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fteface
For the 1992-94 biennium, Kappa Delta Pi selected "Celebrating
Diversity" as its theme to focus attention on one of the crucial issues of
our
How will the United States and other countries address the
diversity of people and ideas found within national borders? While
diversity has always been present, it has often been ignored or repressed. At the threshold of the twenty-first century, however, no one
can ignore the growing diversity of cultures, ethnicities, and languages,
as well as the diversity of ideas and values, found in our increasingly
global village.

The question for Kappa Delta Pi members, as well as for educators
everywhere, is how we will respond. How will Kappa Delta Pi members, as educators, take advantage of the opportunities that diversity
presents? As we began the biennium, I urged Kappa Delta Pi to consider issues of diversity, particularly as played out in schools. Since
then, a remarkable number of activities have focused on the theme:
regional conferences have invited speakers and encouraged discussions: our two journals have provided substantial scholarly attention to
the topic; individual KDP chapters have developed rich and interesting
programs; and our 1994 convocation in Orlando offers a powerful
collection of workshops and presentations. Numerous and varied
activities thraughout our society attest to our commitment as teachers
and learners to continue our own intellectual journeys. It has indeed
been a celebration.
Of all the challenges facing schools today, the greatest challenge
remains the central (me: how to ensure success for all children. Our
special challenge, as Kappa Delta Pi members and teachers, is to create
educational opportunities for all children. The first ideal of Kappa Delta
Pi, affirm.d upon beomling a member, is the pledge of Fidelity to
lumanity. We have dedicated ourselves to the proposition that

.41.
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"through continuous education, based on equal opportunity,
persons of all ages, races, and creeds shall find increased opportunity
for experiencing more meaningful lives." This book by Professor
Geneva Gay was written with that ideal in mind.
For the past decade, since the publication of A Nation at Risk in
1983. school reform has been a major political and educational issue in
the United States. There is a popular perception that schools are failing
and that a variety of increasingly radical plans must be adopted to
prevent further erosion of excellence. I find the public dialogue about
school failure curious, since it often seeks "remedies" such as charter
schools, voucher initiates, shared decision making, and site-based
governance. These issues, it seems to me, describe the distribution of
power rather than the education of children. In my opinion, schools in
the United States are not failing universally. After all, the public school
system in the United States has been at least partly responsible for our
global leadership in science and technology, our premier position in
Nobel Prize -.--cipients, and our universally recognized system of higher
education. !'ublic schools cannot be complete failures if they still allow
this country to enjoy its many leadership roles. To condemn public
schools universally is to scapegoat teachers, blaming them for a
society's failures. Furthermore, the condemnation of all schools prohibits thoughtful analysis, masking the real issues. Schools have not failed
universally; they have, instead, failed differentiallyfor some children
and in some neighborhoods. That is an important insight, for the
acknowledgment of this problem is the first step in making schools
better for children.

Geneva Gay begins with a simple premise: good teaching and
multicultural teaching are indistinguishabk. Her book takes us on an
odyssey. an exploration of the ideas and concepts embedded in the
term "multicultural education." She apprt Triately reviews the political
controversy that hos shaped the dialogue about multicultural education

from its inception. Multiculturalism has become, like so many issues in
education, a political argument, a controversy not only of philosophies
but a struggle between those whom the system serves and those whom
it does not. But beyond the rhetoric and confrontation, multiculturalism is also a battle about competing visions of the United States
and the world.

Dr. Gay writes this book for teachers rather than rhetoricians and
politicians. Her effort is to demystify multicultural education, removing
it from the political arena and locating it in the educational arena. Once
it is placed in an educational context, multiculturalism can he evaluated
for its impact and success in achieving our often-stated and common
goals for children. In Dr. Gay's view, multicultural education is not a
fringe or radical movement designed to threaten the basic underpinnings of life in the United States. Instead, she affirms its place in the
nlainstream of American educational thought and practice. Like the
early-twentieth-century writings of John Dewey and current successful
school practices, Dr. Gay reminds us that the child is the meaningmaker, and that our task as teachers is to build structures and create
strategies that help all children gather meaning from their surroundings.
She argues that multicultural education considers the chikl's background, prior knowledge, and areas of interest and experience, an
approach that has been labeled "progressive education" since the
beginning of this century.

The celebration of diversity i accompanied by a curious paradox:
the more we focus on and celebrate our differences, the more we
recognize our similarities. Geneva Gay's book reminded me that, as
Kappa Delta Pi members, educators, and human beings, we share
substantial common views about education and the future. We have, in
our KDP creed and in the Declaration of Independence and Constitution of the United States, declared a shared set of core values about the
human experience, joined together in hopes for a better future, and
ze
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expressed our common aspirations for our children. Celebrating our
diversity becomes, paradoxically, a means for bringing us together, not
dividing us.
A number of people deserve credit for this very important undertaking. The Executive Council of Kappa Delta Pi authorized this project
as a commitment to our members and the ideals we share. Carol
Bloom and her publications department staff at Kappa Delta Pi headquarters deserve special recognition for the long hours they devoted to
this effort. Special thanks go to the manuscript reviewersH. Prentice
Baptiste of the University of Houston; Wanda S. Fox of Purdue University; Joyce E. King of Santa Clara University; Kent Koppelman of the
University of WisconsinLaCrosse; and Ellen Shiflet of Starbuck Middle
School in Racine, Wisconsinwhose perceptive comments added to
this volume. But most of all, I want to thank Geneva Gay, whose
substantial contributions to the field of education through the years are
reflected in this book. Her most important message is a reminder to us
all. In another era, teachers took pride in saying that they treated all
children alike; today that would be more of an indictment than a
source of pride. Not all children can be treated alike, for children come
from different backgrounds, different experiences. If they are to become meaning-makers, we must provide them with equality of opportunity rather than equality of treatment. Equality of opportunity includes recognizing differences and treating children as unique and
special human beings with unique and special needs. To achieve our

goals as a society that honors educationand childrenwe can do
no less.

George L. Mehaffy

President 4 Kappa Delta Pi
1992-94
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Introduction
Dear Readers:
Welcome to what I hope will be an exciting. engaging, and enlightening
dialogue. Multicultural education and cultural diversity are critical, controversial, and increasingly unavoidable issues in our society and schools. As we
advocate and design educational programs and practices that are more
effective for greater numbers of culturally diverse students, thus building a
more inclusive, egalitarian, and just society, we need to understand how
multicultural education and general education are related. Some individuals
claim that these two are irreconcilable opposites; others suggest that they are
highly complementary. An examination of the key underlying principles of
both is one way to begin to resolve this conflict. This is the major purpose of
At the Essence qf Learning.

The intent. vision. and spirit that underlie the text of this book were
articulated by one of my favorite authors. Maya Angelou (1993. 124). She
noted:
It is tinw fin- the preachers. the rabbis, the priests and
pundits, and the professors to believe in the awesome

wonder of diversity so that they can leach those who fidlow
them. It is time fbr parents to teach young people early on

that in diversity there is beauty and there is strength. We

all should know that diversity makesibr a rich tapestry.
and we must understaiul that all the threads of' ibe

tapestry are equal in value no matter their color; equal in
importance no matter their texture.

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

media, and educationare concerned about the kinds of adaptations needed
4
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to accommodate cultural and ethnic pluralism in their respective areas of
influence. An additional factor of particular concern to educators is the high
percentage of academic failure among students from some of these groups.
Included in this category are children who are poor, live in large urban
centers, have limited English proficiency, or are from groups of color such as
African-Americans. Puerto Rican-Americans, Mexican-Americans. Native
Americans. and some Asian-Americans. As the elements of cultural pluralism
increase in society, so does the challenge of negotiating it in schools, places of
worship, businesses, court.,, and governments.
Conscientious educators are asking themselves: What should we do
about ethnic, linguistic, and cultural pluralism in the classroom? How do we
reconcile it with education's commitment to perpetuating a common national
culture? Some suggest that the answers to these questions can be found in
multicultural educationa way of thinking and acting in the classroom that
accepts the cultural differences of students from various ethnic, racial, and
social groups as valuable attributes to be included in educational programs
and practices. Other educators view multicultural education as contradicting
the vision of the United States as one nation, indivisible. This vision is commonly conveyed as e pluribus unummaking one cohesive culture and
unified nation out of all of the different peoples and influences that comprise
the United States.
This book takes the position that national identity and cultural pluralism,
general education and multicultural education, pluribus and unum are not
inherently contradictory or incompatible; they are complementary and reciprocal. These relationships can be discerned by analyzing the major social values
and related principles fundamental to the goals, programs, and practices of the
educational process.
The primary focus of analysis here is on the similarity between principles
of general education and of multicultural education, not the definitions or
implementation of these processes, per se. Numerous statements about what
these two sets of principles.are exist elsewhere, and they are easily retrievable
from professional textbooks, journal articles, and policy documents; therefore,
they are not discussed in any of the chapters. However, it may be useful fm
you to have some idea of my definitions since they do significantly influence
the discussions about educational principles developed in this book.

Introduction

I define multicultural education as the policies. programs. and practices
employed in schools to celebrate cultural diversity. It builds on the assumption
that teaching and learning are invariably cultural processes;Since schools are
composed of students and teachers from a wide variety of cultural back-

grounds, the best way jbr the educational process to be most effective for the

greatest number of students is fir it to be multicultural. As used in this definition, to celebrate means to know, believe, accept, value. use, and prombte

cultural diversity as a normal feature of humankind, a characteristic trait of
U.S. society. and an essential component of quality education for ail students.
Effective implementation of multicultural education requires a combination of
the personal attitudes and values of educators, curriculum content, instructional methods and materials, classroom climates and the participation of
individuals at all levels of the educational enterprise.
Nieto (1992) provided a detailed descriptive definition of multicultural
education that is an excellent complement to and extension of my own, but
much more specific and encompassing of the major substantive dimensions
endorsed by most advocates and addressed in this book. According to Nieto
(1992, 208). multicultural education is:
a process of comprehensive school reform and basic

education jbr all students. It challenges and rejects racism
and otherforms of discrimination in schools and society
and accepts and affirms the pluralism (ethnic, racial,
linguistic, religious, economic, and gender, among others)
that students, their communities, and teachers represent.

Multicultural education permeates the curriculum and
instructional strategies used in schools, the interactions
among teachers, students. and parents. and the very way
that schools conaptualize the nature of teaching and
learning. Because it uses critical pedagogy as its underlying philosophy and jbcuses on knowkdge, reflection, and
action (praxis) as the basis jbr social change,

multicultural education furthers the democratic principles

ty'social justice.

Alio"

Embedded in Nietds (1992) definition are seven key characteristics of
multicultural education:
in opposition to all jbrms of oppression: jiindwnental to
educational excellence and equality: for all students in all
school settings; comprehensive and pervasive across the
total educational enterprise: devoted to promoting social

justice; inclusive of both curriculum content and instructional processes: and committed to teaching critical
analysis and self-rejlection in all learning.

I agree with Miller and Seller (1985) that education has three major
functions, and I think that these should he addressed in concert with each
The
other. These functions are transmission, transaction, and transfbrmation.
students the cultural
transmissive function of educatim involves passing on to
heritages-of all peoples and teaching them the basic skills needed to perform

the various roles they will play as adult members of societycitizen, parent,
worker, consumer. Education that is trwisactive recognizes that students as
well as teachers are key players in teaching-learning interactions. Both, along
with their contributions, experiences, and perspectives, should be actively
engaged in determining how the educational process unfolds. Furthermore,
students
schools and education programs have the obligation not only to ',each
facts about their cultural heritages and how to understand existing conditions.
but also how to envision and create a better future for themselves and society.
That is, students need to know how to transjOrm present personal and social
boundaries in order to improve the quality of life for all individuals, groups,
and societies.
Educational principles are commonly accepted beliefs about the purposes and processes of teaching and learning. They reflect the cultural values
of the societies in which schools exist. For example. most educators in the

United States accept without question the belief that if something is of personal significance to students, they will learn it more easily than that which is
obligated to serve the needs
not. Most educators also aculit that schools are
of individual students as well as society. Consequently, educatic HI in the
the
inited States will lie quite different from that in China or Nigeria because
111111d.
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three societies are quite different. And, the education of all students within the
United States will be similar because of the country's shared culture, but
unique because of individual traits, ethnic orientations, and cultural heritages.
The key questions that guide discussion throughout this book are
(1) What is the relationship between principles of general and multicultural
education? and (2) Why is it important for teachers to understand this relationship? At the Essence of Learning explores how beliefs about multicultural
education are, in effect, restatements or translations of general education
principles. Its primary focus on clarifying this philosophical relationship is
based on the assumption that teaching behaviors are grounded by values and
beliefs. Therefore, if educators are to be effective in changing their instructional. curricular, and policy practices related to cultural diversity and
multicultural education, they must revise the values and beliefs that undergird
them. This knowledge helps to ensure that the highest quality educational
opportunities and outcomes are available to the full range of students who
populate our schools. It also aids in revising instructional practices to ensure
they are compatible with societal developments.
The discussions throughout this book are not intended to teach you how
to teach multicultural education in the classroom. Rather, they concentrate on
improving the understanding of multicultural education as a set of values,
beliefs, and ideas about how to make schooling more effective and meaningful to a greater number and variety of students. They clarify some of the
misconceptions that surround multicultural education and denwnstrate how it
fits into the broader context of 11.5, values and visions about social and
political democracy, as well as educational quality, equity, and excellence for
all students. Of course, all of these discussions have direct and profound
implications for instructional practice. but they are more often implied than
stated explicitly. This book is directed more toward clarifying the values and
visions of multicultural education than explaining its content and methods.
Consequently, /if the Essence qf Learning is not a typical teaching methods
texth'iok.

Inevitably, teachers have to explain, and often dekind, the reasons for
their classroom practices and priorities. This is particularly so wl,en the issues
in question arc controversial. As we will see, multicultural education is very
controversial. The major parameters and points of this controversy are exa
#44-""

will improve
plored in this book. The insights gained from these examinations
multicultural
education,
your overall understanding of the nature and intent of
why and how cultural
as well as prepare you to explain your opinions about
pluralism should be included in school programs, policies, and practices.
Chapter 1 examines some of the commonly accepted principles of
general education and some of the conflicting conceptions of multicultural
education. The principles discussed are organized within the categories of
teaching
human growth and development, socialization and citizenship, and
for Chapters 3
and learning. These categories establish the conceptual baseline

through 5.
The focus of discussion in Chapter 2 is the debate over multicultural
about
education and the major principles associated with teaching for and
identified, and
cultural diversity. The main areas and voices of the debate are
These
the key contentions of both critics and advocates are summarized.
that
explorations should facilitate your understanding of why critics feel
advocates
feel
multicultural education contradicts general education and why
establish the
that it is complementary. The ideas generated by this debate
teaching and
parameters for subsequent discussions of specific beliefs about
Chapters
1 and
learning in a multicultural society like the United States. Thus,
2 serve as an overview for Chapters 3 through S.
of
Each of the remaining chapters develops in detail a different set
focuses
on
principles
general and multicultural education principles. Chapter 3
for
dealing with human growth and development and their implications
related to develgeneral and multicultural education. Principles of education
Chapter 4. The discusoping skills for democratic citizenship are examined in
beliefs regardsion in Chapter 5 is devoted to principles of pedagogythat is,
ing the most effective methods of teaching and learning.
and
All chapters conclude with a short section entitled "Reflections
of the chapter
Applications." The Reflections encapsulate the main messages
activities
for the reader
in a few summary statements. The Applications suggest
crystallizing the ideas discussed
to explore as a means of further clarifying and
in the narrative text of the chapter.
they include
Two features recur across the application activities. First,
personal
undersuggestiom for what readers can do to further extend their
the chapter. Second,
standing of the ideas, issues, and messages discussed in

arOor

U
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there are also suggested activities that readers who are teachers might do with
their students and/or colleagues to improve their understanding of and competency in multiculturalism. Frequently, the Applications provide opportunities
for you to track the growth of your own increasing understanding of
multicultural education. Some application activities suggest that you begin an
activity before reading or within the first few pages of a chapter. Then return
to the same activity after reading the chapter, and compare your attitudes,
understanding, and/or actions on some aspect of multicultural education. The
underlying assumption is that you will learn from reading the chapters. Bui,
this is only the beginning of the learning process. The end-of-chapter Applications provide additional and varied opportunities to continue the learning that
begins with reading the narrative text.
I included the combination of application activities for several ieasons:
the importance of reflection and introspection in the professional development
of teachers; the interrelationship among values, beliefs, attitudes, and actions
in teaching and learning; the empowering potential of knowledge; and the
nature of effective implementation of multicultural education as a multidimensional process. Educators must act in many different ways and on many
different fronts simultaneously to -do" multicultural education well. Therefore,
the suggested Applications invite you to explore yourself; to practice translating knowledge into actions; to become actively engaged in the professional
development of colleagues around issues of multicultural education and
cultural pluralism; and. on occasion, to translate the insights you gain about
multicultural education into instruction for students.
The recurrent message across all discussions in all chapters of this hook
is that the meaning and intent of principles of general education and
multicultural education are essentially the same. They differ only in context.
operational details, and constituent groups. Principles of general education
function at a global, universal level, and apply to all students. By comparison,
those of multicultural education place general ickas about teaching and
learning into the context of different racial, ethnic, and social groups, cultures,
and experiences. They validate the perspectives and frames of reference of
students who are poor, from groups of color, female, immigrant, or whose first
language is ric t English, along with those of the middle-class, EuropeanAmerican dominant groups in our society.

The book concludes with a short Epilogue. It summarizes and underscores two key ideas that were developed in the preceding chapters: (1)
Multicultural education is an embodiment of our nation's commitment to the
democratic values of freedom, equality, and justice for all citizens: and (2)
Multicultural education is inextricably interrelated with the vision of educational excellence for all students.
You are invited to be an active participant in the dialogues about the
different dimensions of the complementary and reciprocal relationships
between principles of multicultural and general education that take p.ace in
this book. As you read the chapters, compare the explanations and interpretations provided with your own perceptions and thoughts. Extend the examples
offered to incorporate your ()wn personal experiences. Sometimes this may
entail replacing the examples provided with your own. Do not hesitate to do
so. When questions are suggested as invitations for you to engage with the
ideas, accept the challenge wholeheartedly and -think along" with the author
in search of answers and explanations. Try out the suggested activities in your
own professional arena to see if they work for you. Encourage your colleagues
and students to interact with you in dialogues around the issues discussed in
this book. Continually remind yourself, your students, and your colleagues that
multicultural education is for all students, subjects. times, and settings, not just
for students of color, social studies and language arts, or when racial tensions
among students occur in schools.
This kind of active and continuous engagement will make the ideas
presented herein a "personal encounter for you rather than merely an abstract. dispassionate reading of the author's ideas and arguments. Education
should always be a passionate and personal involvement. As Taba (1962. 151)
suggested, "Vital learning is experiencing of a sort" that engages the mind and
emotions simultaneously by integrating important knowledge, profound
feeling, and thoughtful reflection. It causes us to "feel what we know and to
know what we feel" (Moholy-Nagy 1947. 11). At the &settee ty'Learning
should be such an experience for you. It should also be affirming and
informing.
If. after ycni have completed reading this book, you have a better under-

standing of the fallacies of' contentions that multicultural education is inconsistent or is in competition with the values of general education, then I have

Introduction

succeeded in achieving my purpose. You will have begun to establish a
powerful foundation for pursuing instructional actions that incorporate
multiculturahsm in all dimensions of the educational enterprise. You will also
have begun to model the conviction that for education to serve its social and
personal development functions for all citizens of the United States, it must, of
necessity, be culturally pluralistic. You will he well on the way to truly understanding that muhicuhural education is, indeed, the essence of all quality
learning for the ethnically, culturally, socially, and racially diverse students
who populate our schools.
I hope that participating in this dialogue is a memorable occasion for
you, one that you will return to often throughout your professional career, and
one that you will entice others to join.

Geneva Gay
University of WashingtonSeattle
March 1994
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Chapter 1

Principles of General Education
Our society has developed the belief that schooling is a way of transmitting and conserving,

expanding and rectifying the knowledge, values, and skills antecedent to a life of purpose,

of work, of accomplishment, of personal growth. .
and developed to serve as agents of society..

.

.

Schools were invehted, organized,

. to inculcate in the young habits of good

choice which were meant to sustain visions of excellence, of greatness, and of the power

of knowledge and high conduct.
(Brandwein 1981, 3)

Creating schools in which all the nation's children receive a high-quality education will
not be easy. But behind every significant achievement are dreamers and visionaries.

. . .

We must have a vision, but we must also have the will to act. Forging that will is perhaps
our greatest challenge.

(Banks 1993, 48)

What are the underlying values of educational practices characteristic of
American schools? What deeper beliefs do they symbolize? Why do we have
students engage in competitive learning activities, pledge allegiance to the
flag, raise their hands before speaking out in class, study certain subjects, and
celebrate particular holidays? Do you ever analyze your own reasons for
making particular instructional decisions to determine the values and beliefs
that generated them? A decision to teach students facts before they engage in
critical thinking, algebra before geometry, or sentence structure before writing
compositions may reflect a certain belief about the sequence of learning. It
may be that learning is a developmental process that moves from simple and
concrete experiences to more complex and abstract ideas. Teaching students
about different cultural groups and heritages in the United States before
studying world cultures may be driven by a similar belief. The results of these
explwations about how teaching and learning occur, and to what ends,
comprise the content of educational principles.
The discussion of the principles of general education in this chapter
follows a foiirfold structure. The discussion begins with a brief definition of
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principles and an explanation of their function in the educational process. A
description of the process used to identify and classify principles of general
education follows. I .ie principles are grouped into three categories: human
grouth and detvlopment, citizenship and socialization, and teaching and
learning. The chapter concludes with some suggestions for reflecting on and
applying the implications tbr practice embedded in the principles. The principles of general education themselves are discussed in more detail in Chapters 3 through S.
Role of Principles
Educational principles are statements of beliefs and ideals about the

purpose. content, nature, and function of teaching and learning. They create
philosophical visions and ethical standards by which to design and assess
instructional plans and actions. Principles of general education in the United
States are "generic" ideas about teaching and learning. As such:they do not
refer to any specific group or individual: instead, they are assumed to apply to
everyone. One example of a principle

is:

ofstudents in tbe learning process
leads to greater depth qf undergandhig, easier task
nuisteg, and more persistence and transli,r qf learning.
11.7e actitv

Before continuing to read this chapter, complete Chart 1.1, assessing the
"Relationship of Teaching Behaviors and Beliefs." List eight or ten processes
you routinely employ in your teaching. such as "using examples from different
cultural orientations to illustrate concepts, ideas, and skills." For each behavior
listed, identify the underlying belief associated with it. Later on in the chapter
you will have an oi ,..munity.to compare your values and beliefs or principles
with those of other educators and to complete the third column.
Sources of Educational Principles
If educators are asked if there is a genentlly accepted set of principles of
education to which their ci Mcagues ascribe, they will probably agree that
there is one. This ready response suggests that these princips should be

easily identified by individuals and prominently discussed in the professional
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Chart 1

Behavior

Relationship of Teaching Behaviors Ali Beliefs
Category of Principle
Belief

Teaching and Learning
Example: Routinely use multicultural Relevant teaching makes
learning easier for students.
examples to illustrate concepts for
skills to be mastered by students.
Teaching and Learning
Multicultural education has
Example: Expect all students to
benefits for all students,
participate in multicultural learning
including European-Americans.
experiences.

.

3.

7.

8.

.

10
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literature. Operating on these assumptions, I gathered information from two
sources to identify principles of general education in the United States: I
conducted an informal survey, and I reviewed selected samples of educational
literature. I did not ask any individuals to suggest principles of multicultural
education but relied on the professional literature to generate these. I had two
reasons for not asking for the latter principles. First, since multicultural
education is still struggling for general acceptance, most educators would
probably not be able to identify any of its principles. Second, many of the
educators who could suggest some multicultural principles are specialists and
proponents. Their thoughts and beliefs could be easily retrieved from professional writings.
The informal survey and literature review did not produce identical
statements of educational principles. However, certain values and beliefs
about the purpose, content, character, and process of education appeared
repeatedly in both. The principles identified later in this chapter were extrapolated from the different explanations these sources generated about major U.S.
values and why they are important for education and society. Although the
principles were eventually compiled into a single list, the sources are discussed separately.
Suggestions from Individuals

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

11e
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professional experiences. Many had exl. .,-mced long careers as teachers,
administrators, and professors; as a group they were racially, ethnically, and
regionally diverse, representing both genders. The group was not a representative random sample of the order that is required for empirical studies. Rather,
this collection of individuals emerged from an impressionistic and intuitive
impulse on my part as I sought to determine whether my beliefs about the
major tenets of education in the United States were shared by others engaged
in different aspects of education. The results indicated that there is. indeed, a
high degree of consensus on the intended character and outcomes of U.S.
education. As we will see later, this consensus was further substantiated by
emphases found in the professional literature.
The survey produced a list of approximately 35 suggestions. Many of
these overlapped or were repetitive. Most of the suggestions were phrases that
signalled a value or belief rather than complete statements of actual principles.
Certain ones were offered by many different individuals, including:
Educational excellence for everyone.
All students can learn.
Teaching the whole child.
Universal literacy.
Teaching a universal set of values and the national culture.
Capitalize on students strengths.
Equity and equality in education.
Education for democratic citizenship.
Every child is unique and has value.
Develop the maximum potential of all students.
Critical thinking skills.
Preparation for future success.
In order to make the list more manageable, I reviewed it for clusters of
similarity. Analysis of the beliefs about the nature and purpose of the educational process revealed four types of value orientations: sockdization. citizenslup. human development. and &dire teaching and learning. These categories were used in reviewing the professional literature and in providing the
framework for organizing the final list of principles.

r
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Professional literature

There are few writings in the body of educational scholarship that deal
explicitly with principles of general education. A computer search of library
sources produced none with this specific designation. Instead, principles of
education tended to be embedded in discussions of other issues, such as the
rights of students and teachers, school reform, learning theory. and democratic
ideals. Wrqings on educational philosophy, psychology, and sociology deal far
more frequently and explicitly with these beliefs than does the professional
literature in curriculum planning and classroom teaching. The references
included here are not the only available resources on educational principles.
Rather, they are intended to represent various scholarly persPectives as wel as
explanations of values that undergird educational goals and practices in the
United States. This sample of educational writings is also included to show
how principles are embedded in, and often have to be extrapolated from, discussions about social values and educational goals, programs, and pnictices.
Categories of General Education Principles
Three categories of general education principles are introduced here and

discussed in greater detail in Chapters 3 through 5: human growth and
development. citizenship and sockdization, and teaching and learning. There
is a very close interaction between beliefs and ideas related to socialization

preparing students to be members of different groupsand citizenship
students' roles, rights, and responsibilities. These concepts are often discussed
together under topics such as socialization for citizenship, democratic values,
citizenship skills, and schools and society. Therefore, the principles of education for citizenship discussed here incorporate ideas about socialization.
The categories of educational principles approximate those used by other
educators to ident4 and classify the major goals, visions, and values of U.S.
education. Taba (1962). for example. summarized views about the functions of
education under the three descriptors of education as preservation and
nansmission (y'cultural heritage. education as an instrument jOr tran4brming
culture. and educatim as a means fOr individual det.elopment.
Human Growth and Development

Two themes that appear frequently in discussions of educational theory,
411,
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phik)sophy, and practice are individual development and personal empouvrment of students. They include ideas about how patterns of human growth
and development should affect educational planning and practice, as well as
how instructional programs should influence human development. Together
they generate many important principles of education. Shor (1992) defined
empowering education as a style of teaching that perceives the individual
growth of students as an active, cooperative, and social process, since the self
and society create each other. Its goals are to demonstrate how an individual's
personal growth relates to public life and to develop strong, academic knowledge, habits of inquiry, and critical curiosity about how power, equality, and
change operate in society. Obviously, the empowerment of students involves
more than the mere transmission of cultural knowledge and the socialization
of students into the existing social order. It engages students in change
processes that combine knowledge, values, and actions to improve their own,
as well as society's.
Shor conceived education for empowerment
as participatory, affective, problem-posing, situated, multicultural, dialogic.
democratic, researching, interdisciplinary, and activist. Although this kind of
education is difficult to achieve, it is absolutely essential for the healthy future
of individuals and society. Shot. (1992. 263) concluded his book with an
eloquent statement that captures the flavor of the importance of education for
personal empowerment and liberatkm:
Empowering education is Ilms a road from where we are
to where we need to be. It crosses terrains of doubt and

time. One end of the road leads away.from inequality and
miseducation while the other lands us in a frontier of

critical learning and democratic discourse. ibis is no easy
road to trat.el. Any place truly diflerent from the status
quo is not close by or down a simple trail. But the need to

go there is evident, given tebat tee know about unequal
amditions and the decay in social life. git,en the need to

replace teacher-talk and student alienation with dialogue

and critical inquiry.
Fortunately. some taluable resources already exist to
democratize school and socie.ty. "Mat transliwmation is a
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journey qf hope. humor, setbacks, breakthroughs, and

creative lift. on a long and winding road paved with
dreams whose time is overdue.

Many other educators agree. Hitt (1973) perceived education as a human
enterprise with a primary obligation to nurture the humanity of all students.
This belief is often transmitted through phrases such as "teaching the whole
child" and "helping students to become caring and sharing human beings."
According to Foshay (1970), attending to a student's "wholeness" requires
developing six dimensions of the human condition simultaneously. He identified these as the emotional, intellectual, social, aesthetic, spiritual, and biological. Other educators express the same idea as teaching to four domains of
learningcognitive, affective, psychosocial, and performance. To accomplish
these goals, school programs and practices need to provide a variety of
options so that all students can participate fully and in multiple ways.
Hitt (1973) elaborated on these general ideas by identifying some
fundamentals education that improve humanness. He described humans as
dualistic oNanisms, or what might loosely be called a combination of internal
and external, rational and intuitive, mental and emotional, scientific and
humanistic, and objective and existential dimensions. For example, humans:
are objects of observation and they study others; receive and create knowledge; live by reason and faith; are individually unique but very similar; and
exist as complete individuals yet are in a constant state of development.
Education programs and practices should cultivate both ends of the "continua
of being." Hitt believed that 10 key indicators of humanness could form the
core of all education: identity. authenticity, communication, reason, problem
solving, concern for others, independence, open-mindedness, responsibility,
and zest for life.
Thelen (1970) provided another image of the "humane" person that
schools should work to develop and that society needs in order to flourish. It
complements the ones constructed by both Foshay (1970) and Hitt (1973).
Thelen defined humane persons as those who (1) are actively involved in their
culture and contribute to its further refinement; (2) have a dear understanding
of the relationship between individual and universal human needs; (3) have a
strong sense of history and an appreciation of humanity's continuing struggle
Al.0.1*1
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Table 1.1
Educational Principles Related to Human Growth and Development
Education must be comprehensive and multidimensional in order to be
congruent with the interrelated and holistic nature of human growth
and development.
Educational programs and practices must be flexible in order to
accommodate the different rates of growth among the various aspects
of human development.
Education should create learning environments and experiences that
enhance the learning preferences and styles of students.
Education should lead to greater individual social and intellectual
freedom for all students.
Education should improve the self-acceptance of students.
Education should build upon the personal strengths and abilities of
students.
Education practices should be organized to match the sequence of
human growth and development.

Educational programs and practices should allow for different kinds of
internal and external motivations for learning.
Education should use diverse means to achieve the universal ends of
humankind.

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

Educational practices should promote the human dignity of all students.
Education should consider the role of cultural influences in human
growth and development.

for imprmement: and (4) are citizens of a society interactively involved with
their social and natural environments. Students become more humane when
schools and teachers act as facilitators in their search for self-discovery, rather
than telling students what to think, believe, know, and do.
From these ideas emerges another key principle of education as a human
enterprise: students should be the primary architects of their own learning,
with teachers providing supportive guidance and assistance. When schools
accept these challenges and redefine their roles accordingly, they too will
become more truly humane institutions, with the human fulfillment of individual students being the prevailing theme. This, in turn, will lead to a more
humanistic and democratic society (Hitt 1973).
Several familiar principles of U.S. education are derived from these
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values concerning the na:ure of the process of growth and development
common to most individuals and its influence on educational decision making.
Some of these principles are listed in Table 1.1.
Citizenship and Soda than

Phenix's writings illustrate how educational scholars integrate belief's
about education for citizenship and socialization. In 1961 he published a
moral philosophy for school curriculum, which gave priority to socialization
and citizenship. Phenix suggested that the major principles of U.S. education
could be discerned from the natkm's democratic philosophy. In fact, education is the foundation of democracy. and democracy is the ultimate outcome
of education. Roth are grounded in principles of freedom, equality, and
justice. These are essentially moral imperatives, since democracy rather than
being a political structure is more a philosophical ideal and social system in
which all individuals are considered to he equal in significant ways. However,
this does not mean that all people have the same abilities, interests, needs, or
circumstances. They are equal in being human, mortal, possessed of body,
mind, and spirit, and they are engaged in a continuing search for truth, right.
and goodness. The challenge of schools in a democratic society is to seek out
greater freed(an and justice for the common good and to develop strong
feelings of national loyalty. Teaching and learning should be characterized by
analysis, reflection, dialogue, and social action. Even though the content of
this common good is not yet fully known or fully agreed upon.
should encourage the habit
education jiff dcmocra(1'
of sustained inquiry and the art ofsincere persuasion.

and

.

.

.

cordirm and celebrate faith in the prim* .

.

truth and goodness. in which die moral entetprise is

grounded (Phenix 19( 1).

TherelOre, all parts of the educational process have a moral obligation to
model and teach principles of deinocracy.
Gardner ( I9gt) made basically the sante pt)int as Phenix alu nit the
interaction between text and context of educational values and beliefs. I le
explained that in a pluralistic society like that of the United States we shoukl
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expect to have a great deal of diversity of values, opinions, goals. and behaviors among individuals and groups with regard to personal priorities and the
common good. However, this does not mean that there is no consensus about
the aims of education for a democratic society. United States citizens from
different ethnic identities, social classes, and cultural backgrounds support the
ideal values of peace. justice, freedom, human dignity. equality, and the
pursuit of excellence. Furthermore, Gardner (1984. 82-83) contended:
We Miele that men and women should be enabled to
achieve the best that is in them. and tee are the dec ktred

enemies glall conditions . . that stunt the individual and
prevent such inIfillment.
.

Exactly what is "the best- for different individualsand opinions about how to
eliminate conditions that interfere with its realizationvary widely. Educational programs and practices shoukl be conceived broadly enough to accommodate this diversity instead of imposing a few narrow visions of' excellence
upon everyone.
Some educators find it challenging to apply Phenix's mandates in
ethnically diverse and culturally pluralistic school settings. Their anxiety is
relieved somewhat by remembering that "there is nothing
intrinsically
incompatible between democratic principles and multi-ethnic living- (Sigel
1991, 3). Nor should we assume that students will learn how to live democratically in a multiethnic, multicultural, and multiracial society and world without
being taught how to do so. All students must learn these skills, not just recent
immigrants, groups of color, chiklren of poverty, or limited English speakers.
They must learn to value the lives and cultures of different groups "without
blindly assuming that their own culture is superior. and therefore immune to
change or improvement- (Sigel 1991, 6).
Shapin) and Purpel (1993) offered a different viewpoint (>1 the major
.

values that direct our scwiety and sch(R)1s. They suggested that capitalism is
the drking fOrce that energizes all dimensions of sc)ciety. msequently,
approaches to sclusiling in the l'nited States cannot be understood fully
without a careful analysis of capitalistic. values.
Cagan (19"8) analyzed how I '.5. individualism is shaped by a capitalistic
ki 21 -
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philosophy that generates social relations that are competitive, egotistical, and
self-serving. She warned that "such relations are inimical to the development
of true individuality and human liberation and must be deliberately offset by a
pedagogy that adheres to collective goals" (Cagan 1978, 228).
Bianchi (1975, 45) described capitalism as the "total environment in
which we are reared and conditioned." not just an economic system. Its values
of personal initiative, competition, individualism, and consumerism are not so
much concerned with promoting the emotional, intellectual, ethical, and
cultural growth of individuals as they are with maximizing individual profits
and gains. Bianchi perceived these priorities as a variation of the social
Darwinist idea of "survival of the fittest," which is contradictory to other II.S.
values that stress the creation of comiminity among individuals. He explained
that "possession of material goods is still the clearest sign of 'fitness.' lb
possess more is to be more worthy as a person" (Bianchi 1975. 46-47). While
lip service is given to the ethics and morality of the techniques used to
Table 1.2

Principles of Education for Citizenship and Socialization
Public and free education is a basic human right of all children.
Education should teach students to become social change agents as
individuals and members of groups with common interests and causes.

Education for social consciousness, personal well-being, and
community building is essential for democratic citizenship.
Education for responsible citizenship involves cultivating knowledge.
values, behaviors, ethics, and morality consistent with democratic
ideals.

Education should model the values of freedom, equality, dignity,
enfranchisement, and justice.
Education should teach students to understand the interdependent
and interactive relationships between individuals, groups, and
environments.

Education should promote intolerance of all forms of discrimination.
oppression, and exploitation.
Education should teach students how to create national unity and a
common culture out of individual and group diversity.
Education should teach students to respect, value, and celebrate
individual ethnic, cultural, social, racial, and linguistic diversity.

4IRa
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become successful, respecting and protecting the humaneness of self and
others in the drive toward capitalistic success are minimized or ignored
entirely. "In this milieu, to he human is to he violent toward nature, self and
others. For only the respectably aggressive will possess goods, status and
selfhood" (Bianchi 1975, 47).
Advertising is a graphic example of how capitalistic values are transmitted. There is a persistent socialization subtext in all advertising that is as
important as the one designed to sell the product or service. According to
Shapiro and Purpel (1993), this subtext teaches consumers that the more they
buy. the happier and more fulfilled they will be, and the better they will be
able to deal with such fundamental human concerns as sociability, sexuality,
security, gender role identity, and physical well-being. Conversely, those who
are less able to buy can expect to be less successful, both as persons and
citizens.

In schools, students are taught similar values in many subtle and explicit
ways. They are nested in the emphasis we place on competition for grades,
awards and recognitions, test scores, and an academic caste system perpetuated through tracking. The underlying message is that everyone can succeed
with proper skills and individual initiative. This idea is often expressed in
contemporary educational theory as "all students can learn." However, not all
students do learn because some lack the necessary motivation and skills.
These beliefs are sometimes referred to as the "principle of meritocracy."
Several specific principles of education related to socialization and
citizenship emerge from these explanations and similarsones found in professional literature. They are summarized in Table 1.2.
Teaching and Learning

While principles of education about socialization, citizenship, and
humanism relate to the desired "products" or outcomes of schooling, those
about teaching and learning focus on making "process features" most effective. They include beliefs about the best ways to facilitate learning of the
knowledge and skills essential for socialization, citizenship, and human
development.
Most educators in the llnited States view teaching and learning as being
interactive and reciprocal. That is, the characteristics of learners and how they
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engage in the learning process are major factors in determining how teaching
is Organized and executed. Other common thoughts about learning are:
( 1 ) the level and quality of current learning are affected by prior experiences;
(2) learning is an active process in which students are engaged in creating,
selecting, and organizing information and experiences into new structures of
meaning; (3) learning is a -whole" process involving the "total" persor;
(4) learning is essentially a social process that requires learners to interact with
others; and (5) learning is enhanced by motivatkm, interest, and practice
(Hilgard and Bower 1975; 'Paha 1962).
Although learning is a social process. individual differences affect
learning significantly. Each individual brings a unique set of experiences to
learning situations, influencing how each responds to current teaching encounters. Classroom programs and practices should build upon these personal
differences and preceding experiences. Because this continuity is an essential
Table 1.3
Principles of Teaching and Learning
Learning is more effective when the ways and environments in which children learn
match their personal preferences.
Providing academic access, equity, and excellence for all students is a moral obligation of
education.

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

Education should empower students through knowledge acquisition, moral conviction,
social consciousness, and political activism.
Child-centered program planning and instructional practices improve the quality of
educational opportunities and outcomes for all students.
Education should promote high standards and expectations of achievement for all
students.

Educational content and processes should reflect the perspectives and contributions of
ail citizens of the United States.
Diversity and flexibility in curriculum and instruction are needed to accommodate the
different readiness levels, developmental rates, learning styles, and intellectual abilities of
students.

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

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

Positive self-concept and self-esteem are necessary conditions and companions of
academic achievement.

Ir
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condition of learning. curriculum and instruction should provide cumulative
learning opportunities for students.
These concepts about learning have direct implications for pkmning and
implementing instructional programs. Taba (19('i2) identified several significant
ones. First. more importance is assigned to cognitive processes. understanding

contexts and relationships. problem-solving techniques. creativity, and inquiry
learning than to knowledge of isolated facts. Second, the act of learning is
viewed as a transactim between the learner and the content to be learned.
This means students question. explore. critique, and analyze all forms of
knowledge they encounter in the learning process. Specific content has

relative value. It is important only to the extent that it is part of a meaningful
context, serves a given purpose, helps to shape particular mental processes.

and leads to the formation of new ideas. Third. learning with understanding is
best achieved by using a variety of instructional materials and techniques that
Table 1 3 continued

Maximizing the human development of students requires teaching the whole child.
Learning is easier and lasts longer when the tasks are developmentally appropriate for
the students.
The quality of student learning efforts and outcomes should be judged on individual
merits.
lv,dstery of basic literacy skills is imperative for all students.

Critical thinking and problem-solving skills are essential to the personal growth of
individuals and the continual development of society.
Transmitting the cumulative knowledge of humankind and the national culture to
students is a fundamental purpose of education.

Learning generated from intrinsic motivation is retained longer than that stimulated by
external motivation.
Education for social change is both desirable and imperative.

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

Learning is culturally relative and is affected by significant influences from both the
macroculture and microcultures to which students belong.
The continuous search for scholarly truth is a valid goal and characteristic of the
educational process.
Knowledge should be understood as a form of cultural capital and a significant source of
personal and social power.
t's

-

Chapter 1

have personal meaning for different students. Fourth, frequent opportunities
are provided for students to he active participants in the decision-making
processes about what, why. and how they will learn.
Walker and Soltis (1992) extrapolated other directions for designing
curriculum and classroom instruction from such common values of U.S.
cultufe as individuality, freedom, progress, conformity, and change. They
advised that educational goals and practices must offer a variety of teaching
and learning techniques in order to prepare students for "new conditions and
emerging social values . .. to cultivate knowledge, to sustain and improve
society, and to foster the well-being of individuals- (Walker and Soltis 1992,
82). Each of these is important to some degree in the education of all students,
but how they are achieved varies widely. Thus, diversity in curriculum and
instruction is the best way to prepare all students for the wide variety of
situations and experiences they will encounter in life and to be effective and
responsible members of a democratic society. Embedded within these two
general ideals are several more specific roles for schools and teachers: facilitating intelligent and critical thinking: relating schooling to living: contextualizing
basic and cultural literacies for different groups and situations: perceiving
education as an instrument of societal development: and recognizing that it is
important for all students to learn a common core of historical, social, and
scientific knowledge (Walker and Soltis 1992).
Taba (1962, 25) added another perspective for identifying principles of
teaching and learning in the United States. She reminded us that:
education must, and usually doeS. work in the cultural
setting qf a given society, at a given time, in a given place,

shaping individuals in some measure to participate in that
The decision-makm themselves are immersed
society. .
.

.

in the culture and therefore subject to the culturally
conditioned conceptions of bow education is to senv that
Education must adjust its aims and pmgra,ns
Without a contimwl reorientato changing conditions .

society.

.

.

.

.

.

tion to changing conditions, education becomes unreal
and, in a sense, useless because it does nol prtpare.muth

jhr

problems and responsibilities.
(-
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hom the ideas of Taba, Walker and Soltis, Hilgard and Bower, and
others, including the individuals who participated in the informal survey,
emerged principles of education that addressed what knowledge is of most
value, the best ways of knowing. and the most effective ways of teaching.
Some of these are presented in Table 1.3 on pages 24 and 25.

Relledons and Applications
Several attributes of general education principles evolve from the discussions in this chapter. First, they address elements of individual and social
development. For the sake of analysis, these were examined separately, but in
actual practice they are closely interrelated. It is almost impossible to talk
about values, goals. and processes of education for individual development
without placing these within some kind of social context.
Schools are doubly social in nature: they are created by society to
educate its youth, and the materials that constitute the core of school programs are drawn from the society in which they exist (Taba 1962). These
relationships become more apparent in Chapters 3 to 5 as principles of
education for human growth and development, citizenship and socialization,
and teaching and learning are discussed in more detail.
A second attribute of general education principles is thea close similarity
to the values of the national culture. Most educational principles aie grounded
in the democratic ideals of freedom, equality, justice, and human dignity and
the capitalistic ideas of individual worth. competition, progress, and success.
This is not surprising since education is always culturally relative.
Change is a consistent theme in descriptions of our society and in visions
of U.S. education. Consequently, many educational principles are, third,
prescriptive, in that they emphasize "where we need to be" as individuals and
as a society. They have within them elements of cultural transmission, social
transformation, and individual actualization.
A fourth attribute of principles of general educatkm is evident in the
emphasis given to concepts about teaching and learning. Thoughts about what
is worth learning and how learning can best be achieved invariably focus on
process over content, skills instead of facts, and how to learn and teach rather
than what to learn and teach.
Several suggestions arc offered below to help you to further clarify and
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extend your understanding of the relationship between principles of general
education and principles of multicultural education. Others suggest ways to
begin to apply these understandings in classroom practice.
1. Now that you have had a chance to consider what selected educators
believe are the major principles of general education, compare them with your
own. Return to the chart entitled "Relationship of Teaching Behav:ors and
Beliefs- (page 13) that you completed at the beginning of this chapter. Examine it carefully and compare your beliefs with those identified throughout this
chapter. and then determine what types of principles are embedded in each.
Did your beliefs and values about the goals and processes of education fall
into the same categories (human growth and development, citizenship and
socialization, and teaching and learning)? In the third column of the chart,
place the appropriate category of principles opposite each of your suggested
behavk ws and beliefs.

2. sometimes educational refcirm dcws not move folward as quickly and
successfully as it might because educators do not necessarily share a common
vision and often end up working at cniss-purposes. Is this the situaticm in
your school environment? If you are already teaching, ask 15 to 20 (ither
teachers, counsekirs. and administrators to (I) identify what they consider to
be the five most important kinds of content areas or skills students should
learn: and 2) explain the reasons for their choices. If you are in college, the
same questions can be asked of students and professors in dinerent areas of
specializ.ation, Su( Ii as education, engineering, liberal arts, and sciences. ither
ycm have ccill(!cted the comments, compare them by respondents and their j()b
functions (Lc.... teachers with counselors and administrators), and by the
categories and types of principles (i.e., human gniwth and devel( pment.
citizenship and socialization, and teaching and learning). Then. determine the
degree to w hich the different groups are consistent or in agreement.
3. Create a primer of "Ten Principles of Education To Guide Classroom
Practice.- Select principles from those described in this chapter. Give two or
three examples cif classroom actions generated 1) ,ach of your principle.. For
instance. -Di\ crsity and flexibility in yurnculum and instruction are needed to
declopmental rates. learning 'styles.
ioral
and intellet mai ahilities ccl students- inighi he as.ociated ith thew
accommodate different readincs's le\

examples: ( I ) `,)udents can choose tic w rite, tell or pertOrm their skill master
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when I do achievement assessment: (2) I routinely use several different kinds
of sensory stimulation (reading, listening, viewing, acting) to teach facts,
concepts, ideas, and skills; and (3) My students have frequent opportunities to
practice what they learn through individual assignments, peer teaching,

cooperative groupwork, and large-group instruction. You can involve your
students as active partners in creating the primers. Explain what each principle
means. Then, ask your students to provide examples of your teaching that

they feel represent each principle. Or. depending on their maturity level, ask
them to extrapolate principles from your classroom practices. This is a good

wav to find out if your students perceive your instructional values and practices the same wav you do. Once the primers are completed. distribute them
parents as a means of communicating your beliefs
to your students and
about the nuist important goals and values that guide your classroom practices.

Develop a bibliography of chiklren's and young adults' literature that

4.

reflects the categories identified and elaborated on in this chapter. Your

bibliography should:
!Live a total of 10-15 entries distributed across the themes of human
growth and development, citizenship and socialization, and teaching and
learning.

Include an ann()tation for each entry, telling the theme illustrated by
each literature sample.

Be pluralistic: entries should represent different ethnic, racial, and
cultural groups and experiences.
Include multiple literary genres (novels. poetry. essays, drama, short

st( ries. song lyrics) and literaiT categories (fiction, minfiction. autobiographies).

Some of your selections will probably deal with more than one of the
themes, but your complete list should still include l()-1 5 items. You may have
to use a few professional books or artick.s. especially for the teaching and
leaming theme. I I( AveVC1'. them.' slunild be the exception, since the focu.; of

the bibliography should he children's literature. If you teach mkklk. school.
high school. or college students, ha\ e them mut/We-ally read the selections in

\ our bibliograph\ k see if they can chst ern the cultural values and educational principles embedded in them
A/ 29 -
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Chapter 2

Perspectives and Principles
of Multicultural Education
In periods of crisis the question of the central function of schools in society becomes a
subject of heated controversy, with the nature of the relationships of education to
society at the very core of that controversy.
(Taba 1962, 17)
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We need leaders and educators of good will, from all political and ideological persuasions, to participate in genuine discussions, dialogues, and debates that will help us
formulate visionary and workable solutions and enable us to deal creatively with the
challenges posed by the increasing diversity in the United States and the world. We
must learn to transform the problems related to racial and ethnic diversity into
opportunities and strengths.
(Banks 1994, 3)

The mere mention of multicultural education evokes a variety of reactions and images among educators. The reactkm varies both within and

among groups of proponents and critics and ranges along a continuum of
intensity from gentility to militancy, from conservative to radical. Some educa-

tors only perceive problems with multicultural education and predict collisions
between it and the efforts and goals of general education; others see complementary. enriching, and interactive relationships between multicultural education and general education. The position One takes in this debate reflects

certain kinds of philosophical beliefs about the place of cultural diversity in
educatkm, and that position has a profound effect on the identification and

interpretation of the perceived values, benefits, nature, and purposesthat is,

the principlesof multicultural education.
What about you? flow do you react when you hear the term
multicultural ethwation? Do you feel doubt, joy, frustration, confusion, fear,
excitement, ambiguity, incompetence, or oppwtunity? Perhaps the term
evokes memories of specific experiences, such as a movie you saw, a lesson
.1
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you taught, a curriculum reform project in your school district, a professional
conference you attended, or a new student who just arrived in your classroom.
What kinds of images cross your mental screens? Might these include cultural
festivals, special holiday celebrations, hostilities among diverse groups,.
"rainbow coalitions- with diverse groups engaged hanmmiously in comnum
causes, or everyday people doing everyday things? Do you think of
multicultural education as planting seeds of construction or of destruction, as
limiting or increasing the potential of individuals and society? Do you wonder
if your thoughts, feelings, and images are "correct,- and shared by other
teachers? Or, do you wonder if you stand alone?
If vou have not thought about these kinds of questions before, take time
to do so now. If you have already begun to think about them, keep them in
the forefront of your mind as you read this chapter. The information presented
may affirm some of your thoughts and positions, clarify others, and provide
some insights that you have not considered previously. At the least, it will
undoubtedly denkinstrate that you are not al(me in whatever positions you
take on multicultural educatkm.
This chapter expkwes some of the major arguments for and against
multicultural education and its connection to general education. The focus is
more on the major principles" than on the practices of multicultural education.
The intent is to explain why critics contend that these principles contradict
those of general education and why proponents argue that multicultural
education and general education are highly omipatible and complementary.
Parameters of the Controversy
Multicultural education is a very o wan wersial idea, and the debate over
it is gaining widespread national attention. It is controversial because there are
so many different notions about what it is, how it sliould be implemented. and
where it fits into the overall scheme of education in the IThited States. It also
('hallenges how sinrie of the nation's nu)st fundamental value atitilImptions
have been interpreted and translated into actkm. Interest in it is beomling
nk ire and na)re widespread, not because it is oimillonl)' accepted. but because ethnic and cultural diversity is growing in magnitude and influence in all
segments of society. II(.ople in government, business, ecorkmiic institutions.
religk m, media, and the entertainment industry are asking questions about
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how to deal effectively with ethnically and culturally diverse issues and
audiences in their respective areas of interest. Consider. for example, how
frequently ethnic events dominate newspaper headlines and prime-time
television newscasts. Or how often businesses engage in "segmented marketing- to make their goods and services more appealing to different racial,
ethnic, and gender groups.
Changes occurring in the ethnic demographics of the United States are so
widespread and important that William Henry (199(i) dubbed them "the
browning of America." He suggested that increased tensions between ethnic
groups over economic and political resources are unavoidable. However, the
greater challenge of this diversity is -what it means to the national psyche, to
individuals' sense of themselves and their nationtheir idea of what it is to be
American- (Henry 1990, 30). Rather than accept without question the untilnow standard renditions of the history of the United States and its culture,
these diverse citizens kvill more freely debate the sources of the nation's
strength and success, the compositon of its unalterable beliefs, and the identity
of those with the right to define popular culture.
This is not the first time in the history of the United States that groups
and individuals who were denied access to mainstream institutions and
opportunities have questioned prevailing norms and practices. In fact, this was
the impetus behind the birth of our nation and its phenomenal rise to international prominence. From Europeans who settled in the New World to escape
the quality of life in their native lands. to African slaves who refused to accept
bondage as their destiny, to the Civil Rights Movement of the last 40 years,
diverse groups have demanded that our society and institutions be inclusive
and accessible to all the peoples who contributed in their making.
A major part of the contnivers sumiunding multicultural education
stems from questions about how to reconcile its emphasis on diversity with
the values of unity symbolized by the national motto, epluribus
According to Banks (1993), a leading proponent, the debate is framed by three
c(unin(inly held misconcepticmsthat multicultural education is: (I) an
entitlement program and curriculum movement only for and about groups of
col(K, the powerless. women, and other -victims-1(2) contradictory to Western
cultural and klemocratic ideals: and (3) a divisive fORe that will destroy the
national unity. Other dimensions of the contniversy revolve around questions
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such as: Will studying cultural differences aggravate existing hostilities between ethnic and racial groups or even create new ones? Aren't schools
obligated to teach a national common culture to all students? If we concentrate
on cultural pluralism in schools, will there he enough time left to teach such
fundamentals as literacy, critical thinking, problem solving, and the various
subject matter skills? How can teachers be expected to teach the culture of so
many groups when, in some instances, there are IS or more different ethnic
groups and languages represented in a single classroom and even more in a
school? These questions are at the heart of what might be called an ideological
or valuatire debate, since they ask us to determine the "right" and "hest" ways
to educate students from a wide variety of ethnic and cultural backgrounds.
Davidman and Davidman (1994) identified six contributing factors
helpful in understanding the controversy surrounding multicultural education:
1.

2.

3.

4.

5.

6.

As a reform movement, multicultural education punctures
theories and beliek of individuals comfortable with and
interested in maintaining the existing social order.
Multicultural educators offer a new vision of what it means to
be an American, which threatens old notions of national
strength and unity.
Multicultural education challenges those individuals who view
the I. inited States as a monocultural society built around
human values. It suggests that a universalistic, "one world,
one people" viewpoint is inflexible and promotes the cultural
ethnocentricism of European-Americans.
Multicultural education's emphasis on equity causes some
people to perceive it as a threat, reducing the resources
available to other important programs.
Many pec)ple find the antiracist theme in multicultural education difficult and intimidating to embrace. "They view teaching
about racism as a highly explosive and volatile undertaking
that they prefer to avoid.
The multifaceted nature of multkultural education generates
diverse conceptions that sometimes cause division among its
prcyonents. This apparent lack of c(msensus is often inter-
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preted by critics or skeptics as a weakness that causes the

integrity and validity of multicultural education to he suspect.
Another major point Of controversy can be added to the list provided by
Davidman and Davidman: Multicultural education challenges how the basic
assumptions and beliefs we hold about education in the United States are
interpreted and practiced. Many educators misunderstand this challenge and

conclude that multicultural education is disavowing the beliefs themselves
instead of how they are understood and practiced. A case in point is the idea

that all students can learn and have the right to a high-quality education.
Multiculturalists support this belief as strongly as other educators do. Differences begin to appear in discussions about what to do in practice to achieve

it. Many educators tel that all students should be exposed to the same
educational practices in the same ways to ensure high-quality learning opportunities. Multicultural educators believe that treating all students the same is a

philosophical mandate. not a practical one. When it conies to classroom practices. variety and diversity of instructional methods that reflect cultural and
ethnic sensitivity must be used in teaching students from different racial.
social. linguistic, and ancestral backgrounds. Thus. advocates of multicultural

education argue that cultural diversity must be a fundamental part of all components of the educational process. including curriculum, instruction, administration. counseling, evaluation, and school climate, and it must he accessible
to all students.
liy c()niparison. sowne critics ccintend that there is no place for cultural

diversity in the curriculum of public schools. hey feel that the purpose of
public education is to teach students about the common national culture, with
an emphasis on similarities and unity. Other critics concede that students

should learn almut cultural diversity, but they restria the learning to lessons
and units added to existing curficulum. They would he receptive to selective
efforts to teaching about cultural diversity, such as having a cultural fair of folk
customs and cuisines at the end of a social studies unit on immigration. They
ould advocate adding hooks he 1:11)am:se-Americans, Latinos, Native Ameri-

cans. and African-Americans to a language ans unit on novels. These critics

1\ (mid also limit learning alimit cultural diversity to students in schools with
large percentages of students of color, such as large urban centers. They see
Ai5
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no place for multicultural education and cultural pluralism in suburban
and rural schools with predominantly European-American student populations.
Many classroom teachers do not like u) become embmiled in arguments
about educational ideals, preferring instead to focus on instructional strategies.
Yet educational values, ideals, and behaviors are not separate entities; their
relationship is reciprocal. The beliefs and values that drive the controversy
surrounding multicultural education have a direct influence on decisions
educators make about curriculum design. instructional strategies, and teaching
materials. Therefore, it is important for all educators to be consciously aware
of what some of these beliefs and values are. The major points of contention
between critical and advocacy perspectives on multicultural education are
summarized below. This knowledge will help vol.] better understand your own
priorities, as well as why your school district and colleagues may prefer
certain strategies over others, including. pediaps, deciding to do nothing about
multicultural education.
Critical Perspectives
Skeptics and critics of multicultural education fall into four major catego-

riesthe conservative right, the radical left, moderates, and the undecided.
Despite differences in emphasis and points of analysis. most critics of
multicultural education tend to center their arguments on what they consider
the negative social cOnsequences associated with teaching about ethnic and
cultural pluralism and the questionable quality of multicultural scholarship.
Prominent among the conservative critics of multicultural education are
Chester Finn, Dinesh D'Souza. Diane Ravitch. Arthur Schlesinger, and William
Bennett. These opponents feel that imilticultural education c(mtradicts the
basic purposes of U.S. schooling, which are: to teach students skills to participate in the shared national culture; to promote allegiance to the values of the
nation; to become competent in English; and to ensure national unity. They
see the demand that education include the contributi(ms of all cultures and
ethnic groups as an attempt by racial minorities to destroy the Western European cultural heritage on which the 1 tnited States was founded. A brief
summary of Schlesinger. Ravitch. and D'Siniza's specific kleas on these general
-issues is included here as representative of the t pe of arguments (onservative
criti( s offer against teaching cultural diversity and multkultural education.

.
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The type of language Schlesinger (1992) used in The Disuniting qf
America to express his views on multicultural education is as revealing as the
substance of its messages. Schlesinger repeatedly used phrases like "cult of
ethnicity," "new ethnic gospel," and "multiethnic dogma" to refer to the
increasing levels of ethnic group identity, association, activism, and demand
for multicultural education. He conceded that "the eruption of ethnicity" has
hacl some positive consequences. such as helping Americans realize that they
are citizens of a shrinking world and that there is a need to learn much more
about other races, cultures, and countries. But he pointed out that when
carried to extremes, emphases on differences can have serious negative
effects. Schlesinger identified some of these as rejecting the vision of unifying
individuals from all national oilgins into a single nation and culture, decreasing interest in integration and assimilation, and increasing levels of segregation
and separatism among ethnic and racial groups. He stated that these demands
have already transformed the United States "into a more segregated society
.. imposed ethnocentric, Afrocentric, and bilingual curricula in public
schools .. filled the air with recrimination and rancor and have remarkedly
advanced the fragmentation of American life" (Schlesinger 1992, 130). As a
result, racial prejudices are being nourished, and antagonisms between groups
are flourishing. 1 le also said that cultural diversity is the aspiration of only a
few ethnic individuals because most "American-born members of minority
groups, white or nonwhite . still see themselves primarily as Americans"
(Schlesinger 1992, 19), even though they may selectively cherish their particular cultural heritage.
Ravitch (199(t) agreed with Schlesinger's contentions that advocating
cultural diversity is a threat to national unity and cohesion. She called the
demands by groups of color for the inclusion of their histories, cultures, and
contributions in school curricula "ethnic particularism." She described it as an:
.

.

.

.

miabashedlyfiliopietistic' notion which teaches children
that their identity is determitwil then"cultural genes.'
Mai something in their blood or race inemmy or (lwir
cultural DNA determines u'ha HAT are and what they mar
achieve That they musl immem, themselves 1mm their

walive culture ill order lo widerskimul sithiecl mailer lbw
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is knight in school. Mat the culture they live in is not their
waltz, culum,. Mat American culture is Eurocentric

and therefore hostile to anyone whose ancestors are not European (Ravitch
1990, 46-17). In her estimation these demands deny the fact that ethnics of
color are a part of mainstream U.S. society, and they may actually damage the
self-esteem of racial minority children and intensify their sense of
marginalization in the national culture.
D'Souza (1991) presented his criticisms of multicultural education in
!Wheat! Education. They evolved out of his assessment of college-level ethnic
minority and women studies. D'Souza described these programs as "bullying
pedagogy" and "tyranny of the minority.- creating a "rmmolithic ideological
focus that places minority sentiments on a pedestal while putting majority
ones on trial" (1991, 214-15). Ile questioned the intellectual rigor of these
pn)grams and suggested that they are more "etlmic and female cheerleading"
than scholarly investigations. hie supported the contention of other critics that
the study of cultural differences is divisive and is intended tO destroy the
EunTean-based heritages of the United States.
At the other end of the spectrum of opposition to multicultural education
are leftist critics. Referred to in the professional literature as "the radical
critique." these oppments have been much more vocal in England. Canada,
and Australia than in the United States. Among the leading spokespersons are
Brian Bullivant (198-1: 1986) from Australia, Mike Cole (1992) and Chris
Mullar0 1981) from England, and Cameam McCarthy (1988) from the lInited
States. They believe imilticultural education does not deal aggressively emmigh
with race, class, and gender oppression, political and economi( inequities, and
the institutional structures of society. Instead, it places too much emphasis on
cultural studies. race relations, insignificant cultural artifacts (such as folk
heroes, festivals, fmds. holidays, and traditional practices), isolated historical
events, and improving .self-concepts. Radical critics decry as simplistic and
e the assumption that teaching chiklren of color abut it their cultural
hentage will improve their academic achievement and ultimately lead to better
emplm ment. To them these emphases are "trivial pursuits" that ignore the
mole impodant issues of power, poverty, an(l racism in education and their
peiasive negative influences for ethnic minorities. McCarthy (1988, 269)
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added that "by focusing on sensitivity training and on individual differences,
multicultural proponents typically skirt the very problem which multicultural
education seeks to address: WHITE RACISM." Multicultural education creates a
Convenient smokescreen or illusion of change that allows the dominant society
to continue to deny minority groups the political power and economic resources needed to improve the quality of their lives. It placates ethnic minorities and lulls them into the false belief that cross-cultural understanding will
lead to more social equity (Bullivant 1984; 1986: Cole 1992; McCarthy 1988).
Therefore, a more appropriate programmatic goal and focus for schools is
antiracist education. All curriculum content, learning experiences, and instructional strategies should emphasize liberation for oppressed groups, social
action for social justice, redistribution of political and economic power, and
developing skills for combating the insidious ways in which racism is practiced, maintained, and reproduced (Cole 1992; Leicester 1992; Troyna 1987).
John Ogbu's (1992) criticisms of multicultural education represent a
moderate position in comparison with those of the conservative right and the
radical left. An anthropologist who studies the relationship between education,
ethnicity, and social class, Ogbu is known for his distinctions between voluntary and involuntary minorities. His critiques attend more to pedagogical or
instructional issues than those of many other critics. In two recent articles.
Ogbu (1991; 1992) expressed strong reservations about the academic potential
of multicultural education. He doubted whether it would bring about any
appreciable changes in the academic performance of those involuntary racial
minority groups, such as African-Americans, Latinos, and Native Americans,
who traditionally have perfOrmed poorly in schools. His reasons for taking this
position included that multicultural education: (1) tends to ignore the responsibility of ethnic minority students for their own learning; (2) is rarely based on
thorough studies of minority groups within their own cultural communities; (3)
does not distinguish clearly between minority groups who achieve academic
success and those who do not; and (4) is not sufficiently informed about how
the home cultures and languages of racial minorities affect their learning
efforts and otitc(inies.
A tOurth group of educators who arc not unequivocal supporters of
multicultural education might he called the "undeckled." They are more
skeptical than critical. These individuals are not so much philosophically

rt,

#419-AW

Chapter 2

opposed to multicultural education as they are genuinely puzzled about how
to implement it in the classroom. They may recognize that the education
system is failing to meet the needs of some ethnically and culturally different
students and that an undercurrent of racial hostility prevails among students.
but they do not know what to do about these problems. This was the situation
at a middle school in Bellevue. Washington. which appealed to me for help.
The principal explained that the ethnic diversity in the student population had
changed radically in the last two years. Nlost members of the teaching staff,
which was 99 percent European-American, were encountering for the first
time in many years c)f professional experience African-American, Latino.
Korean-American, Filipino-American, Cambmhan-American. VietnameseAmerican. and Laotian-American students. The students exhibited attitudes and
behavi,irs that the teachers did not understand and that they often perceived
as negative and hostile. Some teachers actually feared the students.
The teachers were genuine in their appeal for help, yet they were
reluctant to accept suggestions that the solutions to their problems might he
found in applying multicultural education strategies in their teaching and
interactions with students. Explanations of strategies. such as using culturally
different examples and materials to teach concepts and skills and changing
teaching techniques to match different ethnic learning styles were met with
skepticism. Teachers raised predictable questions about whether these strategies might: lower academic standards: seem unfair and discriminatory: cause
European-American students to resent being left out: and cause students of
color to feel teachers are intruding in their lives. These are common responses
of European-American teachers to multicultural education (Iloward 1993).
Embedded in these reactions are denial. fear, guilt, and even hostility.
Educators with these kinds of reactions and concerns are so confused.
uncertain. ovemhelmed, or overburdened that they hardly know what to do.
They often take the course of least resistance, which is to do nothing different
rom what they hae always done. They reason that students are all alike
because they are human beings: therelme. all of them should he treated the
same. Or, they hecome susceptihle to the persuasions of the conservative
critics who see multk.tiltural education as a threat to high-quality education

and unit\ ill mir miciet
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Advocate Perspectives

Many. but by no means all, of the natkmally recognized proponents of
multicultural education are scholars and educators of color. Their counterparts
in England. Australia, and Canada frequently align themselves with the
antiracist education Movement. Unlike the critics whose arguments hinge
primarily on social issues, the adv(,cates tend to focus their explanations in
support of cultural pluralism and its potential for improving tcaching and
learning. Social benefits are important, too. hut not the primary goal.
Proponents of multicultural education claim that it is. at its most fundamental level.. simply an attempt to bring education closely in line with a basic
characteristic of the human condition and our society: cultural, racial, ethnic,
and social diversity exists! The national unity proclaimed in statements like
"one nation indivisible, with liherty and justice for all" and epluribus unum is
still inure of a vision than a reality. As Barber (1992) explained, diversity is, at
once, a pil)minent virtue, a source of pride, a brave boast, a trembling reality,
and an unsettling problem that complicates and muddles what it means
culturally to be an American and a citizen of the United States. Banks (1993,
231 added that while the United States may be one nation politically, socially it
is deeply divided along racial. ethnic, class, and gender lines: "Multicultural
educatk)n is designed to help unify a deeply divided nation rather than to
divide a highly cohesive one." It supports the national ideal of e pluribus
unum but demands that the standard of umun be changed from the current
Eurocentric dominance to a composite or confluence of ethnic and cultural
pluralism. This new standard few creating national unity out of diversity is what
Asante (.1991-92) envisioned as -pluralism without hierarchy."
Asante's (1991: 1991-92) nonhierarchical. equal-status approach to
education challenges the notion that hecause European-based culture is the
Majority uric in the rnited States, it is inherently superior and universally
correct and should he imposed upon other groups. Multicultural education
celebrates the rich tapestry of all the peoples. cultures, and traditions that
comprise the l'nited States by studying the heritages and contributions of
people of color, the poor, and females along with those of' EuropeanAmericans, the mkklle class, and males. In this regard, multicultural educatkm
works to "close the gap between the Vestern democratic ideals of equality
and justice and societal practices that contradict those ideals, such as discrimi-
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nation based on race, gender, and social class" (Banks 1991-92, 32). Virtually
all proponents of multicultural educatkm endorse this approach to the studs' of
ethnic, social, and cultural diversity.
The declaration that there is "no one model American- made more than
20 years ago by the American Association of Colleges for Teacher Education
(AACTE) (19'3) is a ceniral theme in multiculturat education and one of the
two major arguments in favor of including information about different ethnic
and cultural groups in school curricula and diversifying instructional strategies
to accommodate a variety of ethnic and cultural learning styles. The other
argument is the indisputable fact that no two human beings are totally identical. According to Butts (1978, PS) the incredibly wide variety of peoples,
cultures, and experiences that comprise humankind are "the essential ingredients of 1-x)th dem()cracy and pers(mal development." Since educati(Mal systems
are integral parts and reflections of the societies in which they exist, and U.S.

society is composed of so much diversity, there is no choice but for its schools
to be culturally pluralistic. Therefore, multicultural education is a viable way
for schools to fulfill their f...,ncf ions of socializing students into the national
culture and providing thew w al) the .'ery best education possible.
Multiculturalists believe that knowing, appreciating. and participating in
different cultures will lead students to agree with Manin Luther King, Jr., that
-Ve are caught in an inescapable netw(wk of mutuality; tied in a single
garment of destiny. Whatever affects one directly, affects all indirectly- (in
Washington 1986, 210). Funhermore, these reciprocal interactions enrich
individuals and society, make life more interesting, stimulating, and exciting;
and provide more solutions to social and personal problems than are possible
ifl monocultural systems (AACTE 1973; Pai 1984).
Multicultural education's goals for schools are not radically different from

those embedded in the ideals of l'.5. democratk values. But, multicultural
education asks that they be reinterpreted within the context of cultural diversity. Multicultural educathm demands that schools "expand their concepts of
political and cultural democnI('y to include large groups of students who have
been Iiistorically denied opportunities to fully realize American democratic
values and ideals" (Banks 1984. 63). Asante (1991-92) proposed achkwing this
expansion bs "centering- chiklren in their own cultural traditions in order to
nuke the educational process iwire effective for culturally diverse students.
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Asante explained that genuine "centric" education provides to AfricanAmerican, Asian-American, Latino. and Native American children similar kinds

of learning opportunities and experiences that are provided for European-

American children: to know their own cultures, to learn in styles that are
familiar to them. and to attend school in settings that celebrate their heritages.
This is reasonable since "children who are centered in their own cultural
information are better students, more disciplined, and have greater motivation
for schoolwork" (Asante 1991-92, 30). The use of cultural examples from

different ethnic groups in teaching and learning enrich the educational experiences of all students.
Critics are correct when they say that multiculturalists place a heavy
emphasis on cultural understanding within and among racial, ethnic, and
social groups. But, they are wrong in contending that these emphases concen-

trate on cultural trivia and exoticism. Propments of multicultural education
advocate comprehensive analyses of the cultural heritages of diverse ethnic

groups. However, sometimes multicultural practices are not consistent with

theoretical ideals and focus too much attention on obvious and superficial
symbols, artifacts, customs, and traditkms of cultures. Critics often emphasize
this in their opposition.
However, both critics and advocates of multicultural education seem to
forget the lag between educational theory and practice and the difficulties
associated with implementing educational innovations. Implementation
involves: a c(nnplex interplay of teacher beliefs, knowledge, experiences, and
skills: the availability of leadership, curriculum, and resources; the school and
community context: the existence of a supportive infrastructure; and a
plethora of daily demands and constraints of operating classrooms. Often
when philosophical ideals are filtered through these "reality screens," the
results are less than the vision constructed in theory. The situation is complicated further by the fact that educators are frequently placed in situations

where they are expected to implement multicultural education without having
had adequate professional preparation and training.
Multicultural adv(wates believe that the cultural heritages of ethnic
gr<mps in the linited States are not mutually exclusive or irreconcilable.
Rather, they are closely interrelated and enriching of each other. One simple

hut significant indication of this belief is the way that multiculturalists routinely
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identify their variolls constituent groups. They consistently evoke their dual
identities. referring to them as Mexican-Americans. Japanese-Americans.
African-Americans. Chinese-Americans, Italian-Americans, and so on. rather

than as Mexican, Japanese. Chinese. African. and Italian. This is revealing

testimony to their commitment to cultuml dualismto pluribus and unum, to
unity and diversity, to differences and similarities among and within ethnic
and cultural groups. It personifies the belief of multiculturalists that the
cultural heritages and experiences of different ethnic and social groups

legitimate and valid, and that they enhance rather than diminish individuals
and scwietv.

explained further that these -cultural pluralists envision an
Sigel (1991,
organic relatkmship in which the individual freely partakes ur his or her own
distinctive heritage, hut also becomes an integral pan of the history and
experience of the cc/111111(m culture... The position statement of the Association

tOr Supervision and Curriculum Development Multicultural Education Commis-

sion included a similar argument. explaining that multicultural education:
reco,(411i2eS the right (il.dillerent CI IllttreS tee eXiSt, as

Separate and &Stine/ entities. and acknowledges their

contribution to the societal entity. It erolresfrom fundamental understandings the interaction of diveigein
cultures within Ilk, culture of the I nited States (ASCD

I9--,
others. such a Darder (1991). Ranks (198)'t). and Ramirez and Castaneda
(19- 4 ). referred to teaching students skills needed to function in the national

culture and different ethnic cultures simultaneously as helping students
hecome him/tura/. All of these emphases belie the contentions of critics that

multicultural education opposes national identity, loyalty. and culture.
Nhilficultural education rejects the mition that (air cultural standard and
source of knowledge is universal and absolute. Instead, it promotes an ethos
(if c lin( al anal\ sis that subjeos all (anons of linm% ledge to thoughtful and
the M tigh interrogation These orientations embody the features of c ritic al

c.\plained that am

inquir that Kerber 1992) des( nbed
litstici'

.

crsie ue ul

culture. and de\ clopment that c annot withstand sharp interrogation is
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worthless. To question whether the history. culture, and life of the I Inited
States include sufficient and appropriate representations of the contributions of
descendants of Africans. Native Americans. Asians. Pacific Islanders, Latinos.
Jews, and Pakistanis does not mean that those of Europeans will be automatically denigrated or rejected. Nor does it mean that one or some of these
groups will he indiscriminately gl(willed. Rather, all groups c(mtributions
shoukl be carefully scrutinized in order to gain greater knowledge of the
human genius and to present a more balanced and accurate rendition of the
story of the United States (Hilliard 1991-92'.
Advocates also contend that multicultural education is simply "good
educaticm f(Ir students living in an ethnically, culturally, and racially pluralistic
society. On this point Suzuki (19-9. i()) explained that multicultural education
-basically amounts to sound educational practice coupled with a vision for a
better society." It has all of the elements that constitute principles of good
pedagogy. such as relevance. developmental and onitextual appmpriateness,
validity. significance of instructk in, and teaching the whole child. Additionally.
it places these ideas within the context of a wider range of social and individual diversities than do traditkinal educational pnigrams and practices.
Multicultural education visualizes an interactive, reciprocal. and full partnership between components of cultural diversity and principles of good quality
teaching. Out of this relationship emerges an educational environment where
more students are actively and intellectually engaged in the learning process
and are empowered thrtmgh self-knowledge. affirmaticin. and high levels of
academic achievemetit.
As "education for freedom,- multiculturalism works to liberate indivkluals. groups. and society from the shackles of oppression, exploitation, and
ethnocentrism. This is done b developing a moral, ethical, and political
commitment to individual, group. and cultural equality: developing skills
needed to fundion well in multicultural settings: and promoting deniocratic
living within and among culturalk pluralistic groups and communities. Parekh
t Pm.
explained this perspectiNe of multicultural education as:
(Ill /WHIM b) release a child jimn
ket (mil lu
01,11(weillric
c()CiCliCS (111(1

6 :.)

bill! tH

too, (Hui
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thought. It is intended to de-condition the child as much
as possible in order that he can go out into the world as
free from biases and prejudices as possible and able and

willing to evlore its rich diversity. . . Multi-cultural
education is therefore not a departure from, nor incompatible ilia). but a further refinement qf the liberal idea qf
education. It does not cut off a child from his own culture;
rather it enables him to enrich, refine and take a broader
.

view o,/it without losing his routs.in it.

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

he multicultural education principles included here emerged from two
sources: the general education principles identified in Chapter 1 restated to fit
within the framework of cultural pluralism; and the values and beliefs about
the importance of including the cultures, experiences, contributions, and
perspectives of different ethnic, racial, cultural, and social groups in school
programs and practices. Chapters 3 to 5 examine how general education
principles can be -multiculturalized" or modified for a culturally pluralistic
framework. Six examples are presented here to illustrate what the "translations" will look like. They will alert you to the complementary relationships
between general and multicultural education that are devekTed in Chapters 3
to

You might "pretest" your understanding of the discussions to come by
trying some "translatkms" of your own. Space is provided in (Than 2.1 for this
exercise. See if you can create four examples. A review of the ideas discussed
in Chaplet. I may be helpful in completing this task. Below are some questions to ask about your efforts to "multiculturalize" general education principles (p)sitiv(' answers to them mean that your efforts are successful): Do the
ario, 40/1
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Chart 2.1

Multicultural Translation of General Educational Principles
General Education

Multicultural Education

1. Teachers should build upon and expand
the learning potential and style preferences of students.

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

2. Education should facilitate the selfacceptance of students.

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

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

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

4. Education should promote intolerance for
all forms of discrimination and oppression.

Students should be taught an ethic of social
justice for culturally diverse groups and
individuals.

5. Relevant teaching methods and materials
increase learning,

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

6. Education should transmit the cumulative
knowledge of humankind.

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

7.

8.

9.

10.
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translations incorporate culturally pluralistic values? Do they encompass
elements of both general education and multicultural education? Are the
translations inclusive of many different ethnic groups, including EuropeanAmericans and groups of color? Do the translations place general educational
ideas and values into multicultural contexts?
Multicultural education provides a specific context, arena, or point of
reference for general education ideals applied to particular constituent groups.
However, their essential meanings remain the same. To ilkistrate: Multicultural
education may translate the general idea that "students learn more easily from
materials that validate their personal experiences" into "instructional materials
that present positive views of different ethnic and social groups increase the
learning of students who are members of thc,:,,! groups." This content and
context relationship is similar to those that exist between universal and
particular, ideal and reality. abstract and concrete, and theory and practice.
Efforts to translate commonly held beliefs about teaching and learning
into the context of specific groups' cultural orientations, life experiences, and
social conditions are often stymied because many educators either do not
understand or do not see the validity of the multicultural screens. They assume
that when general educational principles are screened through the lens of
cultural diversity, their meaning is destroyed. A case in point is the confusion
surrounding multicultural educators' proposals that culturally sensitive instructional techniques be used to achieve common learning outcomes for ethnically
different students. This appeal is often misunderstood as either discriminating
against or lowering academic standards for Latino, African-American, AsianAmerican. and Native American students. Quite the contrary is true. Students
from diverse backgrounds who have different learning styles require variety in
teaching techniques to master the same academic skills at similar levels of
proficiency. I inderstanding the relationship between general and multicultural
education can help prevent such confusion and can help educators find ways
to improve the quality of education for all students. This need grows in
importance as the population in U.S. schools and society becomes more
ethnically, racially, culturally. socially, and linguistically pluralistic.
In addition to sharing the principles of general education, multicultural
education espouses some unique principles that emerged from a review of its
leading proponents' publications. Most writings on multicultural education are
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pedagogical: they deal with issues and techniques of teaching and learning.
Consequently, they are not easily separated into categories such as educational
psychology, sockilogy. and phikisophy: they tend to incorporate elements of
all of these. The educational principles that emerge from these writings reflect
this synthesis. The multicultural writings reviewed were chosen in the same
way, and for similar purposes, as those about general education. They are
highly selective, and illustrate how leaders in the field conceptualize educational values, content, and processes related to ethnic and cultural diversity.
The review of multicultural education scholarship revealed four categories of values and beliefs about the role of cultural pluralism in l'.S. education:
Cultural background and ethnic identity are critical determinants of
human attitudes, values, and behaviors in all settings. including
teaching and learning.
2. Racial, cultural, and ethnic' biases permeate schools and society, and
thereby minimize individual and social potential.
3. The diversity that characterizes individuals and cultural groups
requires a plurality of instnictiomil pa)grams and strategies. if education is to be most effective for all students.
4. The ethnic identity and cultural backgrounds of students are as
important as their physical. psychological, and intellectual capabilities
in planning and implementing effective educational programs.

1.

'rhe obserations of Pai (1984). Novak (19-c)). Kimball ( [(fli), and Hall
(19-1 illustrate the significance of culture in teaching and learning. Pai
explained that because culture is so much a part of what people say and do,
for educators to ignore. demean. or reject its influence on student behaviors
constitutes an act of psyclail()gical and in(wal violence. To legitimize the
significance of only (me cultural system (as is most often the case in 1".5.
sclamls w hen (mly the Eurocentric mainstream culture is studied and valued)
is to engage in cultural hegemony. Novak and 11311 suggested that culture
determines our thoughts, actions, emotions. and values and creates the
standards of acceptability for all of these. According to Kimball, cultural
perspectives and expetiences pn wide the screens through which human

potential is filtered. interpreted, and made meaningful.
A449 -

Chapter 2

Mason (1960) offered excellent advice to teachers: referring to the critical
role of culture in the educational process, he noted that since society's values,
traditions, and controls influence the personalities of its members, the best
way to understand individuals is to study the societies and cultures in which
they live. Furthermore, culture is a powerful medium through which teaching
and learning are mediated. Educators who understand the cultures of diverse
students are likely to be more successful in teaching them than those who do
not make the effort to understand.
Other educators, such as Shade (1989). Boykin (1986), Ramirez and
Castafieda, (1974). and Darder (1991), suggest that many individuals from
different culturitl, racial, ethnic, and social groups are bi- or even tricultural. If
teachers are to understand the cultures and personalities of these students,
they need to become familiar with their primordial backgrounds. They cannot
assume that African-American. Asian-American. Latino, and Native American
students have no culture other than the one they share with mainstream
socieiy. Social class, nationality, gender, language, and length of residence in
the United States are other key factors that influence how the "raw materialsof culture are applied and expressed in human behavior. Teachers must
understand how all of these affect the personalities and potential of their
students.
Schools have cultures, too, and the educational processes they use are
culturally determined. Students and teachers bring all of their cultural experiences, perspectives, and screens to the classroom with them. Often these
cultures conflict with each other, and learning suffers. This point was explained cogently by Spindler (1987) and his associates: they concluded that the
greater the extent to which there is cultural incompatibility among students,
teachers. metImds, materials, values, and expectations, the more likely the
educational process will be less successful for everyone. ;.:everal researchers.
including Boggs, Watson-Gegeo and McMillen (1985), I3oykin (1982), Cazden,
John. and I lymes (1985), and Greenbaum (1985), found this to be the case
with Native Ilawaiian. Native American. Latino, and African-American students.
These findings suggest that the emphasis multicultural educatkm places on
matching the home cultural styles of diverse students with those of the school
is a viable way to improve the quality of their learning.
Am Aller argument that multiculturalists use as a basis for generating and
5(fe
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justifying principles of education for cultural diversity is the effect of what
Cortes (1991) and Gollnick and Chinn (1990) called the "societal curriculum"
the attitudes, values, and images of culturally different groups portrayed in
popular culture and transmitted to schools. Unfortunately, most of these
continue to be negative and stereotypical. Even though they may be inure
subtle than blatant, nlore benign than malicious. and more incidental than
intentional, the negative consequences are nonetheless devastating. For
example, the image left by prime-time television programs and advertising is
that only Anglo-Americans and African-Americans live in the United States
since they are most often the only groups portrayed. African-Americans who
appear as regulars in programs that are not predominantly Black rarely are
involved in sustailwd and stable family and intimate relationships. The subtle
message is that these do not exist in real life.
A closely related image and frequently used metaphor fOr AfricanAinerican males that appears in popular culture and academic scholarship is
"an endangered species." No other group is referred to by a designation
usually reserved for animals. Descriptions and role functions of Native Americans are translated into negative stereotypic images and used as mascots for
high school, college. and professkmal athletic teams. Thus, sports news tells
about the feats and failures of the Braves. Chick. Indians, Wirriors, and
Redskins. Automobile manufacturers get into the act by giving tribal names to
their products such as the Navaho truck and Cherokee jeep. In other instances, groups of colcir. the p(mr, females. and ()tiler ethnic minorities are not
represented at all. These oversights are especially prominent in those f(mnal
structures of society that have high social and power status such as law.
politics, and business. Cultural, ethnic, and racial diversity are far more evident
in other areas of society that are popular hut of relatively low status with
respect to power and influence in shaping policy (such as the food, fashion,
entenainment, sports, and tourism industries).
Schools inirror these trends, and therel)y perpetuate social class, racial.
gender, and cultural inequities in several ways. One is relegating the teaching
of cultural dkersity and multicultural education to special events. celehrations
and ceremonies. and to V hat sonic people consider low-status, -low capital
value- suhject ilreaS, such as social studies, literature, humanities, and the fine
arts. Another is the overrepresentation of African-Americans, Lath-1(os, Native
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Americans. and poor students in low-level curriculum tracks (i.e.. general
education as opposed to college prep or office and secretarial preparation
instead of business management), low-status courses (general math versus
algebra or calculus). vocational education, and special education. A third
discriminatory practice is the continued use of standardized test scores to
assign students to gifted. talented. and Advanced Placement (AP) courses
despite evidence gathered over a long period of time that shows most groups
of color and students of lower socioeconomic status score significantly lower
than their Anglo and middle-class counterparts. The only deviation from this
pattern occurs with Japanese-. Chinese-, and Korean-Americans whose test
scores are comparable to European-Amelicans in most academic areas tested.
flowever, they do not score as well on tests measuring social, communicative,
and interpers( nal relations.
Practices like these create an academic caste system in which Latinos.
African-Americans. Native Americans. and females are repeatedly disadvantaged. and European-Americans (especially males) are consistently
advantaged. They violate principles of equality and justice in the rules. structures. and procedures of schooling that regulate the quality and distribution of
learning opportunities. These practices are analogous to the employment of
disproporticmate numbers of individuals of col()r and poverty in minimum
wage. entry level, and unskilled jobs in society.
Imani Perr\ (1988). a fifteen-year-old African-American student, reflecting
on her experiences in public and private schools, ofIered poignant personal
observations about the kind of academic discrimination experienced in
schools even by achieving students of color. She described transferring from
an upper-class private sch()01, where she was one of the few minority students, into upper-level classes in a multiracial school where she continued to
be -one of the very few.- In the public sclutol, she observed and experienced
a kind of teaching that emphasized fcirm, formulas, facts. and Ivhavkor instead
of learning significant knowledge. exploring ideas, thinking critically and
analyticall\ and being creative. Well-behaved meant -always taking the
tea( het's word :IS absolute truth and ne\er questioning the teacher's authority.
his definition of well-kelwed is (ilf cuursc culturally based and can be in
opposition to cultures of Black and !hispanic students- ( Perry 1988, 33C 1. Perry
on( In ded that this neglect of intellectual development. based on teachers'

-
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assumptions that students of color are less intelligent, fails to establish culturally sensitive relationships between students and teachers, and trains students
w low-powered and menial jobs.
These practices were especially prevalent with African-American. Latino,
and Native American students who retained strong ethnic identities and
cultural characteristics. Several authors have written detailed descriptions of
various aspects of groups cultures that conflict with the normative values.
rules, and structures of schools, which Gay (1991) summarized.
The higher incidence of disciplinary referrals for Latinos and AfricanAmericans means that they are removed from the instructional process more
often than other students. School rules enforced more rigorously for certain
students aggravate racial tensions and hostilities and raise questions about
racial inequities. One such case occurred in a high school in Anchorage.
Alaska. While visiting this school. I learned that the African-American students
(mostly male) were irate about being punished for -hanging on the wall.They could not understand why the principal established a rule that prohibited
students fmm congregating in a particular hallway before and after school.
According to them, they were not rowdy. loud, or causing any trouble. This
was just a place to gather and visit with friends. The students felt the rule was
Nnicularlv unfair to African-Americans, since the school had established for
other ethnic groups (such as the Nati\ e Alaskans an(1 Latinos) a place and
time to meet. No similar provisions were made for African-Americans, so they
began "hanging on the wall.The frequent and peRasive occurrence of these kinds of academic and
disciplinary discriminatory practices in schools provide multiculturalists with
persuasive reasons !Or the principles they oiler. Suggestkms for promoting
cultural , quity, ensuring equal access to high-status knowledge tOr all students, teaching students to become sowial change agents, and de\ eloping an
ethic of human dignit and social justice come directly from these "societal
and symbolic curricula.- All students, not just those \\ ho are poor and from
groups of color, are victimized b ethnic and soc ial class bias in curriculum
inntent, b the failure tn learn skills lnr crnss-cultural interactions, and by nnt
umlerstanding 11(m the Ii e-. ni ethnic indi\ kluals and groups in the I 'nited
..,t.ites Are k
I'llerelniv, multicultural educatinn should be
of all schnnls (Suzuki 1981). Furtherinlused thrimght >tit the llitirc
i=53
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more, eliminating discrimination and providing for e(luity in the educational
pn)cess require comprehensive and complex efforts throughout the infrastructure of the schooling system (Banks and Banks 1993). This is why proponents
o multicultural education believe that systemic institutional change is necessary to ensure the full participation of culturally diverse groups is fundamental
to the effective implementation of multicultural education and reform Of
society.
From these values and beliefs emerge several principles of multicultural
education that reinforce and extend the ones shared with general education.
They are gmunded in the concepts of cultural equality, cultural compatibility.
education as a cultural process, and reciprocity between cultural equity and
educational excellence. These principles are summarized in "Fable 2.1 below.

ln the remaining ch,ipters they are integrated with discussions of the relationship I.)etw een general and multicultural educatk)n.
Table 2.1
Specific Principles of Multicultural Education
Multicultural education is appropriate for all students, subjects, grades, and school
settings.

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

The close interactive relationship between culture, ethnicity. and learning validates the

need for multicultural education.
Multicultural education is a valuable and valid tool for achieving educational access,
equity, relevance and excellence for culturally different students.
Teaching culturally different students is more effective when it is culturally
contextualized.

Education should promote cultural diversity in the United States without hierarchy.
imperialism, or hegemony.
Understanding and accepting cultural diversity are fundamental to building social and
political unity among diverse racial, ethnic, and social groups.
Educational equity and excellence are reciprocally related; the achievement of one is a

condition of the other.
Multicultural education empowers individuals and groups for personal liberation and
social transformation.
Cultural diversity should be infused throughout all aspects of the educational process.
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Reflections and Applications

The arguments for and against mu'.icultural education presented in this
chapter are selective and illustrative. Many other individuals and pers:--tctives
on each :,ide of the debate could be included. However, those mentioned
represent the major dimensions of the debate about the relationship between
the visions of multicultural and general education. The y. deal with three key
issuesestablishing the primary goals of education, promoting social cohesion
and national unity, and determining the most effective methods of teaching
and learning. The critics tend to focus on the social consequences of
multicultural education. They contend that the emphasis it places on differences among ethnic, social, and cultural groups creates obstacles to mcial
harmony, national unity, and promotion of the COMMOn good across groups.
Beyond responding to the claims of critics, proponents of multicultural
education concentrate on its pedagogical potential. They believe it can make
the educatkinal piocess more relevant and effective academically, socially. and
psychologically for all studentsEuropean-Americans and groups of color:
immigrants and citizens: females and males: poor and middle class: urban,
rural, and suburban: elementary. secondary, and college. Multicultural educatk Hi is also essential if schools are to fulfill their basic function of socializing
students for the society in which they live.
Advocates of multicultural education view it as a means of helping the
cdticaticalal pnwess reflect social realities. enriching the ccnumon natkmal
culture, and ensuring that all students have the right to freedom, justice,
dignity, and unrestrkted participation in all dimensions of the educational
process. It is also a means of promoting cultural equality. equity. and excellence in scluiol pn)grams and practices. Therefiire, proponents of multicultural
education view it as a restatement. translation, or applicatkm of the denkicratic
principles to which our society and schools are committed within the CollteX1
elbtliC and cultural pluralism.
Two underlying premises of this hook are worth mentkming here since
jjk. serve as a conceptual bridw between the first two chapters and the last
three. First. knowledge is enlightening and empowering. Educators can make
better choices and decisions about multicultural education practices in classrt Rims when they have a thorough understanding of the fiekl. Knowledge
about the y arious philosophical arguments in the debate over multicultural
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education helps teachers better understand why certain strategies are suggested and by whom. It is a good guide for helping educators maneuver
through the maze of suggestions offered about why multicultural education is
important and how it should be implemented, and finding those that are
c(impatible with their own needs, values, beliefs, goals, skills, and teaching
contexts.

The second underlying premise is that demonstrating how general and
multicultural education principles are closely related can create a "connecting
bridge- across the schism between advocates and critics, theory and practice,
ideals and realities. The debate over multicultural education is fueled by basic
differences irt value priorities of the critics and advocates and tensions between fiirces for change and maintaining the status quo. However, some of
the disagreement is due to miscommunication on both sides and the tendency
of critics to assume that the philosophy and beliefs of the advocate scholars
are synonymous with classroom practices. It is important for all educators to
remember that while values, beliefs, and ideals have a significant influence on
practice. theory and practice are never identical. The ideas presented in this
chapter about the debate over the nature. purposes. functions, and benefits of
multicultural education should help educators avoid these pitFalls in future
discussions about multicultural principles and practices, and thereby improve
the quality of both.
Six suggestions are offered here to extend and further clarify your
understanding of the ideas discussed in this chapter.
1. Now that you have had a chance to read sonle of the major arguments
for and against in icultural educatkm, w rite a reflective essay on the controversial debate sun unding multicultural education. Address such questions as:
What di> von feel are the most sensitive points of contention of' each side of
the dehate ( in your ( wn words)? How do these points of view compare with
your ()wn? With w Inch of the critics or advocates mentioned in the chapter do
feel a personal affinity or strong sense of shared vision? !)o you think that
there can ever be a meeting of the minds between the advocates and critics of
multicultural education? I low might this be achieved and to what benefit? After
voi, \ k. identified the person in the debate with whom you have a strong
affinity, you may v ant to read the complete text of some of his or her writings
to furthei clarify your personal position on multicultural education.
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2. Eind examples of the conflicting arguments about multicultural

education. Working in conjunction with members of your instnictional department. teaching team, a study group. or other interested colleagues, examine
your school's fOrmal and informal curricula, social clinlate. and interpersonal

relations to see if you can locate illustrations of some of the specific points
made by the critics and the advocates. For example, is there any indication of
hostility among students from different racial groups. or has the resistance of
teachers increased or decreased as a result of introducing multicultural educa-

tion in your school? If you find (2\ idence of increased hostility, develop a
position statement explaining why this occurred, selecting from the arguments
presented in this chapter. Include some suggestions for how this hostility can
he alleviated. If you find decreased hostility, ask students, teachers, and
administrators what accounted for this. Compare their responses and catego-

rize them accorchng to the different explanations about the benefits of

multicultural clucation that are ()tiered by its proponents. If your search
reveals that arrently there are no multicultural education practices being
implemented. develop a list of recommendations for your school to undertake.
These should reflect your own personal beliefs or those implied by the
advocacy arguments presented in this chapter. They might include suggestions

I

curriculum changes. instructional strategies. media materials, a selected list

of readings on multicultural education for the professional staff, or examples
of visual images that convey multicultural educatkm
3. Conduct an informal survey of your colleagues. Ask them to share

then opinions about the meaning, p()tential pr()blems. and l)enefits of
multicultural education. GR alp these into categories according to the kinds of
arguments presented in this chapter. For instance, list ideas fOr improving

access to high-quality educational opportunities for students of color and the
benefits of multicultural education fOr European-American students. Compare
1, 0111 survey results with the arguments presented in this chapter. I 'se the

Comments collected in our survey to determine which perspectives on
multicultural education are most prominent among your colleagues. Then.
w lac' an Institutional position statemept" on multicultural education lOr your
school. using c(minients you selected Ismi the survey. This stat,ment may

itk lie multicultural educatk)n principles or advocate them.
4. If you still have questions about the arguments fOr and against
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multiculwral education, consider reading some primary sources on the issue.
The works by Schlesinger (1992) and Ravitch (1090). cited in the reference list
on page 61, present critical viewpoints. Two useful references for the advocacy position are Banks (1993) and Suzuki (1984).
5. Analyze a muhicultural education program that has been in the center
of the debate about issues of educational quality. Two possibilities are the
New York State Department of Education's 1989 Curriculum of Inclusion and
the 1987 Califmnia Ilistory-Social Science Framework. Examine one of these
carefully, or compare the two to identitY ideas that might be highly contentious. t'se the discussion in this chapter as a point of reference to e-rplain why

and how these pans of the proposal can be attacked by critics and, simultaneously, applauded by proponents of multicultural education. You might also
compare your analyses with some of those that have been conducted by other
educators. To obtain a copy of the Curriculum of Inclusion write to:
Office of the Commissioner
Room 115 Education Building
New York State Education Department
Albany, NY 12234

The California I listory-Social Science Framework can be obtained from:
California State Department of Education
Bureau of Publications Sales
P. 0. Box 271
Sacramento. CA 95802-027'1

6. Work with your students or colleagues to conduct a "content analysis"
of a popular newsmagazine's treatment of the increasing diversity of 1.1.s.
society and schools over a specified period of time, perhaps three or five
)ears. Select articles in which diversity was highlighted, from two or three
issues of the magazine in each year of your selected time frame. When
analyzing the content of the articles, ask questions such as:
What fitctual aspects of ethnic and cultural diversity were emphasized?
What were the major themes or messages of the article?
What was the overall tone of the article (e.g.. advc)cacy, critique.
o2lebration, anxioy. etc.)?
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Were there any shifts in the tone and emphases of the coverage across
the years of analysis?

How do the;:e articles contradict, validate, complement, and. or illustrate the issues, ideas. and arguments presented in this chapter?

What are the implications for educational and social action relative to
cultural diversity?
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Chapter 3

Principles of Ruffin Growth and Development
We become more enlightened about the nature of the person with his [or her] unpredictable and predictable qualities when we view him [or her] from many perspectives.

jogit

(Roderick 1977, 203)
7;1111111P

No matter what a person's social status, material wealth, or trappings of success, if
that person remains frustrated by questions of selfhood, how meaningful is his or her
life?

kit

.sair

(Hedges and Martinello 1977, 230)

Meeting the individual needs of students is of paramount importance to
virtually all teachers. although the reasons given for its significance vary
widely. Some explanations emphasize personal aspects of development; others
focus on the social. John Dewey, well known for his support of child-centered
education, wrote eloquently in the early 1900s about the central role of
students in educational decision making. Many teachers are still influenced by
his ideas. In Me Child and the curriculum (1902). he declared that the child is
the beginning, center, and end reference for all decisions. Whether from the
perspective of individual needs or as members of groups, the growth and
development patterns of children shoukl furnish the baseline standard and et
the visionary ideal for all that is done in the name of education.
Teachers have many ways of expressing their commitment to the human
development of students, especially when the issue is raised in relation to
cultural diversity and multicultural education. Many declare, "When I look at
my students. I see no differences. I treat them all die same." Almost simultaneously, they proclaim. "Every chikl is an individual human being and slumld
be treated accordingly." Implicit in these statements is the tendency to equate
social, racial, and cultural differences with inferiority and discrimination.
Saying "I see no differences" is a way of declaring innocence of bias and
prejudice. Multicultural education contends that the individuality and humanity
of students cannot he genuinely addressed without accepting their diverse
ethnic identities and cultural experiences. Race, class, ethnicity, culture, and
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gender are important components of humanity, and they should not be
ign( ired or neglected in the educational devek)pment of individuals in our
society.

Three other major assumptions underlie the principles of human development discussed in this chapter. First, heredity alone does not determine
human potential and learning. It contributes the raw materials but does not
guarantee their realization (Loree 1970). Second, "an individual becomes the

kind of person he or she is as a result of continuing and continuous interaction between a growing. changing biological organism and its physical,
psychological. and social environment- (Conger and Petersen 1984, 32). That
is. culture and socialization are required to convert human potential into
reality. he third assumption is the concept of antecedent-consequent relationships. It holds that "the effects of events occurring at any one stage of development depend on and proceed from the developmental events that preceded
them and will, in turn, influence the individual's responses to future events(Conger and Petersen 1984, 33). These assumptions have profound implications for providing effective education to all students, including developmental
compatibility. c(nnprehensiveness in curriculum and instruction, diversity of
instructional methods and materials, and early and cumulative school success.
The human development concepts most frequently invoked in educational theory are continuity, sequence, and progression: critical tasks and
periods in development: motivation: individual diversity and human universality: cumulative effects of experience: and maximizing personal potential.
Multicultural education adds the dimenskm of cultural context to these. It
contends that these principles cannot be fully understood or translated into
practice lOr culturally different students unless they are interpreted through the
screens of their diverse ethnic identities, cultural orientations. and background
experiences.
'Ibis chapter attempts to place the general principles of human growth
and development identified in Chapter I (see Table 1.1 on nage 19) into the
contexts of ethnic diversity and multicultural education. Principles of human

growth and development and their implicatkins for educatkm are highly
interrelated, rather than discrete and mutually em.lusk e. This is also true for
principles of citizenship and micialization. and pedaw)gy (see Chapters and
if. Theref ore. no attempt is made to discuss separately each of the principles
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identified in Chapter 1. Such an attempt would be redundant. Instead, this
chapter is organized according to the four major themes represented by the
specific principles listed in Chapter 1. (The same technique is also used for
organizing Chapters 4 and 5.) The four themes are holistic growth, universal
psychological needs ancl developnwntal tasks. identity development, and
individuality and universality. Each of these sections begins with abbreviated
statements of the general education principlesand their multicultural transla-

tionsrelated to each theme.
Before reading further, complete the Ik)llowing activity. It will help
establish a practical baseline or point of reference for the ideas discussed in
this chapter about principles of human development and their implications for
classroom practice. Develop an -Inventory of Personal Development Techniques... Acquire ideas for this inventory by consulting 's.our colleagues, or
observing in classrooms, or thinking hack to ).oui- experiences as a student, in
order to identify different techniques teachers use to acknowledge and
facilitate the individual development of students. These might include use of
student assistants, personal counseling in the classroom, recognizing special
talents, or having peer tutors. Keep your inventory close at hand as vou read
this chapter. and think about how it could he modified or extended.
Holistic Growth
General Prindples:

Human growth is
multidimensional and holistic.
Human growth is sequential.

Ethnic and cubs:21120in are key

Human growth varies in rate.

Rate of growth is affected by
cultural conditions.

aspects of human development.
SeqUence o( growth IS influenced by
cultural environments.

Teacfiers use their knowledge of developmental psychology to plan the
,,c< ipe. sequence and pacing of their instruction. 17(w example. we kmiw that
all individuals go through the same stages of intellectual, social. emoticinal,
physical, and moral development. The patterns within this normal pftwess of
human growth and development are continuous and comprehensive among
and within individuals. This means that all individuals experience similar
stages and sequences of gnm th: that the entire organism is involved in the
BEST COPY AVAILABLE
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developmental process; and that what happens at one stage of growth is a
foundation for subsequent stages. For example, understanding concrete ideas
is a prerequisite to abstract thinking in intellectual development. How children
are socialized culturally affects how they perform intellectually. Physical
changes cause emotional and social changes and are, in turn, affected by
them. The advent of puberty is accompanied by anatomical changes and
ethnic identity changes. and both influence the other. Abraham Maslow (1954)
described these patterns of changes as being circular, interrelated, consistent,
holistic, and internally stable.
Ilowever. rates of change and their specific details are not uniform or
identical across individuals and groups. Not everyone experiences or expresses the stages of development in the same way or at the same pace. Some
of this variability results from biological factors, but much of it is sociological
and cultural. Simpson (1977, 188) summarized this idea: "While sharing our
humanity. we differ from members of other groups around the world and
through time because the groups within which we interact, while fulfilling
much the same human needs, differ in values and in action.- Maslow (1951)
lent additional suppcwt to the importance of cultural influences on human
developmental patterns. According to his research, the relationships between
culture and personality are too complex and too profound to be treated
lightly. I low the main goals of life are achieved, how self-esteem is expressed.
how status n)les are determined, and what are the appropriate levels of
security, sociality, and activity for individuals are largely, although not totally.
culturally determined. These concepts contribute to multiculturalists beliefs
that understanoing cultural differences is fundamental to appreciating individuality and humanity, and that race, ethnicity, culture, and social class are all
major factors in the human devekipment of individuals and deserve a place of
significance in educational decision making.
Both general educators and multiculturalists agree that four sets of
factorsintellectual. physical. moral. and midoemotionalneed to he examined in concert with each other in order to better understand the attitudes,
values, and behaviors of individuals and to design correspcmding developmentally appropriate educational programs. Thk is especially important for
ethnically difierent students because their cultural backgrounds and experiences ackl am Alter layer to general developmental characteristics. Teachers

W

-

Principles of Human Growth and Development

need to understand these and learn how to design educational experiences
that are sensitive and responsive to cultural variations in developmental
patterns. Otherwise, the Eurocentric dominance in the educational system
could lead them to try to make children of color into carbon copies of middleclass Whites.
Even though European-American, Arab-American. African-American. and

Vietnamese-American students may be going through puberty at the same time
and may exhibit many of these changes in the same way, some behaviors
have unique expression according to cultural identity. These might be observable in friendship choices, management of conflicts, body adornment, and
kinds of symbols and insignias used as notations of ethnic identity. The value
priorities and related socialization styles of different ethnic and cultural groups
also influence how developmental patterns are shaped. Individuals from
cultural groups that place relatively little emphasis on social interactions may
not be as advanced in this area as their counterparts who come from cultures
where this is a high priority. For exampleAfrican-Americans, whose culture
prizes interpersonal interactions and verbal skills. are far more astute in verbal
communication in social and infcirmal settings than in written communication
in isolated, formal environments. These value priorities can become significant
points of intersection between multicultural and general education at the level
of acting to improve teaching and learning t'or more students.
Another interpretation of holistic human devek)pment is that physical .
social. mental, and enfoti(mal changes occur simultaneously. These changes
are interrelated, hut the resulting symphony they create is not always evenly
balanced or harnumized. Children who are intellectually- precockms are not
necessarily socially and emotic mally mature at comparable levels. Some
inch\ kiwis hay c highly devel()ped computer and technological skills but are
virtually incompetent in interpersonal relationships. Others whose academic
ahilities are barely adequate may he acknowledged social leaders and he
emotionally mature. They may find it extremely difficult to pass any subject
yy Wit mt a struggle vet arc verv charismatic and personable in smial and
interpersonal settings. The realization o. other students' high intellectual
he blocked by feelings of rejek tion. ambivalence. shame. or
potential
e ass( iciated YY ith their ethnic and racial identity.
Fordliam and ( )ghti 1986I illustrated In m intellectual and st
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opment may he out of balance. Their study examined the attitudes of high
school African-Americans in Washington. D.C.. with respect to academic
success. Although intellectually capable, the students did not perform well in
school or disguised their academic success with illusions of failure. The
authors concluded that these hehavkns occurred because the AfricanAmerican students who participated in the study tended to define academic
success as a European-American prerogative; the students did not want to he
accused by their ethnic peers of -acting White-: and they began to doubt their
own intellectual ability after educators repeatedly refu ed to acknowledge or
celebrate it. This is an example of how a certain kind of social and emotional
developmentemerging ethnic consciousness and a particular kind of related
socially adaptive behavkninterfered with intellectual development. It is also
an illustration of how the individual potential of culturally different students
can become distorted or aborted when their ethnic identities and cultural
heritages are not a valued part of school programs and practices. If the
students in the Fordham and Ogbu ( l9)(6) study had thought their ethnicity
was an acceptable pan of their humanity to be developed in school along
with their intellect. they wt Add not have felt that one had to be sacrificed for
the ()then This possibility suggests that the students attitudes and actions were
run entirely wrong or irrational and contradicts Ogbu's (1992) interpretation
that cultural identity is detrimental to nuflivation,aspiration. and achievement.
From a multicultural education viewpoint, as long as the educational process
ignores ethnic and cultural diversity or creates situations w here some students
feel that they must sacrifice their ethnicity in order to receive an education, we
cannot say with any confidence that ommlete human development Of AfricanAmericans. other groups of color, limited English speakers, or children of
erty is occurring.
Another example of education failing to facilitate the comprehensive
de\ elopment of students frequently occurs ith Asian-American students,
especially those from Japanese. Chinese. and Korean ancestry. Students from
these go Alps are often called the "nuidel minority- because high percentages
of them perlOrm w ell on punk ms (mathematics an(1 analysis) of standardized
tests (National Center for Ftlucatit ui ',tau tics 1993 t, These results fail to
ackn)w kdge that man% of the same students lia e poor Interpersonal skills
and k physit al and ethnic identit\ self-dont epts.
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Multicultural education argues that no individual can he declared "successful- or any group held up as a genuine "model of achievement- until (Ill
dimensions of human growth and developmentthe intellectual, emotional,
social, aesthetic, ethical, moral, and physicalhave reached equally high
levels of accomplishment. This is one of the main reasons why adv6cates of
multicultural educati()n are s( adamant that school policies. pa)grams. and
practices include both cultural diversity and academic excellence for students
from all ethnic groups, social classes, and cultural backgrounds.
That individual capacity varies within each of the different domains
(intellectual. siwial. moral. emotional, ethnic) of dev:!I()pment is amther
fundamental that teachers accept as a guiding principle for classroom instruction. Students arc not equally capable in all subjects taught or even in all
aspects of a particular subject. Some may pass Spanish and set the achievement curve in calculus and history but demonstrate only mediocre performance in music. Others may find the skills necessary for reading short stories,

drama, and narrative writing very easy to master but be challenged by technical w riting, poetry, and grammar. Some students may find certain periods in
history totally captivating and intellectually engaging. and other eras completely perplexing. Some students may be highly articulate when writing but
virtually mute when called tIP;on to express themselves orally. )-ouths who are
highly ethnocentric may not see any contradictions between this and accusing
others f 1)eing culturally prejudiced against them. They also may be very
accommodating to members of their own ethnic group but extremely intolerant of -ethnic others.- Holliday l98i) referred to this variability in skills
acoirding to task and setting as having "situational competence.Universal Psychological Needs and Developmental Tasks
General hindplet

Behavior is internally and
externally motivated.
Psychological needs arc
hierarchical.

BEST COPY AVAILABLE

Nth hural Translation
Motivation varies by ethnic and
cultural group, situation, and context.
Psychological-needs _are_satisfied in
culturally specific ways.
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Closely related to the view of human development as a total process
involving the entire organism is the idea that all individuals have certain
psychokTical needs that must bc satisfied in order for them to be healthy and
fully functioning. These psychological needs and the associated developmental
tasks linked % ith critical periods or stages in the life cycle, especially those

Self-Sufficiency

Phrl)tersZies
Other-Dependency

Figure 3.1 Maslow's Hierarchy of Needs
As individuals advance up the scale of psychological needs, they become less other-dependent
and more self -sufficient.
Source: Based on Maslow. A. H. 1954. Mohydnon md Petsonality New York: Harper and Row.
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that coincide with the school years. Psychological needs are usually regarded
as the motivators or energizers of human behavior (Conger and Petersen 1984:
Loree 1970).

Maslow's (1954) Hierarchy of Needs (see Figure 3.1) is one of the
models of psychok)gical needs most familiar to educators; however, it is not
necessarily unique. There are many models that convey a similar message.
These models suggest that psychological needs and tasks are cumulative and
progressive. As such, some are more fundamental or basic than others, and
their satisfaction is a prerequisite to the achievement of more complex, higherorder needs. They usually begin with such basic physical needs as food,
clothing. and shelter and progress to psychoemotkmal needs, such as security,
hektriging, self-concept, acceptance. achievement, and competence. For
Maskm (1954), the highest need and task is self-actualization, which is
sometimes referred to as personal autonomy and realization. As individuals
progress from satisfying physical needs toward self-actualization. they become
iii,Teasingly more human and humane, happy and serene, loyal. friendly, and
conscious of civic responsibility. According to Maslow (1954, 149-50), -people
living at the level of self-actualization are, in fact, found shr 1Itaneously to love
humankind most and to be the most devel()ped idiosyncratically." In this
schema, learning is a very high-order need .md skill (Combs and Snygg 1959;
Nlas low 1954).

Typically. educational programs designed around developmental hierarchies of needs tend to progress from simple to complex, from concrete to
:tbstract. from parts to whole. It is a common pattern observed in most school
pn)grams, both across grades and throughout subjects within grades. It is often
called the -expanding spiral" approach to curriculum design. Its linearapproach to organization is similar to many ottier ways in which mainstream
culture conceptualizes and arranges space. relationships, and experiences.
I b twever, this orientatitm to educational planning and teaching can be problematic for etlmically different students whose cultures do not have the same
j)erceptions of how learning experiences should be sequenced. Some cultures.
such as those of Mexican-Americans, Native I lawaiians, and African-Americans, tend to ;mange space and relationships in a circular fashion and to deal
with complexity and simplicity simultaneously. Thus, young MexicanAmerican chiklren are pwsent and participate in adult functions along with
(-;
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grown-ups, instead of being separated from them. In schools these students

are likely to be more gestali in their approaches to learningthey want to see
the "big picture- first, move sequentially from the whole to the parts, and
combine cognition with emotions.
Multicultural education does not challenge or contradict any of these
claims. It contends that these needs are so closely interwoven with culture and
ethnicity that they cannot be understood outside of their cultural contexts.
Multiculturalists also identify aspects of developmental needs that can cause
major misunderstandings, and others that are particularly appropriate for
culturally pluralistic sensitivities and interpretations. For example. security and
belonging are considered to be prerequisite conditions and major goals to be

accomplished in order to establish the hest climate for learning in pluralistic
classrooms. And, students feel more secure in learning environments where

they see reflections of themselves in instructkmal materialsand where they
are successful. Comsequently, self-concepts of ethnic students should he

developed in tandem with academic and subject matter skills.

By the time many racially, ethnically, culturally, and socially different
children begin their formal education, they already have internalized the
negative values attached to their groups and cultures by racist and ethnocen-

tric forces in nlainstream society. They arrive at school only to discover that

there is little of significance about their groups heritages, cultures, and
contributk ins in the content and climates of learning. Too (Alen the best-case
scenario) is that cultural diversity is absent or invisible; the worst-case scenario
is that it is actively resisted and denieo. Feelings of isolation, alienation, anger,

and helplessness result. Schools do not present caring and supportive climates

conducive to maximum learning fOr all students when their programs and
personnel ignore, distort. or denv2an culturally pluralistic identities, cultures, or
experiences. As students' sense of selfhood is diminished. there is a corre-

sponding decline in feelings of omlpetence and in the frequency and quality
of participation in the instructional pocess.
In addition, students may experience stress and anxiety in the routine
operatioms of classnioms because the expectations and climate are very

different fn)in those of their cultural communities. These mismatches create

feelings of uncertainty, insignificance, frustration. and inoimpetence, which in
turn (an lead to) tensions and anilm)sities between students and teachers. The
Tref
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effort and energy consumed by resolving these conflicts compete with attention needed for academic tasks. Mental energies that might he devoted to
learning tasks are diverted to solving these psychological and emotional
dilemmas. Consequently, engaged time on academic tasks, attention span.
level of intellectual effort, and subsequent academic achievement suffer.
Students in this situation ponder: "If I act ethnic. I am going to get into trouble

with teachers, but if I don't. the other kids from my ethnic group will think I
am a sell-out. What am I to do?" "Why should I try to learn what teachers
want me to when they don't care anything about me?" "Just because Latino or
Vietmunese students hang out together, teachers think they are gang

wannahes and are trying to start trouble, hut they don't say anything to White
kids who do the same thing. Why are they always picking on us?" Or, "Why
does Ow teacher think I shinild know about a bunch of old Latinos just
because I have a Spanish name? Doesn't she realize how embarrassed I get
w hen she starts talking about that stuff?"
Students with these kinds of feelings do not have a strong sense of

security in their ethnic identity, and they are uncertain about how well they
are accepted by teachers. They feel that they are being attacked psychologically, or perceive school as an alien and hostile environment. These dispositions mean that they are not able to concentrate as well as they might on
academic tasks. Conversely, the sense of psychokTical well-being that results

when students feel they are valued and cared about and that they belong
leads to higher levels of personal confidence and competence. more learning
efforts, and greater achievement outcomes. This is the rationale behind the
multicultural idea that teaching culturally diverse content, perspectives, and
experiences is essential to achieving a balanced and high-quality education for
all students.
Whether the effect is positke or negative. teachers are "significant

:Miers" to students. Their attitudes toward cultural differences have a profound
effect tipcm lx)th majcwity and nonmajority students. Teachers' benign neglect
of cultural diversity can lead sonic students to infer that it is of little or no
importanCe. Others may take it as personal rejection. causing them to distrust
teachers or reject all that teachers have to offer instructionally. For students

who do not want to acknowledge and appreciate cultural diversity, teachers
ho avoid or denigrate it in the classroom ;tre truidels (if acceptable behavic)r
C -,*
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to be emulated. Teachers cannot be supportive of the needs and potential of
culturally diverse students without understanding their cultural values and
expressive behaviors. They may misinterpret or fail to reCognize a cry for help
that is transmitted in cultural codes, and therefore ignore or mistreat it. For
instance, some of what educators perceive as "gang wannabe behavior"
among young teens may be nothing more than students trying to satisfy their
psychological need to belong and to affiliate with their ethnic identity. Furthermore, schools' success in maximizing the learning of students from different
ethnic, social, and racial backgrounds directly reflects the extent to which
cultural pluralism is incorporated in all aspects of the educational process. This
is especially true if there is any validity to the arguments that students who
feel comfortable with who they are learn better, and that multicultural education improves self-concept and self-esteem for diverse learners.
Identity Development
General Piciplet

Self-acceptance leads to greater
academic achievement.
Improvement of individual abilities
enhances personal competence of
students.
Identity formation is another major psychological need of individuals that
is paramount to general and multicultural principles of human development. It
has many different dimensions. Among them are uniqueness, self-consistency,
wholeness, continuity, competency, and psychosocial reciprocity (Conger and
Petersen 1984). In other words, identity development is an interactive process
involving individual and group, personal and social factors. For individuals to
be confident and secure in themselves, there needs to be some consistency
between how they see themselves and how significant others in their lives
perceive them.
The IN )in t made earlier that educators are significant others to students is
important here. Educatc ns' influence on the identity and academic achievement of students is well established in research on teacher attitudes and
expectations ((ro,KI and Brophy 1978). Students for whom teachers have high

W
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achievement expectations and personal acceptance tend to do much better in
academic performance. as well as in social adjustment to school rules. Unfortunately, many teachers have negative attitudes toward, and low expectations
fbr, students of color and of poverty. These can be accounted for, in part, by
the fact that there is a growing social gap between students and teachers.
Teachers in the United States are predominantly European-American, middle
class, female, in their mid-40s, highly educated (having master's degrees or the
equivalent), and living in suburbs or small communities bordering large cities.
By comparison, the student population is increasingly composed of children of
color, poor children, immigrants, speakers of languages other than English,
and children wl.,o live in large urban areas (Status of the American School
Teacher 1992: Stout 1993). The absence of shared living experiences and
points of reference is a serious obstacle to successful teaching and learning.
Complicating the situation further is the fact that teacher preparation programs
still do not provide enougn training in multicultural education and ethnic
diversity to build strong cultural bridges between students and teachers. Thus,
too many teachers arrive in classrooms with negative, biased, or confused
attitudes about cultural diversity, and they have expectations of low performance for some groups and high anxiety and low confidence levels about
teaching multicultural education. These factors generate instructional behaviors
that have long-range effects on how African-American. Native American.
Latino, Asian-American, and European-American students perceive themselves,
their personal worth, and their academic competencethat is, their individual
self-concepts, ethnic and cultural identities, and school achievement. Feelings
of superiority among European-American students may he inadvertently
reinforced: Japanese- and Chinese-American students may feel pressure to live
up to the image of themselves as the "model minority- who are never disciplinary problems and always do well academically: and African-Americans
may feel that academic failure is a foregone conclusion regardless of how hard
they try to achieve.
To a large degree, educatr )rs conceptions of perm mal identity as part of
human development, and its place in the educational process, can he traced
back to Erik Erikson (1968). He placed identity formation within the framework of eight major stages of personality development between infancy and
adulthood. These are summarized in Figure 3.2.
C
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Figure 3.2 Erikson's Stages of Personality Development
Identity formation is placed within the framework of eight major stages of personality
development between infai icy and adultnood.
Source:Based on Erikson, E. H. 1968. Identity, youth, and crisis. New York: Norton.

Erikson suggested that "crisis- is endemic to the process of acquiring a

mature and clarified identity, and such an identity is imperative for buikling a
psychologically healthy adult personality. It is a crisis because the individual
has to negotiate and resolve conflicts hetween shifting internal and external
demands. The need to resolve conflicts between an integrated identity and

role diffusion or confusion is present in all age groups, hut it becomes a major
issue during adolescence, when students are in middle school or high school.
It is n()C until then that individuals have developed the prerequisite physical
growth, mental maturation. and social responsihihty needed to pass success-

fully thniugh the crisis of identity. During early adolescence, the entire human
organism gc)es through radical changes. It is hardly surprising, then, that

identity deek)pment among them. or that it has many different aspects or
dimensions. Erikson concluded that the creation of a clarified identit is both
simple and complex. universal and unique, positive and negative. nc)rmative
and deviant. definiti\ e and anthkalent, autonomous and dependent, coherent
and certain. c( mfusing and prohk.matic. lt is also affected by gender, race.
rope
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class. ethnicity. nationality, microculture and macroculture. language, and
conumnity. A mature, clarified, and integrated identity is the foundation in
which several other prized principles and goals of education are anchored.
These include personal liberation, individual empowerment, social consciousness and competence, moral conviction and courage, improved academic
achievement, and self-actualization.
Two of the components of klentity development that are significant to
adolescents are personal ego identity and sex-role identity. Publications on
middle level educatkm and early adolescent development offer myriad descriptions of how the behaviors and values of young adolescents are governed
by their need to he accepted, peer pressures. perceived self-images, vacillatkms between independency and dependency, and often-exaggerated notions
of gender attributes.
As people progress through different stages of ego and gender identity
development, they become increasingly more c(mIpetent in coping with life,
sob ing personal and interpersonal problems. and accepting who they,are.
According to Conger and Petersen (1984, 82). those who achieve a strong
clarified identity are:
.

likely to be more autonomous. less depoulent oil the vieu
(ywhoN. More complex ill their thinking, less constricted.
are
nuire resistant to stivss. and nunr creative. .
also likely to show a greater capacityibr intimacy with
same- and opposite-sex peoN. a more confident sexual
identity. a more positive sdf-onicept. a higher level of
moral reasmiing. and greater cultural sophistication.
hi addition. they tend to he better liked hi. their peeiN.
.

.

.

.

.

c,specially bv those who hatZ' achici.ed a strong SCHSC

identity theinSehrS.

(iiven the'.e positive effects, it is understandable that teacheN of IN ith
general education and multicultural education place heavy emphasis on
helping students devek p a positive self-concept, self -esteem. and self-image.
iln obvious component of
It also explains why the theme. "Who am

curriculum for the K-3 grades. is an issue of utmost importance in all school-
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ing. While the earlier grades explore this question on a personal or primordial
level, other grades examine it on a broader scale. Thus, when students are
studying U.S. history, world cultures, and comparative literatures, the issue of
identity as a member of a group. a nation, a culture, and the world is the
common point of analysis.
Multiculturalists suggest that there is another component of identity that
is equally as important as personal self-concept and gender. Erikson (1968)
identified it in discussions of how his model operates when applied to AfricanAmericans. This factor is ethnicit}. As individuals from different ethnic groups
and cultural backgrounds grapple with universal questions"Who am I?"
"How did I come to be?" and "What might I become?"they cannot avoid
reflecting on what it means to be African-American. European-American,
Asian-American, Latino. or Native American. For students from these groups,
fashioning a positive and clear ethnic identity is often complicated by the fact
that society and schools frequently ignore or demean their ethnic groups and
heritages. There is not a wide variety of easily accessible modelssignificant
ethnic othersto use as yardsticks in constructing their own ethnic identity.
Consequently, the journey toward ethnic self-acceptance can be frustrating,
and even agonizing. Once schools and teachers accept ethnicity and culture as
legitimate elements of psychological and educational development, adults can
intervene appropriately to assist students through the process.
Boykin (1986) suggested that African-Americans experience a "triple
quandary" in constructing their ethnic identity and achieving in school. They
have to negotiate in three realms of' experience simultaneouslythe mainstream culture, their ethnic cultures, and the culture of membership in an
oppressed iznd marginalized minority. Boykin's ideas apply to other ethnic
groups of color as well. Individuals engaged in the resolution of these ksues
pass through developmental stages and sequences that approximate models of
other types of identity formation (Erikson 19(8: Marcia I980) with similar
results. These stages are assigned different labels, but the traits and effects are
basically the same.
Each stage of ethnic identity development has its own distinguishing
characteristics; there are also stylistic differences in making decisions, solving
problems, processing information, and translating values into expressive
behavkws. In other words, there is a strong correspondence between stages of
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ethnic identity and different ways of valuing, being, and behaving. Generally,
the pattern of ethnic identity development begins with feelings of unawareness. denial, or disaffiliation. Individuals either are not conscious of what it
means to be European-American, African-American, Japanese-American, or
Puerto Rican, or they have distorted notions about these ethnic identities.
These distortions may take the form of ethnocentrism ("My ethnic group is
better than everyone else's"): assuming that everyone feels the same way
about their ethnic group: feeling shame and embarrassment about membership in particular groups: and making deliberate efforts to deny one's ethnic
identity.

From here, growth toward ethnic clarification and acceptance progresses
through (1) a questioning stage where different bases for determining ethnic
identity are sought, to (2) trying out new notions of ethnic identity, to
(3) achieving genuine acceptance of ethnicity, based on a thorough understanding of what it means personally, individually, socially, and collectively. As
individuals advance through the stages they become increasingly competent in
areas such as self-acceptance, academics, interpersonal relations, and social
adaptations. These growth patterns have been described in detail by several
researchers whose work focused primarily on groups of color, including
Atkinson. Morten, and Sue (1979). Berzonsky and Sullivan (1992). Cross
( 1991 ). Gay ( 1985; 1987), Phinney (1989: 1992), and Streitmatter (1989). Helms
(1990) and Tatum (1992) modified CR)ss's ethnic identity development model
and applied it to European-American students. They found similar results with
respect to how individuals' attitudes toward and interactions with other ethnic
groups change as their own ethnic self-identity becomes increasingly clarified.
Thus, factors of race and ethnicity are as important to the formation of a
clear and healthy identity as are individual personality traits and sexuality.
Multicultural education is helpful both in understanding these factors and
responding to them by designing instructional programs and fractices. Selfcm mncept. ethnic identity. and a sense or pers(mal competence. all part of the
identity development process, are too important in their own right, as well as
in their effects on academic perfinmance, to be ignored or left to happenstance. This is why multicultural education contends that (1) achieving educational equity and excellence is inextricably interrelated with culturally responsive teaching, and (2) understanding ethnicity and culture is essential to
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maximizing the human development of culturally different students.
Individuality and Universality
General Priaiplet

Individual differences in human
growth and development are normal.
Human dignity must be respected.
There are both similarities and
differences among individuals and
groups.
Individual learning styles and
preferences should be
accommodated.

Specialists in human development agree that the patterns of growth are
the same for everyone, hut that no individual experiences them in exactly the
same way as another. This fact causes educators to emphasize the simultaneous uniqueness and universality of student growth and devekTment.
Similarities in developmental needs and differences in individual abilities give
credence to the idea that education is a personal. as well as a group, process.
In order to implement this, there must he instnwtional atria/Whir within a
unified framework (f human gmwth and development.

Gardner (1993) further explored these concepts in relation to intelligence. Intelligence, which he defined as -the ability to solve pnblems, or to
create pn)ducts. that are valued within one or mc we cultural settings- (Gardner
19)3. x ), is not monolithic, universal, or transcendent of cultural boundaries.
Instead, like other dimensions of human development. it has multiple content.
forms, and expressions that become meaningful within situatimat and
cultural contexts.1 le identified seven "intelligences": linguistic. musical.
logical-mathematical. spatial. hodily-kinesthetic, and intra- and interpersonal
competencies. Filch employs different means of acquiring (w transmitting
information, selecting materials to he mastered, determining ways of learning,
and choosing the particular learning site of (Gardner 19931. Educational
pnigrams and instructional strategies must do likewise if they are to capitalize
on the strengths of students, compensat: for their weaknesses, expand their
intellectual horizons, and help them maximize their human potentiai.

W
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Intelligences shoukl he perceived as interactions between certain inchvidual proclivities on the one hand, and the opportunities and constraints that
characterize particular settings on the other (Gardner 1993). Multicultural
educators add that the criteria used to determine intelligence, and areas of
intelligence dominance, are culturally determined as well. The importance that
mainstream society attaches to linear. ratit )nal. and analytical thinking cultivates logical-mathematical intelligence. This focus tits well with the form
standardized testsused most often to measure both intellectual potential and
performance. Since African-American culture is anchored in relational logic
and oral, musical, and performance traditions, it is not surprising that its
members exhibit high levels of musical, bodily-kinesthetic, and interpersonal
intelligences. Many authors, fm example. Gay and Baber (1987): Heath (1989);
King and Mitchell 1990): Kochman (1982); and Pasteur and Toldson (1982),
have presented detailed and vivid descriptions of these. It should not be too
surprising that these kinds of skills are not highly valued, transferable to
school settings, or assessed by standardized tests, given the dominant value
orientation of schools. Furthermore, how the abilities of some individuals are
expressed behaviorally can differ markedly from those of others who have
similar competencies but are from different ethnic and cultural backgrounds. A

cas in point is the test performance of European-American, Japanese-American, and Chinese-American students. On many of the measures of academic
achievement, such as the National Assessment of Educational Progress (NAEP),
these students have similar overall performance profiles. However specific
differences within these patterns exist. Japanese-American and ChineseAmerican students tend to perform better than European-American students on
mathematics but m)t as well on verbal ahilities NCES 1993: Applebee. Linger.
and Mills 1986).

Another indication that intelligence is contextual is the fact that competence in one setting does not necessarily transfer to other settings. Many
examples are reponed in ethnographic studies that describe the high levels of
competence exhibited hy African-American. Uttino, and Native American
students in various roles within their cultural communities, but not demonstrated in the school CII% ironment. One exampk. is communicative and
interpersonal skills aim mg c ultural and ethnic peers. Students who are very
fluent and adept in expressing their ideas and thoughts outside of school
A.4
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cannot write a coherent paragraph in the classroom. Other graphic descriptions of this phenomenon have emerged from studies of Native Hawaiian and
Native American students by Boggs. Watson-Gegeo, and McMillen (1985):
Cazden, John, and Hymes (1985): and Trueba, Guthrie, and Au (1981). When

the styles of learning in school were adjusted to be more similar to those used
in their homes, students who were failing in school did a complete turnabout
and pertbrmed very well on academic tasks. The content of their intelligence
did not change at all: what changed were the contextual factors and frame-

works provided for the students to demonstrate their intelligence.
It is imperative, then, to include situation and context. along with
multiplicity. in educational plans designed to reflect and complement the
intelligences of different studems. Educators must recognize that the stnictures. forms, and procedures through which students are expected to demonstrate their abilities may obscure, rather than elucidate. intelligence. Stated

somewhat differently, the problems that culturally different students have with
achieving success in school may be more procedural than intellectual. They
may have the knowledge. or the capability to learn, but may not know how to
transmit it through the methods used in schools. This phenomenon is analogous to the degree of understanding and the level of production in second
language learning. Many English speakers learning French as a second language may be able to read and understand more than is evident in their
French

listening and speaking capabilities. And just because limited English

proficiency (LEP) or dialeo speakers have not mastered the form of standard
English communication does not mean that they are not intelligent. These
-situational competences- on-lerscore the need for teachers to use many
different instructk)nal techniques that are culturally sensitive to tap the various
intellectual abilities of students.

Understanding the concept of situational competence should prevent
educators from assuming that just because culturally different students do not
demonstrate intelligence according to school standards, they are not intelligent. It sltould also lead to a greater appreciation of the ways different cultures characterize, celebrate, and award intelligence. More will be said about
this in Chapter 5, where learning and teaching styles are discussed.

Conventional educational thought contends that schooling must celebrate
personal unklik.ness but treat all students the same. This is p()ssible because

ti;

_

Principles of Human Growth and Developmentr

every perscin is a human being but is unique in specific development, mental
abilities, social and emotional behavior, and total personality. As Lefrancois
(1988, 122) explained:

are not products (fa single blueprint. pla through 113e
same assembly line. and appearing. identical and fully
formed. ready to learn, on the educatimal scene. Rather,
eacb of us is a If IliqUe modela fUnction qf difftrent
genetic recipes and diffi,rent environmental fbrces.
1V'e

At the sante time, all of us are. in some ways, like everyone else. We

share certain elements of the human blueprint of attributions, growth. and
developmental traits. This is why so many teachers resist suggestions that

ethnic and cultural differences shoukl be discussed openly in classrooms. Yet.

real individual and group differences are apparent in all levels of life and

living. All students have intellectual ability. but the level and kind differ.
Everyone Learns to speak a language. but obviously not always English. let
alone the same dialect of English. All children have families. but what consti-

tutes a family differs by ethnic, social, and cultural group. All group. have
standards of acceptable and unacceptable behavior in social interactions, but
the specific ways in which these are enforced thntugh sarktkins and celebratic nis vary greatly. All groups have criteria for success, hut the cmitent of

success is culturally determined. Given these difierences and similarities, it is

irtually impossible that any claim schools make about facilitating the human

and individual devek)pment of students can be valid if they do ricn give
serious attention to how culture shapes individuality and unnersal humanity.
Multicultural educators agree that developing both individual and
universal humanity of students is necessary, but they feel that these qualities

cannot be separated from culture. Human beings cle clop personality and
character through socialization processes that arc always framed within

specific cultural. ethnic, and social contexts. Beryone belongs to cultural and

ethnic grc nips. although the types and intensit of membership may \ ar
klely. These cultural and ethnic affiliations are necessary for 'lealthy sur\ival
NO2 I sugges(Garcia 1982). This position is congruent w jilt Dew vv.,.
tions that indk iduals are biological, ps\ hological. And sociological beings.
t,C
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and that none of th-,se dimensions of human potential shoukl be compromised or subordinated to the others. Similarly, the educational process should

have a biological. psychological, and sociological side. "The child's own
instincts and powers furnish the material and give the stalling point for all

education.. .. but we do not know what these mean until we can translate
them into their social equivalents" (Dewey 1897. 4-5).
Multicultural education is an important set of instructional techniques for
translating the "raw material" of individual intellectual potential into "social
equivalents" for students from different ethnic groups and cultural backgrounds. It uses "culture" and "biology" as bases for justifying its emphasis on
using different strategies to develop commim human qualities. Embedded in
this emphasis is the notion that individual values, attitudes, and potentials are
expressed in actual behaviors that vary widely because they are shaped by an

interaction of biological inheritance, social experiences. and cultural conditioning. Culture is a critical screen fm educators to use in understanding all

dimensions of human development and understanding what they imply for
designing and implementing educational programs. For exampk, the cultural
backgrounds of Native American students, which give pnority to the group
over the individual, mav inhibit the initiative and competitiveness that educators cultk ate and reward in schools. Their culture's conceptions of time and
harmony with nature may lead to a pace in performing tasks that teachers
iew as -reluctance- or "nonengagement." Teachers, using their own cultural
lenses to interpret the behavior, might belie\ e that students are not motivated,

or that they don't take responsibility for their (mn learning.
While this tendency to generalize (me's own values and methods to
others is understandable, in culturally diverse classrooms it can be devastating

to the success (If teaching and k.arning. It ignores the fact that people are

much inure than mere biological organisms or even unique individuals: thev

are cultural beings and members of groups (Konen pro). Before them in time,
within them in quality, and sumninding them in influence are their antestors,
relatk es, and kin. It is within this historical, interpersonal, and cultural context
alue, and acquire kkmtity. It is also where and how they
that sttalents
come ck >ser to capitalizing on their personal strengths and maximizing their

human potential. With(itit a cultuml fratuework to pn ide applied ine;ming
raw . undilfeienti.aed i)otential, indk !duality and humanity arc mew theoretical
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abstractions, if not complete illusions. Therefore, teachers need to understand
how biok)gical, sociok)gical, hereditary, and environmental factors combine to
shape the uniqueness and humanity of every individual student, and how
instructional programs should reflect these understandings.
A companion explanation to culture, for using diversity in curriculum
and instruction, is biological inheritance. Multiculturalists remind us that no
two humans are biologically identical, just as no two individuals are culturally
and socially identical. This is a hallmark feature of humans. Therefore, treating
students the same while recognizing individual differences is literally and
practically impossible on all counts. Philosophically and conceptually, these
two ideas are not reconcilable when the standard of sameness is the diversity
and uniqueness of everyone. The only way to ensure that everyone is treated
the same is to treat everyone differently! The degree to which diversity of all
kinds pervades practice is a measure of how close the educational process
comes to genuinely recognizing the uniqueness of individuals and the universality of their humanity.
Multicultural education facilitates this process by introducing dimensions
of individuality and humanity that are nested in ethnicity, race, social class.
culture, language, historical experiences, and national origins. Heretofore,
these factors have not been adequately considered in educational decision
making. Vet. they increase the validity, relevance, and effectiveness of the
educational process for all students. including those from oppressed ethnic
and cultural groups in the lnited States as well as those from EuropeanAmerican, middle-class, mainstream groups who are victimized by false
noticwis about the superiority and universality of their culture.
Reflections and Applications
The undeniable fact of life is that people are different. This is an inherent
part of their human inheritance. The sources of these differences vary widely,
as do their manifestatk)ns in attitudes, value's. behavicifs, and learning potentials. Factors central to this variahilitv are biological heredity, cultural socialization, contextual settings, and developmental rates, but these differences are
not necessarily disadvantages or limitations that restrid or minimize learning.

The are positive attributes that can be used to translate general principles into
practical possibilities of specific gnitips and to serve as benchmarks of the
ess
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quality of educational programs and experience-s for all students.
Both general education and multicultural education agree on certain
basic principles of human development:
1.

Development is holistic and universal, but not uniform: that is, all
parts (physical, mental, social, moral) of the human organism are
engaged at the same time but progress does not occur at the same
rate:

Development follows a c(tntinuous, orderly, and progressive sequence; and
3. As the developmental process advances, individuals become increasingly more independent, confident, capable, and complex in academic, personal, and social skills.
2.

Whereas general education theory approaches human developmental
factors at high levels of conceptual and generalized abstraction, multicultural
education interprets them operationally and with greater contextual specificity.
These patterns of growth have important implications for providing quality
educational programs and practices for students in a culturally pluralistic
society. To make educational experiences developmentally appropriate and
maximally relevant for U.S. students, they need to be culturally pluralistic and
sensitive to the diversity of needs, skills, interests, and growth rates inherent in
the human condition.
These realizations are part of the underlying reasoning for the priority
that general education gives to teaching the whole child by matching curriculum and instruction to the developmental readiness levels of students and by
using instructional strategies that have multiple sensoty appeal and a variety of
learning outcome potentials. In multicultural education, these ideas form the
foundation for using alternative instructkmal means to achieve c(mmion
learning outc(tmes, placing general principles of pedagt)gy into the framework
of cultural diversity, and matching teaching techniques with culturally different
learning styles'. All of these ideas offer promising possibilities for translating
the principles of child-centered develt)pmentally appropriate. and relevant
education into a variety of ( lassroom practices for children who differ in many
warbiologically, psychologically. socially, and culturally.
80.1
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The different perceptions and principles of human growth and development presented in this chapter have many implications for teaching and
learning. Some of these Were stated explicitly and others indirectly. Now is the
time for you to think about other practical applications. The following activities offer some possibilities and may generate others.
Review the "Inventory of Personal Development Techniques- that you
began to develop at the beginning of this chapter (page 65). In view
of the insights you have gained from reacting this chapter, revise.
refine, or even replace yOur inventory and make it more culturally

1.

sensitive.
2.

Consult a developmental or educational psychology textbook to
identify general characteristics attributed to different age groups, such
as young childhood (3-5 years old). middle childhood (6-9 years old),
early adolescence (10-14 years old), late adolescence, and young
adulthood. Select for study one age group approprii!' to your teaching assignment. Analyze the list (if traits to determine how much or
how little of it is sensitive to cultural differences in developmental
patterns. Choose a specific ethnic or cultural group in your school,
such as European-, African-. Filipino-. Appalachian-, Hmong-, or
Nlexican-American, on which to focus. Observe students from this
group for a given period of time (one or two weeks) to see if or how
they manikst the characteristics attributed to their age group. Based

on what you see. either (a) revise the list of characteristics to reflect
your observations or (b) currently contextualize the traits by providing
a behavioral example of how they are expressed or demonstrated by
the students y()u observed.
portrait of
3. Ask students in your class to devel)p an "I am
themselves by using descriptive adjectives such as "I am imaginative,
inspiring, curious. energetic." Tlwn have them create a visual image of

their self-portrait. such as a photo essay, collage, videotape presentatkm. or painting. Compare the portraitures to see if there are any
discernible differences by ethnicity or gender.
4. Assess how. your school transmits messages about the development of
individuality and the humanity of students through its institutional
C
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-symbols and signs." Examine such things as the school's motto, song,
decorations, rules of decorum, award ceremonies, and disciplinary

policies. What kinds of values are embedded in these -symbols and
signs"? To what extent do they reflect cultural diversity? How can
these signs and symbols be changed or extended to convey the idea
that different types of ethnicity and elements of cultural socialization

are valued contributors to individual and human development? If you
teach in the fourth grade or above, you could have your students
participate in this activity as well.
5.

Read further about ethnic identity development in order to identify
and describe the different stages of the process, for example. Gay
(1985), Phinney (1989). and Tatum (1992). Use the stage descriptors to
create an observation scale. Choose two ethnic groups in your school

to observe, and see how they exhibit the ethnic identity stages. Then,
(a) list some descriptive behaviors for each stage as expressed by the

students from each of the ethnic groups you chose to observe: (h)
compare the two groups to determine stage dominance, and differences and similarities in types of behaviors within stages: and (c)
think about some ways your school's programs and procedures can
lx- modified to be more responsive to the general characteristics of
each stage of ethnic identity, and the specific behavioral expressions
of the students you observed.
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Principles for Democratic Citizenship
Democracy and excellence are compatible. Education is their broker. Democracy is the

rule of citizens, and citizens alone are free. For citizens are self-conscious, critical

participants in communities of common speech, common value, and common work
that bridge both space and time. As freedom yields community, so the forms of
community and commonality alone yield freedom. Education makes citizens; only
citizens can forge freedom. Democracy allows people to govern themselves; indeed, it
insists that they do so. Education teaches them the liberty that makes self-government
possible.

(Barber 1992, 265)

Education is supposed to serve the population for whom it is designed
and the society in which it exists. In the United States, this means the educational process should be democratic in structure. Purpose. content, and
character. The same principles and ideals attributed to our political system of
democracy apply to education as well. Just as the government is considered to

be of. lw, and for the people. education should have similar characteristics
and intentions: to embody the heritages and legacies of the people: to be
determined and controlled by the people: and to serve the needs and interests

of the people. The operative question binding general education and
multicultural education equally to these concepts is. Who are the people?

If vou are not already familiar with them, find out the ethnic, gender.
age. and social class profiles of our country's general and school populations.
A good source for this informatkm is the Statistical Abstract of the United
States. published Yearly by the Bureau of the Census. Another source is 7be

Cwulition of Education. an annual publication by the United States Department of Education. Office of Educatk)nal Research and Improvement. Com-

pare these figures to those for your own local schools and community.
The social service goals of educatkm are designed to prepare students

lOr their cititenship roles and responsibilities in society. They are shaped by a
set of dual-fo t. used functions that include adaptation and innovation: affirma-

tion and rekinnalion: continuity and change: transmission and transformation:
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promoting ideals and understanding realities; teaching the special one and the
common many. These purposes establish close and reciprocal relationships
between personal and social development, individuals and groups, and
principles of general and multicultural education. Roughly speaking, principles
of general education for citizenship provide the valuative contextual framework for citizenship education, while multicultural education offers specific
textual references for their application. Schools evoke the democratic values of
the country when they promise a free, equal, and excellent education for all
students. Multicultural education applies these values specifically to culturally
different students by establishing conditions of excellence and equity for
educational materials, experiences, and outcomes for Latino, Native American,
Asian-American, African-American, and European-American students, as well as
for our society. The ultimate ideal of both general and multicultural education
is to create an educational foundation for an open, equal, Moral, and just
society for everyone. However, suggestions of how this ideal should be
operationalized differ both within and among various groups of general and
multicultural educators.
This chapter is organized into two major parts. The first provides a
conceptual framework for understanding the source and focus of principles of
education for citizenship and socialization. The second deals with the specific
principles of citizenship education listed in Table 1.2 in Chapter 1 (see page
22). This discussion is organized according to three major themes represented
by these principles: the right to an education, conscience and community. and
representation and participation. The discussion of each theme begins with
shortened versions of the principles from Table 1.2 and their multicultural
translations. These are followed by a detailed analysis.
Conceptual Contours
observation-is nla

1y1

1) ewey
...

1

almost 1(X) years ago) in .11.)'

Pedagogic Creed (1897) capture the flavor and significance of the social and
civic value commitments or pdnciples of t .S. education. Dewey extended
these 20 years later in Democracy and Llucation (1916). Another influential
and informative classic reference on the basic principles of U.S. education is
Philip Phenix's Ethwaiion and the Comnum Good, published in 1961. Although
these books won, written many years ago, the ideas they present are still

w
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relevant today. They are both timely and timelesof particular relevance to
the specific time and context in which they are initiated, as well as transcendent of any given temporal or environmental context, and therefore apropos
to all. For these reasons. Dewey and Phenix are referenced frequently in establishing the parameters of principles of education for democratic citizenship.
Two themes in Dewey's and Phenix's works comprise the heart of
educational principles for citizenship: sociality and democracy. According to
Dewey, individuals are social beings with a natural need for community, and
society is an organic union of these individuals. But, society and community
are not achieved merely by having people live in close physical proximity to
each other; rather, they result from the existence of common purposes and a
commitment to act collaboratively to accomplish them. None of this is possible
without some compromise between different interests, groups, and individuals. Similar ideas are espoused by proponents of cultural pluralism and multicultural education. They suggest that simply because many different groups
live in the United States, this does not mean that they are strongly connected
to each other or that feelings of affiliation among them will develop automatically. Creating a cohesive society out of this country's incredible diversity
requires knowledge, skills, and values that can, and should, he taught.
The process and product of education for democracy should always
have a social and experiential dimension. Dewey (1916, 7) explained:
(ml)' does social life demand teaching and learning
fir its own permanence. hut the very process oflieing
together educates. It enhuges awl enlightens mperience; it
stimulates and enriches imagination; it creates responsibilityfir accuracy and vividness qffskilement and thought.
Furthermore, education acts as an agency for the formation of individual
character traits that are compatible wiih societal norms; transmits the cumulative kni miedge and values of civilization; develops social consciousness; and
is the ultimate means of continuous scicial progress and reccmstruction.
h mcver, education's social processes and functions have no definite meaning
until the contexts in which they operate are identified and the kind of society
we desire is defined. Thus, the knmckdge base of a pluralistic society that
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recognizes that all segments of its population make worthy contributkms
very different from one that is monocultural.
To say that education is a social function is to acknowledge from the
outset some of its major distinguishing traits. First, its specific details will vary
according to the nature of the context and the quality of life of the groups for
which it is intended (Dewey 1916). Second. education is not a neutral or
objective enterprise in content, form, or function. All of its dimensions are
influenced by certain cultural values and convictions about what is important
to know and to become, and why.
The priority we give to individual effort and competition in learning
reflects the clitoral values of the rugged individualism, the work ethic, and the
autonomy of mainstream society. Cagan (1978, 229) presented a powerful
explanation of this point:
Perhaps no other aspect of American social thought and
culture is as wklely acknowledged and deeplY fell as that of
individualism. The moral and political primacy dthe
presented as the cornerindividual over the group is
stone c/ democratic society. Personal liberty. individual
a/ilia/ay. and the pritytte search fOr happiness are values
and ideas deeply rooted in Melilla-lc qf American society: ifir
they do not accurately rcylect the realities ql/i/i, in this
countly. they do represent its ideal description. Americans
have Ara ys valiwd the fivedom to pitrsue their own interests and the ability to attain personal goals through their
own elliwts, even when these are more apparent than real.

It is mit surprising that people who worked hard to attain an industrial
and technologically advanced society place a high value on work, punctuality.
and orderliness: nor is it surprising that these values woukl become a major
part of the education that schools traiwnit to youth as part of their socializatnm for l*.S. citizenship (Taha 1962). The problem lies in assuming that these
%aloes and si a ndard,. arc -the l)est there is- and :ire universally correct for
e ci v(me. Teaching social values is a fundamental obligation and action or
edto at ion. The challenge for schools is teaching values that include the

W
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viewpoints and experiences of the full range of ethnic and cultural groups that
comprise the United States.
For Phenix (1961) the most important educational values for democratic
living were the pursuit of goodness and truth. and excellence in being and
doing for both individuals and society. Within this framework, democracy is
more of a standard of living and a moral imperative tor behavior than it is
simply a political system. Phenix (1961) noted that it refers to all aspects of
life, the establishment of universal principles of conduct, and the belief that
everyone is worthy. Democracy is equitable and promotes just behaviors that
insure that no individuals or groups will arbitrarily and capriciously exercise
power and control over others. It represents rule by the laws of ethics and
morality. It also incorporates a devotion to freedom, equality, and excellence
in all human endeavors. The pivotal values of excellence to be developed in a
democracy are intelligence, conscience, creativity, and community.
Dewey (1916, 101) added that democracy is "primarily a mode of
associated living, of conjoint communicated experience,- Its hallmark traits are
the existence of shared common needs and interests, diversity of motivation
and variation in responsive behaviors, mutually supportive relationships, and
continuing changes in social habits to promote the common good.
Banks's (1993) and Sleeter and Grant's (1988) descriptions of
multicultural education are similar to Phenix's and Dewey's descriptions of
democracy. Banks (1993) viewed multicultural education as a concept, movement, and process designed to delis er equal educational opportunities to all

students. It is a visionary goal h which school practice can be directed,
guided, and evaluated. Sleeter and Grant (1988. 1-5) perceived multicultural
education as "a different orientation toward the whok. education process.These values f()rm the American creed as embodied in such preeminent
documents as the Declaration of Independence. the Preamble to the Constitution. and Abraham Lincoln's Gettysburg Address. They are .imiversal ethical
guidelines for living together in society. Their universality derives from their
relevance and appeal to all humans and from their potential to elicit every
person's loyalty (Phenix MI ). In practice, however, these values appear in a
wkk. variety of forms, actions, and expressions. What is good, true, right, just.
and excellent is determined within particular situations and contexts, rather
han in cosmic abstractions. I lerein lies a critical connection between general
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education and multicultural education.
Education as a Basic Bight

fr

Both multicultural and general education believe that a free and public
education is a right of citizenshiP and a condition of democracy in the United
States. As a public enterprise, it is both for and about the masses of the
people, not simply the privileged few. This means that everyonethe common folk as well as advantaged individualsshoukl have equal access to the
benefits of education, an unrestricted right to participate and be represented in
its policies and programs. and shared responsibility for its support. As a right,
education should be relevant to and of high quality for all citizens and all
facets of society. It should be realistic, functional, enriching. and enabling.
Good education for citizens and societies helps them to be their best in the
present and to strive toward an even better future. Since culturally different
individuals fall i ito all categoriescitizens, public, common folk, and
advantaged individualseducation must also be culturally pluralistic. Otherwise, a fundamental right of citizenship is systematicall ..y v.o.atec.I
Educators who are not committed to cultural diversity tend to use the
concept of majority rule to determine who the public is and to set the standards for selecting content and skills to be taught to students. They contend
that since the majority of people in the United States have European origins, it
is natural for their cultures and values to establish the normative standards of
the national culture and all of its subsidiary institutions, including schools.
When people decide to live in a given society. they enter into a tacit social
contract to live by the rules and regulations of that society. In the United
States, a key provision of this contract is that, while mim wity rights will be
respected and can be practiced largely unencumbered in private, majority rule
will prevail in public
The purpt)se of education is to help enforce this
social contract and perpetuate the natkmal culture by socializing all individuals
into its common featurer. In this way, it serves as a national unifier, liberator,
I
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equalizer, and common denominator for all the diverse strands of people and
experiences that comprise the nation (Butts 1978). Essentially, this is the
position teachers are taking when they proclaim, "In school all students need
to learn how to act and talk properly if they expect to get a job and function
in society. Culturally different students can practice their native languages and
lik.styles in private, but in the public arenas, English and mainstream culture
should prevail."
Multicultural educators do not reject the idea that the majOrity should
rule, but they do question some commonly held notions. One is the extent to
which the First Amendment provisions of the Constitution are honored in
practice. These passages were added to the Constitutkm to protect minority
religions, opinions, and beliek, and to prevent the majority from becoming
oppressive, dictatorial, and capricious in the exercise of its rights. Thus, if
majority decisions in society are racist, then they are wrong, and the groups
negatively affected by these actions have the right to seek redress. However,
tile historical record of the United States shows that many people who have
not been targets of oppression and discriminatkm themselves have sympathized with oppressed groups and joined ranks with them in their struggles for
freedom, equality, and justice. The opposition to slavery and the 1960s Civil
Rights Movement are graphic examples of these trends.
The existence of "coalitions among freedom fighters" prompts a diallenge to another common interpretation of majority rulethat "majority" is
always a numerical concept. Multicultural educators contend that, when
applied to issues of culture and community in pluralistic settings. majority nile
is more a matter of "plurality of influence" than numbers. All ethnic, racial,
social, and cultural groups in the United States have been, and are, instrumental in shaping its history,
and culture. Thc result is a national majority
culture that is more a synergy of pluralistic contributions than the domination
of European-Americans, even though the contributions and full participation
of all ethnic gokips have mit been acknowledged. Cruse (1987) suggested that
the intent of the school desegregation and broader civil rights movements of
the I960s was to make society recognize, reflect, and accommodate the
culturally pluralistic composition of all of its component parts. In other words,
the ideal was for society to be "plural but equal." Because the people and the
culture of the 11nited States are a conglomeration of racially, ethnically,
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culturally. and socially diverse individuals, groups, and influences, this is the
true "majority- that should govern.
Education in the United States is a public creation, a public mandate, and
a public service. Undeniably. the "American Public- is becoming increasingly
pluralistic. We saw evidence of this in Chapter 1. To serve its constituency
:Adecluately, education must likewise be culturally pluralistic. In symbol and
substance it should convey to all students that they and their heritages are
important components of what constitutes the essence of society's cultures,
values, and ideals. That is, individuals from all social classes, and ethnic,
racial, gender. language. and cultural groups have the right to be validated, to
have unrestricted access to the full range of opportunities available to citizens,
and to have a representative voice in decisions that affect their lives and
destinies. The ethics and actions these values erfgender are necessary conditions for the support and survival of a democratic society. As Banks (1990,
211) explained. "To develop a clarified national identity and commitment to
the nation, groups and individuals must feel that they are integral parts of the
nation :and national culture.- Dewey (1916, 9"-98) had earlier noted that:
all members (f the gmup must have an equable opportunity to receive and to take from others. There must be a

latge variety

stiared umk,rtakings and eAperiences.

Otherwise. ib(' ilYluences rebid) educate some into
masteiN. educate others into slat.es. And the e.vperience

each party loses in meaning when thefree interchange qf
ear.ying modes of lyit-everience is arrested.

Another dimension of the right to education is access to knowledge that
has value for personal affirmation and social utility. For the United States, this
means learning about the cultures, experiences, and lifestyles of others, as
well as being educated in one's own cultural traditkms and styles. This is
important because it is very unlikely that youth who are living and working
today in monoracial or single-ethnic communities will live their adult lives in
similar settings. Knowledge about cultural diversity will help students learn
how to functkm better in a pluralistic society. Another reason for students to
be sensitized to cultural diversity is the fact that it is already virtually impos-
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sible for any of us to live a day of our lives without being dependent on
others. Consider. for example, where our food, clothing. transportation,
communication technology, and recreation tools come from. They are both
multicultural and international. We use automobile parts made in Germany.
Korea. and Japan. Many of our clothes and shoes (or the raw materials for
them) are made in Thailand. the Philippines, Korea, Italy, and Brazil. Within a
given week, most of us are likely to eat several different kinds of ethnic foods
or visit places where food is served by many ethnically diverse individuals.
This ghbal interdependence affects the quality of our daily lives. Students
have the right to know who they are dependent upon for the convenience
and richness of their everyday lives. They also need to examine critically how
the policies and practices employed by the United States to meet its needs
may lead to the exploitation or dislocation of peoples and cultures around the
world.
For many students who are not fully assimilated into mainstream culture

and society, such as African-Americans, Latinos. Asian-Americans, and Native
Americans. the right to a culturally pluralistic education is reinforced by their
dual or bicultural identity. These students have the right to maintain an
identification with their cultures of origin while simultaneously learning and
ackipting mainstream cultural values and lifestyles. Rameriz and Castafieda
(1974) and Harder (199H referred to this as the right of all students to cultural
democracy. which is a natural corollary to and extension of their right to
political democracx This means accepting the fact that the ways students
communicate, relate, value, think, and learn are strongly influenced by their
ethnic identity, background experiences, and value systems. To learn in

educational environmentsvia instructional methods and from curriculum
materials that are inclusive of their cultural orientations and reflect their
group's contributionsis a birthright of citizenship and a pedagogical mandate
for educatkm in a culturally pluralistic society (Darder 1991: Rameriz and
Castafieda 197-i: Shade 1989).
Multiculturalists belies e their approach tO education can better prepare
all students to live more productive. satisfying, and responsible lives in a

society and world of increasingly diverse people, languages. and cultures.
They are tools for translating the ideal of ck.mocratic rights into instructional
programs fur thc maximal de\ elopmcnt of individual ;thilities and kir helping

Chapter 4

students to understand their social responsibilities. Individualistic goals lead to
personal competence and confidence that are prerequisites to social and civic
involvement. The social responsibility need is met as students learn about the
contributions of other groups, understand how the lives of groups and individuals are interrelated, and develop value commitments and action skills to
work for the betterment of society for everyone's benefit. Together these
learnings create a union of p/unbus and unum, a pivotal concept in the
democratic social experiment Therefore, the civic, moral, cultural, and pedagogical implications of 'the right of all children to a high-quality education
suggest that inulticultural education is indeed the foundation and essence of
all education for democratic citizenship.
Conscience and Community
Geri Principles:

Community building Ls necessaty
for democracy.
Freedom, equality, and justice

should be modeled by education.

Interdependent relationships are
understood.
National unity and a common
culture are promoted.

age not

Implicit in the right to an educatkm was the idea that achievement of
democratic values for all citizens requires a clear understanding that individual
rights come with social responsibilities and that collective action is the best
way to ensure both. Muhicultural education and general education agiee that
denu wracy as a poliOcal and social system, as well .1ti a philosophy of living, is
a noble Ink imperfect experiment. They differ cm what are the degrees of
imperfection and where to place the emphasis and eff( wt of future reform.
Hoth recognize that, historically. the gains 1..S. miciety has male towaid
achieving a true denu)cracy have mil I wen aconnplished witlunli struggle or
multiethnic participation. This struggle has always involved questions of
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morality and cooperative group effort; issues of access and equality of opportunities: battles between the rights of the few and rights of the many; tensions
between the individual and the community; needs to reconcile differences
with similarities: quests for unity in the midst of plurality; and determination of
who controls cultural truths (Barber 1992). Some powerful examples of
struggles that illustrate how conscience and community come together in
efforts to achieve democratic ideals are the Civil Rights Movement and the
gender liberation movement.
Many contradictions and inconsistencies continue to exist between the
ideal of democracy and its practiced realities. Alarming rates of racial and
gender prejudices and inequities in educational, economic, and political
opportunities permeate the entire fabric of society. Phenomenal progress is
being made in medical science technology, extending longevity and improving
the quality of life. vet incredibly high numbers of people die or are unhealthy
because they cannot afford even basic medical care. The t inited States is a
world leader in the production and consumption of goods and services. but
many females and people from groups of color cannot earn enough money to
live ctuifortable. secure, and dignified lives. Education has the obligation to
prepare students to critically question inequities; to be morally outraged and
intolerant of all forms of oppression, exploitation, and injustice: to understand
the nature and effects of these problemspersonally, nationally, and globally;
to realize that their personal lives and the fate of society are inextricably
interwoven: and to engage in constructive actions to eliminate all restrictions
on individual rights and social possibilities. When ingrained, these attitudes,
values, and skills create the kind of critical inquiry, civic responsibility, and
comniunal interdependence that are essential to the preservation and extension of democracy.
( ni lv does true den I( Wracy require a f( )tindation or shared values,

experiences, and visions, but it depends upon shared moral convictions and
ethical obligations as Well. Freedom. equality. justice. and respect are the
unrestricted prerogatives of every citizen of the l'nited States, as long as they
are not used to inip()se upon others or deny their rights. All children should
be taught that they have the responsibility to claim and honor these prerogatives as their human and civic birthrights and to actively resist all actions that
might compromise or constrain the same rights of anyone else. This knowl0411
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edge is necessary for a genuine sense of community to evolve among diverse
individuals, groups, interests, and concerns. Therefore, multicultural education
recommends that all students learn how to recognize racism and its effects.
how they are perpetuated, and how to engage in social and political actions to
combat racism.
Students need to unuerstand.that people in society are so closely interconnected that what happens to any one of them is significantly affected by
what happens to everyone else. If some people in our society are oppressed
and treated unfairly and if their human dignity is demeaned, then all people
and all dimensions of society suffer. Freedom of speech and expression is
indispensable for the maintenance and improvement of a democratic society.
How ever, it cannot he used irresponsibly or capriciously to deny those with
dissenting opinions the right to be heard. The concepts of interdependence
and community operate in close conjunction with the democratic principles of
freedom, equality, and justice. Macdonald (1977) even proposed that denuwracy is best represented not by concepts such as liberty or equality but by the
commitment to fraternity. In his words, It is concern for each as a brothersister that provides the cornerstone of real democracy for a program built
upon cultural pluralism- (Macdonald 1977. 13). Our nation's Poet Laureate,
Maya Angelou (1993). delivered the same message in her reading of "On the
Puke of Morning- at President Bill Clinton's 1993 inauguratkm:
Here on the pulse qf this new dut .
l'ou may hatv the grace to look up and out
And into your sister's eyes.
Ancl into your brotherisjdce,
Your Coiling,
And say simply

l'ety simply

With hope
Good morning.

These should be the anchor points uf educational programs designed to
teach skills for clemocratic citizenship because. as Kohn ( l986. 67) explained,
social change that benefits everyone can take place only "if collective action
supersedes the quest tor individual rewards.- This is one of the most powerful
strategy messages ()I' imilticultural education. It chalkmges the mainstream
JI.
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cultural competitive value of "I win, you lose." and replaces it with a cooperative one that says. in effect, "If we win, you win and I win."
John Dewey (1916) and Paulo Freire (1980). well-known proponents of
education for democracy, offered additional strategies for achieving this goal.
They suggested that schooling should be an apprenticeship for democratic
living. Both believed that education should help students develop ethical
foundations and moral convictions to guide their participation in the democratic process and to develop a sense of communal obligation for the common
good. Dewey (1916) proposed that students learn in environments and
through activities where mutual interests and cooperative efforts are basic to
achieving task mastery. Freire (1980, 28) added that democracy requires
"diatogue. participation, political and social responsibility, as well as a degree
of social and political solidarity."

Representation and Participation
General hindplet

Everyone is enfranchised.

Citizens develop sodal
competencies.
Citizens develop knowledge
and values consistent with
democratic ideals.
Citizens promote intolerance
of oppression.
Multicultural interpretations of education for citizenship act as a critical
voice, a civic conscience, and a reality filter for general education values and
goals for democracy. They also offer some compelling perspectives on the
need for all ethnic and cultural groups to be represented in educational
programs and suggestions for accomplishing this. Four of these perspectives
are presented here to illustrate how the principles of representation and
participation operate when they are placed within a framew,)rk of cultural
diversity.

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

A surface analysis gives the impression that the United States is more
culturally integrated than it actually is. For instance, laws prohibiting racial
segregation in education. housing, and employment mean that one can find
people of different ethnic backgrounds in neighborhoods, businesses, and
educational institutions. But this diversity is too often selective and peripheral.
The rich social and cultural pluralism that exists in society has not penetrated
the inner core of most institutions; nor does it necessarily impact. in any
significant way, the personal lives of many individuals. Illustrations of this
pattern are found in school administration and leadership, and middle- and
upper-level corporate management. School principals and superintendents are
predominantly European-American males, while classroom teachers continue
to be mostly European-American females. Corporate managers are predominantly European-American males, but entry-level empkwees come from a
wide variety of ethnic, cultural, and linguistic groups. Our experiences with
desegregation have not yet touched the deeper levels of interpersonal relationships, since most people in the United States still live in relative isolation from
pe:)ple who differ from them racially, ethnically, and socially. In the most
intimate and enuAionally affirming dimensions of life, such as religion, residence, and primmy interpersonal relatkmships, we tend to live in "ethnk.
enclaves," creating an image of many microcultures existing in dose physical
proximity to each other but not engaged in any significant, substantial, or
quality interaction. Political activist Dick Gregory once observed, "The most
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segregated hour of the week is eleven o'clock on Sunday morning."
This segregation is still the norm both symbolically and literally, reflecting those parts of society that cultural pluralism has failed to penetrate. Many
neighborhoods and schools claim to be "integrated" but the people who
inhabit them do not spend quality time sharing c.xperiences, issues, and
concerns that make a real difference to them. These situations are both cause
and effect of the growing gap between the "haves" and the "have nots," and
the persistent resistance of many people to genuinely embrace cultural diversity. Consequently, cross-cultural, interracial, and socially diverse interactions
continue to be infrequent, transitory, and perfunctory.
Education for democratic citizenship must build bridges across these
boundaries if we expect ever to have a genuinely cohesive, caring, just, and
egalitarian national community. These bridges must be varied, including
geographic, interpersonal, communicative, cultural, and ethical ones. Once the
"cultural bridges" are built, students need to be taught how to "cross the
borderland" between cultures and to participate freely and fully in different
cultural settings. Major steps toward achieving these goals include making
certain that the contributions of different ethnic, cultural, and social groups are
represented in school curricula and ensuring that these groups have access to
all societal institutions.
A second multicultural perspective of principles of representation and
participation presents many graphic reminders that morality cannot be legislated, and knowledge alone is not sufficient for social change. Although laws
exist prohibiting discriminatkm and exclusion from participation in institutions
on the basis of race, class, age, language, religion, or gender, society and
schools continue to be plagued by disparities in opportunities. People who are
considered highly intelligent by some standards may be morally corrupt and
unethical in their social and interpersonal dealings with different ethnic
individuals and groups. In the midst of declaring the sanctity of human dignity
and the universality of human value, practices such as sexism, ageism,
classism. and racism flourish, in opposition to these ideals. Economically, the
United States is one of the wealthiest countries in the world, yet the number of
children who are poor, hungry, homeless, or unhealthy increases daily. V'e say
we believe in human dignity and high-quality living for everyone. but more
equitable tax reforms and funding for social welfare services, health care, and
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education fail repeatedly to be endorsed and enacted into law. Many people
still believe and behave according to the premises that (1) there is a single
way to he "right," and those who do not ascribe to it are either inherently
inferior, socially deviant, or in need of corrective intervention and paternalistic
guidance. and (2) everyone can "make it" in U.S. society if they just try hard
enough. and those who do not, lack initiative, nwtivation, and aspiration.
These situations are symbolic of gaps between ideals and realities,
principles and practices, knowledge and morality, conscience and cognition,
law and ethics, and of the need to combine these in the struggle to achieve a
truly democratic society. They also illuminate Davidman and Davidman's
(1994) description of multicultural education as "multifaceted.- The changes it
hopes to stimulate are so numerous and varied that they require multidimensional. interdisciplinar, and integrated approaches. Knowledge about cultural
diversity has to be supplemented with values clarification to help students sort
out their attitudes, beliefs, morality, and actions on issues related to freedom,
equality. and ju:aice within the context of a culturally pluralistic and ethnically
diverse society. The contributions of culturally diverse groups and individuals
must he included in the curriculum to correct for omission at the same time as
changes occur in the fundamental structures and assumptions of the educational process. Students need to know how to make cultural diversity a more
viable part of current society as they develop social and political skills to build
an entirely new social order, far more egalitarian than the present one ever
could he.
Phenix (1961) constructed a powerful argument in support of this kind
of edu('ation agenda. I le declared that all racist views and practices that
restrict or limit the participation of some groups in schools and society are
intokTable and undemocratic. Oppressive practices of all kinds should be
counteracted thn)ugh educatk)n that redistributes krk)wledge and power in
order to challenge the privileged positions of the dominant group and its
culturally hegemonic practices. The ultimate appeal should he to the principles of right, equality, dignity, and justice. N hich supersede intergroup
rivalries. Thus, education tOr democratic citizenship in an ethnically and
culturally pluralistic society should Iv devoted to breaking the bonds of racial
hatred and expl( itation and to pn)moting nt('ial equality in their stead. Phenix
(1%1, 17) outlined key components of education for democratic citizenship:

W
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Mejoundation of racial justice is a deep conviction of the
unity of humanity and respect for the worth of et.ery
person lt is not enough to allit in these as abstract geneial
principles: they must he controlling cli,ectites. Education
lb,- democratic race rekitions must go beyond factual
instruction: it requires a change of motive, from that Qf
promoting the prerogatives olone's Own gmup to that Qf
serving the right without calculation olpersonal advantage. This calls for a comprehensive reorientation, a total
rovisal gloutlook ubich ajlects one's entire syston of tallies.
Accomplishing this type of "reorientation" is a major purpose of
multicultural education. Its successful completion will produce a stronger
sense of affiliatical and community among the different racial groups in the
United States, as well as lead to psychological, social, political, intellectual,
and aesthetic liberation of individuals. Consequently. education for racial
justice is a critical component of both democratic citizenship and multicultural
education within the United States.
Multicultural education underscores the fact that diversity is a definitive
trait of humankind. Therefore. to be different is an inalienable right and

deserves the kind of care and respect worthy of all things human. Schools and
society in the United States, being merely small segments of humanity. should
aspire to do no more and no less. The ultimate goal should be to have
genuine pluralism present in all facets of education. without attaching any
hierarchical order to its constituent pans. We come closer to achieving this
goal when education includes an open analysis and thoughtful celebration of
cultural diversity, combining knowledge acquisition with values clarification,
moral and ethical commitments. and sociopolitical actions.
A third interpretation of the principles of participation and representation
by multiculturalists suggests that educationif claiming to prepare students for
citizenship in the l'nited States and to make their rightful heritage accessible
to themmust attend deliberately. forthrightly, conscientiously, and critically
to cultural pluralism. The inescapable fact is that ethnk. diversity and cultural
pluralism are ever-present and determinant influences in U.S. hist( wy, life. I11c.1
culture. Regardless of the subject educators use to transmit this legacy
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American history, American literature, American politics, American sociology,

or American economicsthe content and message are incomplete, if not
totally false, when they do not include the contributions of different ethnic
and cultural groups. Educators must also help students reconstruct what it
means to be "American" and "human." In the process of redefinition, the
perspectives, experiences, and contributions of all ethnic and cultural groups
should be examined thoughtfully and thoroughly. Morrison (1992, 5-6) made
this point eloquently, referring to the African-American influence shaping what
is known as a unique "Americanness" in literature:
The contemplation q'this black presence is central to any

understanding of our national literature and should not
be permitted to hover at the margins of literary imagination. .
wonder whether the major and chan dioned

characteristics of our national literature
. are not in
.ffact responses to a dark. abiding, signing Africanist
.

.

presence. It has occurred lo me that the very manner by

which American literature distinguishes itsef as a coherent entity exists because ql this unsettled and unsettling
population.
Through significant and underscored
.

.

omissions. startling contradictims, heat* nuanced
conflicts, through the way writers peopled their work with
the signs awl bodies (phis presenceone can see that a
real orjabricated gricanist mvsence was crucial to their
sense cf. Americanness. And it shows.

To proudly proclaim, "I am an American" (meaning a citizen of the
I.!nited States), is to evoke a culturally pluralistic heritage. The idea of
rnulticulturalism is new in name only. From the very beginning of its history,
the United States's smry has always been one of racial, gec)graphic, religicms,
demographic, and cultural diversity in search of unity. The view of the Ilnited
States as a nation of predominantly \X'hite European-Americans was never
anything more than the hope and political imposition of a fraction of the
immigrants to the Ilnited States and of the native peoples already here. Yet,
we are not very ;omfortable with our diversity (Barber 1992). Multicultural

10

Principles for Democratic Citizenship

0.

educators believe this can be corrected by making all of our diversity visible,
valued, and accessible to students, and by teaching them how to embrace it.
This approac will lead to a stronger and more accurate sense of what it
means to be American, a deeper respect for human dignity, and stronger
feelings of community and camaraderie among diverse peoples. Individuals
who understand how their lives are intertwined with those of others are less
likely to engage in disrespectful, abusive, or oppressive actions. Thus, every
individual and all aspects of society benefit from multicultural education, as it
moves us closer to achieving social democracy and personal actualization.
A fourth perspective that multicultural education provides regarding the
representative and participatory dimensions of education for democratic
citizenship is that the cultural diversity that currently characterizes U.S. society
has not reached its ultimate conclusion. The country is becoming daily more
diverse. Ethnic demographics are literally changing the face of the United
States (Henry 1990: Perry and Fraser 1993). Educational and sociological
literature is inundated with growth statistics on ethnic and national origin
groups and how these will be distrihuted in the nation's population during
different time periods within the next century. The actual numbers may vary
somewha', depending upon the purposes and data sources of the projections,
but the basic message is the same: the United States is becoming even more
racially, ethnically, culturally..nd linguistically diverse. Much of the cultural
content of this diversity is fundamentally different from what the country is
accustomed to, since the source of most of this growth is people of color who
have come from parts of the world other than Western Europe. It adds dimensions and challenges to ephiribus unum that we have not even begun to
recognize or understand. To be valid and realistic, the new normative standards in education and society will have to be cultural heterogeneity and
plurality. Restr luring schools to reflect these changes is a reasonable expectation, since they are public institutions. As such, "they should be informed by
the social realities of the communiti('s they serve and representative of the
vision of the society in which they exist- tl'erry and Fraser 1993, 16).
While the principles of equality, freedom, justice, unity, and community
are in no way compromised by the new ethnic demographics, the ways in
which they are understood and practiced will have to change radically. One
brief example illustrates this need. Consider the practice of using majority vote
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to approve policies and laws. As the population of the United States becomes
more and more culturally and ethnically diverse in nuir'lers and vieWpoints,
no single group will comprise a clear and definitive numerical majority.
Increased knowledge and appreciation for cultural and ethnic diversity should
mean that more people will engage in "cross-over politics" and vote on the
merits of the issues rather than party and ethnic group lines. The two-party
system of government may disappear entirely. In order to satisfy the social,
political. economic, and educational demands of a very diverse population.
more "rainbow" coalitions and more broadly based negotiated compromises
will be required (Henry 1990). The United States also may need to modify its
position as a monolingual society. The new standard for determining public
policy on what language is used may have to be "plurality rule" instead of
"majority rule," if cultural democracy rather than hegemony is to prevail. In
some major cities and large school districts, such as Chicago, Los Angeles,
New York, Milwaukee. and Miami, this new standard can already be observed.
Multicultural education advocates consider pluralityand direr-sift to be
the most viable frames of reference for translating into practice the right of all
students to a relevant and excellent education. knowledge and skills for
functioning in cross-cultural settings. and sodalization for the citiz.nship that
is nested in the culturally pluralistic realities that characterize the present and
the future of U.S. society. A basic conditkm for achieving all of thea goals is
the representation and inclusion of cultural and ethnic diversity in all educational programs and practices. Some proponents refer to this inclusion process
as "giving voice" to previously silenced or muted cultural groups and traditions by allowing them to "tell their own stories" (Darder 1991: Giroux 1992:
NIcElrovjohnson 1993). I bice is a validation process at the level of both
principle and content. As principle, it is analogous to the democratic ideals of
freedom of speech and the right to be actively involved in determining one's
own destiny. As content, having voice means that the experiences and contributions of all cultural groups are included as worthwhile knowledge for
stIkkmts.

These clen)ands arc not unreasonable. given that few educattifs in the
United Slates would take issue with the statement that schools are created by a
society to teach students the know ledge. attitudes, values, and techniques that
have cultural rele ance. currency, and expediency (Taba 19021. Multicultural
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education meets ll of these criteria. Furthermore. it incorporates principles of
democracy; offers a teaching phikisophy and methoclology not tried before
with culturally different students: and charts a course of action that has the
potential to transform society.
Reflections and Applications

The ideas discussed in this chapter extend the meaning of principles of
democracy and education for citizens by placing them within the context of
cultural pluralism. From them emerges a clearer picture of why proponents of
multicultural education declare that it is as American in origins, values, and
intentions as general education. Both are grounded in the democratic ideals of
freedom, equality, and justice. and view the primary task of schools as preparing youth for democratic citizenship and leadership. The fact that the l'nited
States is growing more and more culturally and ethnically diverse means that a
permanent partnership is being forged between democracy and cultural
pluralism. The democratic text can he understood practically only within a
context of cultural pluralism. Deinocracy is impossible to achieve without the
inclusion of cultural pluralism, and cultural pluralism rests on democratic
values, ethics, and morality.
Therekne, the filters that multicultural education provides for making the
abstract principles of freedom, equality, and justice more meaningful to the life
experiences of culturally different groups are essential if genuine democracy is
to be achieved. This makes multicultural education a necessity in educatkm
kg citizenship, not a choice. This is what Banks(1991-92, 32) meant by
declaring that multicultural education is "for fteedom's sake.Opportunities to practice increase the level of learning. Hopefully, you
have learned many new things from reading this chapter. Your learning could
be further enhanced by engaging in one or more of the activities and experiences suggested bel()W.
1. Review your classs)om saltines to identify rules and regulations that
you employ on a regular basis. These may be a list of "dos and don'ts," some
general rules of social deccaum, principles of hehavicW management and
interpers(mal interaction. or psicedures for task performance. After you have
completed your list, analyze it to see how many of the "democratic citizenshij )" values and principles discussed in this chapter are represented. A rule
#411
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such as "Do not yell out answers; raise
r hand and wait to be called on"
might be interpreted as representing the principles of participation and
equality of opportunity. Place the principles opposite the rules, and use these
for a lesson on democratic citizenship rights, values, and responsibilities with
your students.
2. Work with students and,"or colleagues to create a "Bill of Rights for
Cultural Diversity." Include information and insights gained from the discussion in this chapter. Your "Bill of Rights" can be generic, focusing on rights
that apply in any school setting and subject. Or, it can be specific to a given
subject area, such as English and language arts, science, mathematics, or
humanities. After you have completed your list of rights, approach the entire
faculty of your school to endorse and accept it as a statement of the value
commitments of the school. Write your Bill of Rights in a form similar to the
one that appears n the Constitution of the United States. Display it in a place
of honor in the school and classroom. It then will become the "code of honor"
for your school and classn)om.
3. Schools transmit their commitment to democratic ideals and values in
many different ways. Two of these are student handbooks and vision. philosophy, or mission statements. Schools frequently accept the mission or philosophy statement of the school district as their own. Examine the handbook and
philosophy statement to see if you can extrapolate the particular democratic
values that are embedded in the goals. statements, and rules and regulations.
Then, suggest some ways these can he modified to include specifics about
cultural diversity. For example. a student handbook rule that says, "All students will receive the same punishment for violating school rules," might be
interpreted as an attempt to apply the democratic principle of "equality." A
modification of this might include some culturally-specific extenuating circumstances when this rule would actually he unfair, such as students who do not
know enough English to understand the rules.
4. Have your students work together cooperatively to L: .velop an
"Analytical Profile" of how the "right to an education" is distributed in practice
throughout your school. !lave them collect information such as who is enrolled in what kinds of classes (e.g., special education, advanced placement,
vocational, "tough" vs. "easy," etc.) and extracurricular activities; who is
elected to or selected for which leadership roles (e.g., honor society, student
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government, teaching assistant); who gets what kinds of awards and recognition; the percentage distribution of students, teachers, and administrators by
ethnicity and gender; and how disciplinary actions are distributed by ethnicity,
gender, and grade. After collecting the information, have the students compile
it into comparative tables and charts, draw some interpretative conclusions
from the data, and develop a position statement of commendation or recommendation for the school. The full report can he disseminated to the school
principal and leadership council, district office, and community leaders.
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Pedagogical Prilldples
The professional judgments of the teacher should be based on an understanding of
how the student's behavior and thought processes involve. . . the reenactment of
cultural patterns. Being responsive . . . thus means to be aware of and capable of

responding in educationally constructive ways to the ways in which cultural patterns
influence the behavioral and mental ecology of the classroom.
(Bowers and Flinders 1990, xi)

Too frequently in the past, culturai characteristics [of ethnic background students]
have caused these students to become alienated from schools with a predominantly

Anglo culture. Now it is important to see ethnic characteristics as powerful resources
for learning.

. . .

Rather than being denied in the classroom, they can and should be

used to promote educational achievement.

(Burger 1973, 18)

:rom reading the preceding chapters, you have begun to anticipate
issues that will be discussed and to plan how you will reflect on the ideas
presented. If so. you have probably already begun to question your personal
beliefs about how teaching and learning should proceed, how these processes
should be adjusted to be Imre responsive to cultural diversity, and why you
hold the beliefs you do. Perhaps you will pause here, and begin a journal of
your thoughts on these questions. Write your reactions before you read the
chapter, and then add other reflections as you read. At the end of the chapter,
aft, r you have made your last entry, review and reflect upon the journal to see
if or when changes occurred in how you view teaching and learning in a
culturally pluralistic society.
ArR)ther activity to help you create a "personal mindsel or framework
for this chapter is the following prereading activity. Think about the ways you
regularly alert your students to the kinds of knowledge and procedures that
are important for successful learning in your classroom. For example, you
might frequently use overhead transparencies to underscore key ideas, cue
students to informatkm on which they will be tested with comments like
"keep this in mind- or "remember this.- or use cooperative groups and peer
Jib
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tutoring as major components of your teaching style. \lake a list of eight or
'ten of these practices and keep them nearby as you re:id through this chapter.
It will also he helpful for you to do a reflective review of the list periodically
possibly alter reading each sectionto see if the discussions help you understand how and why the features of your teaching that you have identified are
culturally embedded. The first reflective review of the list of your teaching
procedures and priorities might be to group them into the five categories of
teaching and learning principles discussed in this chapter.
A third chapter preview activity is to scan the topics to he discussed, and
then design a set of interview questions to elicit educators personal principles
of teaching and learning related to the different topics. Some questions you
may ask are: What is educational equity? Should Latino. Native American.
Asian-American. and African-American students he treated the same as European-American students? How do vou determine when students are ready to
learn? Does this differ tOr mainstream European-American students and
students of color? What obligations do teachers have,toward students, other
than teaching them their subject areas and skills? Use the list of questions you
created to conduct a selpinterriew. Audiotape or videotape your interview and
put it away until vou finish reading this chapter.
This chapter is about how values and beliefs influence decisions about
the structure and process of teaching and learning. The pedagogiCal principles
they generate stein from two key questions and encompass both curriculum
and instruction. One of the questions is about content. It asks. "What knowledge has the greatest worth tOr all students?" The other question is about
methodology. It asks. "flow can the educational process achieve maximum
learning results tOr all students?" These questions. and the principles they
generate. are essentially the same for general educatkm and multicultural
education. As is the case with principles of human development and socialization f(ir democratic citizenship. the only difference is that multicultural education adds the contextual lens of cultural diversity to them. Thus, multicultural
education asks: "What knowledge is of greatest worth for all students in a
culturally pluralistic society?" and "What must we know about the relationship
between cultural diversity and learning in order to make the educational
pnicess (if maximum benefit for all students?" The questions are framed so as
to incorporate the histories, cultures, experiences, and traditions of both
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majority and minority ethnic, racial, and social groups. This orientation is
consistent with the idea that multicultural education includes everyone. Or, as
some proponents claim, multicultural education is the only way to provide a
relevant, appropriate, and quality education for a culturally pluralistic society
such as that of the United States.
The discussion of the pedagogical principles included in this chapter is
based on three major assumptions:
1. All teaching and learning are embedded in particular cultural contexts;
2. Cultural inconsistencies due to different expectations about knowledge
and ways of knowing interfere with effective teaching and learning in culturally pluralistic classrooms; and
3. culturally responsive teaching is an appropriate strategy for reforming
classroom instruction, acceptable to both general and multicultural education.
Bowers and Flinders (1990) and Greenbaum (1985) found that most, if
not all, of the important dimensions of knowledge and the procedures of
teaching that we take for granted in schools are culturally determined. Bowers
and Flinders (1990) identified several examples of "taken-for-granted" or "tacit"
knowledge that are, in fact, culturally specific. They are: viewing time as
linear, perceiving change as progressive, associating good things and success
with spatial direction of "up" (e.g., "He's at the top of his field") and failure
with "down" (e.g.. "She is falling down in her grades"). and rationality as the
hest-quality thinking (e.g., "Your emotions are overshadowing your reasons").
Other examples include the following:
I Tsing a linear, three-part. topic-centered approach in telling stories
(while some students are accustomed to a more circular, topic-chaining,
episodic pattern of story telling).
Using behavior patterns, such as pause's, eye contact, body gestures.
and one-to-one communication, to establish the right to speaking turns
(which may conflict with the more group-oriented patterns of some
ethnic groups).
Introducing new concepts by using metaphors that are limited to one
gender, age, social class, ethnic, or cultural gn)up.
Representing numbers and facts as the best basis of high-quality thinking (when some students are more culturally inclined toward the
authority of affective% relational. and aesthetic forms of knowledge).

1 trv.

Chapter 5

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

These samples of "taken-for-granted knowledge" are included here to
help create a general framework for the remainder of this chapter. This
framework has two major pillars. One is the belief that if education is to fulfill
its obligation of teaching well all children of the United States and making its
other philosophical principles meaningful to everyone, then its content and
processes must be multicultural. The other pillar is understanding that teaching
as a culturally relative process has a profound impact upon how well educators are able to modify classroom dynamics to make them more sensitive and
responsive to multiculturalism.
The number of pedagogical principles listed in Table 1.3 on page 24 is
too extensive to discuss them all separately here. The same process was used
to organize the discussion for this chapter as was applied in Chapters 3 and 4.
The discussion is arranged according to 5 major themes embedded in and
represented by the principles listed in Table 1.3. They are universal literacy.
scholarly truth, equity and excellence, developmental appropriateness, and
teaching the whole child.
Universal Literacy
Generil Prindples:

Education empowers through
knowledge, morality, consciousness, and activism.
All students should master basic
literacy skills.
Critical-thinking and problem-

solving skills are key components
of quality education.
Education should prepare
students for social responsibility.

Educatkii

With-

reitsso'ditlybli
freedom, sad plaice for ethnically and
culturally different groups.
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General education and multicultural education agree that all students
should be taught the fundamental knowledge and skills needed to function in
an increasingly complex and globally interdependent society. All people need
education to make the best of their membership in the human family, to
exercise responsible conduct in social life, to make good choices, and to
enhance their personal identities. Because the idea of democracy in the United
States is founded upon an intelligent citizenry, "education should be universal,
socially oriented, aimcd at the development of mature judgment, and cognizant of individual differences" (Phenix 1961, 35). Basic litefacy skills are the
building blocks of this universal education.
Although the fundamental intellectual skills commonly referred to as the
"three Rs" are central elements of literacy, educators are now saying that
learning to read, write, and compute is not sufficient anymore for one to be
considered literate. The complexities of contemporary and future life demand
much more. The types of literacies people need to function well will multiply
as society becomes more complex and the aspirations of individuals are
raised. Arthur Combs (1991), the renowned humanistic psychologist, clarified
some of these complexities and how they affect changing conceptions of
literacy. He pointed out that we live in an extremely interdependent society.
This interdependence makes us instantaneously visible and vulnerable to
world audiences and events. Thanks to developments in electronic media,
images of victims of war and famine ten thousand miles away are beamed into
millions of homes in the United States as its citizens engage in their daily
activities, surrounded by peaceful, safe, and secure neighborhoods. When
historical rivalries among warring factions erupt in the Persian Gulf, we feel
the effects immediately in the availability and costs of energy. The collapse of
the Berlin Wall, the decline of the U.S.S.R., the ravages of war in Southeast
Asia, and the economic and political difficulties in Haiti cause shifts in the
ethnic distribution of our population at home. Other changes that have
profound effects on how literacy is defined include the exponential growth of
information, often called "the knowledge explosion"; the phenomenal pace of
technological change; the primacy of "people problems- in the Ilnited States
and the world; and the growing needs of individuals for personal affiliation
and fulfillment in an increasingly MAN.cled, violent, morally corrupt, and
depersonalized society.
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To accommodate these needs, current conceptions of literacy are adding
myriad skills to the basic intellectual operations, including technological,
geographic, scientific, global, religious, cultural, political, computer, economic,
aesthetic, historical, and interpersonal competencies. Permeating all of these
are companion process skills: critical thinking, problem solving, decision
making, values clarification, conflict resolution, and social and political
activism. These literacies are at once universal and particularistic. They are
universal in that their value and utility apply to everyone. However, the
specific forms of various literacies and the functions they serve for individuals,
communities, and nations are as diverse as the historical, political, and cultural
contexts in which they operate (Guthrie and Kirsch 1984).
Even though the list of what comprises literacy is expanding, the nature
of the components remains essentially the same. The emphasis is more on
process skills than factual content. Traditionally these have been understood
within the framework of intellectual and cognitive operations, just as learning
to read is a prerequisite for understanding mathematical propositions, extrapolating factual information from literary passages. comparing different perspectives on historical events, and analyzing scientific data. Now, notions of
literacy are being extended to other areas of operation such as feelings,
values, beliefs, morality, and social actions. Being literate also includes critically assessing knowledge content and sources; clarifying one's values about
social and human rights issues: developing a sense of conscience and ethics as
a guide for balancing commitments to technological and humanistic development; acting upon one's moral convictions to alleviate racial, cultural, social,
and national prejudices, oppressions, and exploitations; and mastering skills of
social and political action to change society and its institutions to be more
egalitarian and accessible to all citizens.
What does multicultural education add to these conceptions of literacy? It
offers specific operational Eameworks for their application, and suggests an
additional dimension or category of literacy. This is ethnic and cultural diversity, which has IN)th content and context functions. A basic premise of
multicultural education is that all students need to acquire more accurate
knowledge about the cultures, histories, contributions, traditions, experiences,
and critkal events of the different ethnic, racial, and social groups which
comprise the Ilnited States. This knowledge constitutes ethnic literacy. It is
12r
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needed to compensate for the paucity of information that most people possess
about their own and others ethnic and cultural groups. Unfortunately, what
many think is ethnic and cultural knowledge consists of stereotypes, distortions, and untruths, Or, at best, partial truths. Lack of accurate information can
lead to racial and ethnic fears and anxieties, as well as distorted levels of
ethnocentricism and cultural biases. These attitudes, in turn, interfere with
com;tructive relationships between people from different ethnic and cultural
groups, and with the establishment of kinship and camaraderie.
These arguments are similar in kind and context to those provided by
advocates of global and human relations literacies. The common implicit
message is that U.S. students are not adequately prepared to he citizens of
either national or global society since they lack the literacy component of
culturally pluralistic knowledge and values.
Like other categories of competence, ethnic and cultural literacy encompasses more than factual information. Attitudes, values, and actions are also
important. Students who are ethnically and culturally literate understand,
respect, and appreciate how cultural diversity permeates their individual and
social lives: they are actively involved in the cultivation and celebration of
cultural diversity as a vital force for enriching future lives: and they exert their
power and leverage in social and political situations to promote equality of
treatment for all groups.
Ethnic and cultural literacy shoukl be a contextualfactor in all other
learnings to which students are exposed. Other essential literacy skills can be
practiced, and their mastery demonstrated, by using culturally different
materials, experiences, examples, and perspectives. Reading. writing, critical
thinking, and problem-solving have no substantive content of their own. They
are intellectua/processes that rdy on some other substantive sources for their

application. People do not "read" reading or use critical thinking to do critical
thinking; instead they apply reading, thinking, and problem-solving skills to
sonic other database. Invariably, these substantive sources derive from the
social settings, cultures, and times in which schools exist. Since cultural
diversity is a definitive feature of U.S. and world cultures, material related to it
is appropriate and vital to use in teaching these process skills. Thus, students
can practice critical thinking by investigating the allocation of economic
resources among ethnic groups in the United States. They can learn vocabu-
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lary, word attack, and inference skills by reading poems, essays, short stories,
and speeches written by individuals from different ethnic, racial, and gender
groups. Mathematical concepts and operations such as proportion, distribution, projections, and percentages can be practiced by using actual information
about ethnic groups' immigration rates, employment trends, settlement locations throughout the country, and e-lrollment patterns in schools, colleges and
universities.

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

Education content and process
should include the
contributions of everyone.
Education should transmit the
cumulative knowledge of
humankind and the national
culture.
Search for truth is a valid
educational goal.
Knowledge is cultural capital.
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Of importance equal to that of universal literacy in conventional U.S.
educational thinking is the idea that all students have a right to knowledge
that is accurate. Many U.S. educators believe that intellectual liberation can be
achieved by knowing "the truth." The basis used to establish this "truth" is the
presumed claim of objectivity and rationality attached to scientific inquiry: If a
statement can be verified with quantitative facts, then it is almost certainly
"absolute truth" because "facts don't lie." Hence, mainstream education assigns
more value and importance to reason than intuition, to cognition than emotion, and to scientific knowledge than aesthetics.
These beliefs are often signified by two common axioms: "The truth shall
set you free" and "Knowledge is power." Individuals who have knowledge
that is, mastery of a body of verijiahk, factsare better able to think for
themselves, critically analyze various interpretations of events, defend their
moral convictions, and make their own decisions without being unduly
influenced or intimidated by others. They are empowered for personal autonomy, and for heightened social responsibility. Phenix (1961) believed that
these skills lead to the improvement of both social democracy and individual
humanity.
Multicultural education dethrones any single source of authority and
Opens the gitteway for knowledge to find expression in many different forms
and sources. It suggests that knowledge and scholarly truth in a culturally
pluralistic society are relative, and socially constructed. Different individuals

and groups have very different notions of what comprises knowledge and
truth; their perceptions reflect their social, cultural, and ethnic experiences. For
example, a government document may present one version of "truth" about
the internment of Japanese-Americans during World War II by giving a numerical analysis of how many and to where individuals from different cities were
relocated. Japanese-Americans who describe life before. during, and after the
internment give an entirely different version of knowledge and truth. Which
one is correct? Mainstream education may say the government report is better
because it is dispassionate and deals only with numbers. But is it really
dispassionate, since it is delivered from the vantage point of a mainstream
cultural value (e.g.. high priority given to cognition and quantifiable sources of
knowledge) and presented in a way that serves a particular historical viewpoint, purpose, and audience? Multicultural education endorses the validity of
#413
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both in that the Japanese-American and traditional historical accounts provide
different perspectives on the same event. It also supports the idea that the
Japanese-American perspective is just as legitimate as the government's.
Depending on the purpose and intent, this perspective may be even more
important. The point is that each party is actively engaged in creating knowledge about the same event. While both may he legitimate and valid, they are

also rdatitv.
Multiculturalists suggest that, contrary to the common misconception
held by many educators, truth is never totally objective, absolute, and permanent. Instead, the quest for knowledge and truth is a continuing process, and
a universal feature of humanity. Everyone does it. However, just as there is no
one model American or human being, no single group has a monopoly on
knowledge. and there is no one universal canon of truth that is equally valid
for everyone. Consider how perceptions of events change as new information
and discoveries emerge. For many years, people wrote convincingly about
how enslaved Africans in the U.S. passively appealed to religion for redemption from their fate. Recent analyses of their religious practices and songs now
suggest that they engaged in what Cone (1984) called a "theology of liberatkm. Many of the religious songs were coded messages of resistance and
opposition to Oppression. Phenix (1961. 35-36) reminded us that "knowledge
is never purely objective, nor purely subjective. but a product of object-subject
Knowledge is hypothetical and conditional rather than
relationships.
absolute, in the sense that any true statement is an assertion about what is the
case under certain specified circumstances of observing, experimenting, and
language usage." Therefore, in a genuine search for truth, no prescriptions of
knowledge are used to impose arbitrary limitations on inquiry, inquiry proceeds freely without anv form of coercion, and no obstacles are created to
prevent the truth from being heard. Furthermore, "the many kinds of knowledge and the wide variety of symbolic forms by which it may be expressed
and mediated should be acknowledged and utilized" (Phenix 1961, 42).
Phenix's comments on the nature of knowledge and truth strike a
responsive chord among multiculturalists. 'They suggest that many complex
l'act(ws influence what becomes km)wledge and truth for different individuals
and groups, and how that truth is expressed. Some of these factors are the
actual occurrence, the interpretations attached to the experience, the ethnic
.
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identity, social context, and cultural backgrounds of the interpreters, and their
positions in the economic and political structures of society (Banks, 1993h).
There is no question that slavery existed in the United States, but "truths"
al)out that existence vary greatly. Slave owners, abolitionists, enslaved Africans. nineteenth-century mainstream historians, and African-American social
psychologists all relate different versions of the experience. The medium used
to record and share experiences also influences what is told and how well.
Poetry, personal narrations, fictionalized accounts, interpretative essays,
newspaper reports, and biographical renditions offer different perspectives on
slavery. To a degree, all of them represent both truth and untruth. As students
examine different versions of the "truth" of various critical incidents, events,
and developments in U. S. history, life, and culture, they will begin to experience what some educators (Darder 1991; Giroux 1988, 1992; Shor 1992: Sleeter
1991; Suzuki 1984) mean by knowledge is socially constructed, curriculum
tran,sIbrmation, deconstructim; existing knowletlge paradigms. and Wing
actityly int.oh.ed in the creation of one's own knowledge.
The diversity of knowledge sources, and the corresponding interpretations or truths they generate, must he mack. accessible to students in U.S.
schools as part of teaching them how to live effectively in society and to fully
appreciate the gifts of humankind. This knowledge will help remind them that
"human culture is the product of the struggles of all humanity, not the possession of a single racial or ethnic group" (Hilliard 1991-92, 13). The intent of
having students critically examine these struggles and the knowl-dge they
produce is not to find a single, definitive, absolute truth, but to ensure that all
perspectives central to issues and experiences are examined thoroughly and
thoughtfully. This means that any valid canon of knowledge is inherently
culturally pluralistic. It attests to the power of Hilliard's (1991-92) statement
that the multicultural goal of pluralizing school curricula is not a matter of
using ethnic quotas to lxtlance perspectives, or replacing one cultural standard
of truth with another; instead, it is simply a question of teaching knowledge
with accuracy and validity.
As students continue the struggle to understand the legacy of humankind
and its many sources, they will become active constructors and more thoughtful consumers of knowledge. They will also he more capable of formulating
their own knowledge about ethnic and cultural diversity, and scrutinizing
fr'125
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other claims of truth for their accuracy and validity (Banks 1990). Hence,
understanding the knowledge construction process is a critical form of intellectual, personal, and social power for students, embedded in principles of
teaching and learning for both general and multicultural education.
Equity and Excellence
General hindpkt

Cooperative and collaborative
learning has positive academic
and social effects.
Equity and excellence are
moral imperatives of education.
Self-concepts and acc.4-mic
achievement are interrelated.

4r.

In order for all students to experience educational excellence, there must
be equity of access, resources, content, and processes. Multicultural education
places these notions within the framework of cultural diversity by explaining
that educational programs that do not include cultural pluralism as a central
feature can never be considered excellent. Nor can students from different
ethnic groups and cultural backgrounds have a real chance to achieve educational excellence without equity in the learning system. Implicit in these
beliefs are conceptions of excellence and equity that are much broader than
the conventional focus on academic achievement and equal treatment. Excellence must include all dimensions of learning the cognitive, social. psychological, emotional, interpersonal, moral, and aesthetic. Similarly, equity requires
much more than providing similar treatment to students who differ in significant ways. A case in point is learning styles. Using the same techniques and
procedures to teach students who learn in different ways ensures inequity of
learning opportunities and outcomes.
Thus. both excellence and equity are required if either is to be achieved.
For this relationship to be clearly understood and implemented, some common misconceptions need to be eliminated. Montero-Sieburth (1988) provided
a helpful perspective. She explained that the concept of equity is historically
grounded in the democratic principle of equal education ,for equal participa1244
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tion. Unfortunately, in practice, equity initiatives have been governed by the
assumption of homogeneitythe belief that educational equity can be guaranteed by providing the same kind of education for all students, regardless of
their individual ethnic, racial, or cultural differences. Many educators believe
that if they do not treat all students identically, they are being discriminatory
and inequitable.
Multicultural education challenges both assumptions: that being responsive to individual and cultural differences among students is discrimination,
and that equity is synonymous with sameness. Gay (1988, 328) explained a
more appropriate relationship between equity and excellence for improving
the quality of teaching and learning in a pluralistic setting:
Whereas equity is a methodological input issue, excellence

is an evaluative outcome measure. Excellence finds

expression in common standards and expectations of high

achievement fir all students, and equity translates into
appropriate methodologies and materials according to
specific group and individual characteristics. Excellence
occurs when individual students achieve to the best of

their ability, and equity is accomplished when each

student is provided with learning opportunities that make
high let& achievement possible.
If learners from
.

.

.

diflerent ethnic, social, and cultural groups do not have
access to comparable quality resources, facilities, and
instructional interactions as others who are succeeding in
school, then their chances fbr achieving excellence are
frninimized.

Access to high-quality, high-status knowledge is necessary for educational excellence, but does not guarantee it; nor does the belief that all
student can learn. These are two popular dicta of the most current school
reform and effectiveness movements. Multiculturalists contend that, in practice,
no students can enjoy the best educational opportunities possible or learn as
well as they might, unless all learning experiences are comparablenot
identicalin quality and kind. Since all children do not learn in the same
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ways. they cannot learn to the best of their ability if they are treated identically
in the instructional process. How students learn, as well as what they learn,
are functions of their ethnic identity, social class, and cultural backgrounds.
Teacher attitudes, expectations, and competence, instructional materials and
techniques, and school and classroom climates also affect what kind of
learning experiences students from various ethnic and cultural backgrounds
receive. All of these are critical factors in providing educational equity and
excellence for all students.
The essence of instructional equity is the use of comparable but diverse
strategies to accomplish common achievement outcomes for culturally different students. "The emphasis is on quality status, significance of learning
opportunities, and equivalency of effect potential (having similar likelihood of
producing similar kinds of results). Since these will vary by circumstance.
purpose. group. and individual, the best way to achieve comparability of
learning opportunities is to differentiate among them according to the characteristics of the students for whom they are intended- (Gay 1988. 329). The
roles of A. Philip Randolph in organizing the Brotherhood of Sleeping Car
Porters. Cesar Chavez in forming the United Farmers Workers Organization,
and Samuel Gompers in creating the American Federation of Labor are
comparable examples of the leadership of an African-American, a MexicanAmerican, and a European-American, respectively, in the labor union movement. The message here is similar in intent and technique to that of some civic
leaders whose motto is "by any means necessary- to eliminate inequities in
social, political, and economic opportunities. Another symbolic summary of
these instructional priorities is Asante's (1991-92) notion that achieving
plurality without hierarchy is both the means and ends of incorporating
cultural diversity in all components of the educational process. That is, teaching students that many different ethnic and cultural groups have made valulife and that major issues an(l events
able contributions to the shaping of
in society are better understood when analyzed from many different perspectives.

If educators are to pro\ ide comparable learning opp()rtunities for
culturally different students, they need to understand specific cultural characteristics of ethnic, racial, and social groups, and lu)w culture shapes the
behaviors of teachers and students in learning situations. Instructional strate-
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gies should then be designed to reflect and complement these styles and
preferences (Garcia 1982: Gay 1988; Hale-Benson 1986; Shade 1989). This
does not mean that teachers should know everything about every ethnic
group. Such an expectation is unreasonable and impossible. But, teachers do
need an understanding of key cultural traits and core values of major ethnic
groups in the United States. They also need to know (1) how to recognize
cultural differences in their students; (2) how to ask informative questions
about cultural diversity: (3) how to involve students actively in the process of
accumulating useful cultural information about different groups: and CO how
and why diverse techniques such as individual competition, cooperative
groups, visual learning, peer tutoring, and participatory learning are needed to
ensure that students who learn in different ways have comparable opportunities to master learning tasks. By providing more options for how students can
approach learning tasks, none will be unduly advantaged or disadvantaged in
the procedural aspects of learning. This point is crucial in making provisions
for educational excellence.
A growing body of educational research and scholarship (see, for
example. Boykin 1986: Kochman 1981: Shade 1989: Spindler 1987; and
Cazden. John. and Hymes 1985) suggests that some of the more serious
problems students of color have with academic achievement are matters of
mismatches in the procedures of teaching and learning rather than lack of
intellectual ability, interest, or motivation. These observations led Holliday
(198i) to conclude that competence in, and successful adaptation to. the social
and procedural rules of schooling are prerequisites for academic success. if
students violate the rules of turn-taking in the classroom, they have less
opportunity to participate in the content of teaching and learning. Some
children are denied the chance to read, or contribute their ideas to a discussion, because they do not raise their hand or wait to he called on. Raising the
hand is a managenzent or procedural rule. while reading and contributing
ideas to) discussions are suhstantive components of teaching and learning.
Other more subtle 1)ehavio)rs, such as personal hygiene habits, nonverbal
communication nuances, and dialects and accents have as much, if not more.
effect on the kind of opportunities offered students from various Ihnic and
cultural hackgiounds to participate in instnictional interactions in the classroom. Therefore, providing educational equity and excellence for culturally
129
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pluralistic students has substantive, procedural, instructional, environmental,
and interactional components (Montero-Sieburth 1988). They, like other
dimensions of multicultural education, require comprehensive, holistic, and
systemic institu/ tional and individual reform. As Montero-Sieburth (1988, 131)
cautions, "In analyzing how equity is achieved it is crucial that we consider
multiple factors and their interactive power to create positive learning opportunities."
Developmental Appropriateness
General Prindpiet

Continuity across learning
experiences improves
achievement levels.
Child-centered learning is most
effective.

Education strategies should be
compatible with the readiness
levels of students.
Intrinsic motivation leads to
greater learning.

Sakai ,sigidbiatiOn for

culdire4oeelfic.

Closely related to the idea of making educational opportunities equitable
and excellent for all students is the principle that students learn better when
instructional tasks and techniques are appropriate for their ability levels and
learning styles. This is called the deeekpmental appropriateness of teaching
and learning. It is one of the key conditions or criteria of educational equity.
This principle of learning yield.; several implications for analysis and
practice, including readiness. continuity. compatibility, pacing, and retMity. In
theory, it means that all components of the content, context, and process of
learning are determined by, and in agreement with, the profile of individual
learners. It is another way of conceptualizing the idea that the child is the
beginning, center, and end of all instructional clecisicnis and actions. In
practice, educators tend to use group patterns and developmental tiend,ind
depend most heavily on intellectual development to guide instiuctional
planning and practice.
Multicultural educaticm is based on the belief that under,taixling both
1304
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the individual and cultural characteristics of students is essential to making
educational practices more developmentally appropriate for all students. This
notion was developed further by Brembeck and Hill (1973) in their explanations of the relationship between culture and learning. They contended that
cultural characteristics are (1) as much a part of individuals' personal endowments and learning potentials as are psychological characteristics; (2) persistent and continuous over time; and (3) as available for and significant to the
improvement of teaching and learning as psychological traits.
Readiness for learning is one of the most common criteria educators use
to determine the developmental appropriateness of instruction. It can be
defined as the psycho-emotional disposition and ability of individuals that
make them receptive to learning. It is based on the assumption that effective
learning requires educational experiences to be closely aligned with the
developmental sequences and levels of growth in individuals.
Two ideas are particularly significant for designing instructional programs
and practices to match the readiness levels of students: (1) the development
process becomes increasingly more complex across the life span of the
school-age years, and (2) the various aspects df development (physical, social,
emotional, intellectual, moral, cultural) are closely interrelated. These ideas
suggest that teaching and learning should increase in complexity and sophistication as the school years advance, to parallel the natural order of human
development. Learning should proceed sequentially from simple to complex,
from concrete to abstract, from present to past, from self-centered to othercentered, from the tangible and tactile to the hypothetical and ideational, from
acquiring information to critically analyzing its sources. purposes, and validity.
A good illustration of these orientations is the cognitive Taxonomy of Educational Objectives (Bloom, Engelhart, Furst, Hill, and Krathwohl 1956). It
organizes intellectual skills in a increasingly complex and sophisticated
sequence, starting with knowledge and progressing through comprehension,
application, analysis, synthesis, and evaluation. These perceptions of how to
sequence teaching and learning reflect the linear emphasis of mainstream
cultural values and rules about how to organize human interactions, and are
not sensitive to the research that suggests that many ethnic and cultural groups
do ii t ascribe to the same values, rules, and priorities.
1;nfortunately. many educators cc mtinue to rely heavily up(in either
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mental indicators, as measured by Piaget's stages of intellectual development,
or physical levels of motor skills development, to determine students' readiness for learning. They believe that students who are in the formal operations
phase of the Piagetian model are more capable of sophisticated and abstract

learning than those in the sensorimotor and concrete stages. Such students are
ready to engage in problem solving using hypothetical situations; to empathize
with the situations and circumstances of others outside their immediate
environment; to apply ethical standards in governing behavior; and to use
higher-order thinking skills such as analysis, synthesis, and evaluation. The
content of different subjects is organized in a similar pattern. Percentages,
ratios, and pre-algebra can be taught in seventh-grade mathematics because
the basic operations of adding, subtracting, dividing, and multiplying have
been mastered in the lower grades. Students can he expected to write wellcrafted compositions only after they have learned the basic rules of grammar.
Some recent pedagogical developments suggest that we may be moving away
from strict adherence to linear patterns of teaching and learning. These
include instructional techniques such as reading and writing across the curriculum, whole language learning, integrated curriculum. interdisciplinary team
teaching, and cooperative learning.
Overreliance on any single dimension of development to assess readiness for learning is too narrow a basis for making crucial instructional decisions that shape students entire learning careers. It is also in direct contradiction to the diversity inherent in the human condition, and the cultural socialization of students in the Ilnited States. Taba (1962. 95) explained why:
development is contingent on another
If each avect of
a pmper prediction qf what a student can or cannot do
.

.

should not he made without examining all lof its1 signifi7he evidence on interrelationship
(wrong the selvral aspects qf growth also suggests that each

cant dimensions

individual brings to each learnbu; situation a dyierenti«led combination qicapacilies and abilities. each at a
particular let& of maturity. 'This would indicate that
readiness to learn is determined by such a constellation

rather than hi any sin,qle individual litclor Diagnosis.
1.
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then, should attempt to describe these constellations (y'
developmental patterns and the factors affecting them.

Multiculturalists agree wholeheartedly with Taba's conception of readiness for learning and its application in teaching culturally different students.
They consider readiness to be the intellectual and psychosocial predisposition
of students to receive, process, and understand learning stimuli. Intellectual
ability provides the rudimentary potential for being receptive to and capable
of learning. Whether and how this is actualized in behavior is affected by a
combination of personal, cultural, and situational factors. Significant among
these are teacher attitudes and expectations, the nature of the school nd
community climates in which learning occurs, the relevance and interest
appeal of the materials and resources used in teaching. and the overall feeling
of well-being of students. All of these, in turn, are influenced by ethnic and
racial identity, social class, and cultural conditioning (Cazden. John, and
Hymes 1985: Garcia 1982: Nieto 1992).
Several examples illustrate how issues specific to cultural diversity affect
the learning readiness of students. First, many students from different ethnic
groups, social classes, and cultural backgrounds feel alienated, discriminated
against, and insignificant in schools. These feelings cut across gender. achievement levels, and school settings. In other words, it is not only poor students of
color living in large cities and failing in school who have these feelings.
Achieving, middle-class European-American students living in suburban
communities do not find school very exciting, supportive, and embracing
either. In his extensive study, /1 Place Oilled School, John Goodlad (1984)
provided a graphic and chilling account of what life is like in most schools,
substantiating students perceptions. These feelings are not conducive to highlevel academic performance. even though students may he very capable
intellectually. Similarly, instructional materials that ignore or demean certain
ethnic grtmps and cultural traditions can become impenetrable obstacles to
learning ft)r students from those backgrounds. Developmentally appropriate
instnictional practices reduce the likelihood of these situations occurring
because they incorpt wate knowledge ahout and sensitivity to factors of race.
ethnicity, social class, and culture, and Iio they affect learning behaviors.
Second. classroom practices can he made more responsive to the
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learning readiness levels of culturally different students by matching them with
the stages of ethnic identity development discussed in Chapter 3. Students
who are ashamed or unconscious of their ethnicity have a different level of
readiness for learning about their own and others' cultures from those who are
proild of their ethnic identity. They may resist and reject all classroom efforts
to celebrate cultural diversity. Students who are comfortable with their
ethnicity may be eager, excited, and very willing to share their own, and learn
about others' cultural heritages, traditions, and experiences. These different
stages of ethnic identification should be considered in designing strategies to
teach other skills and subjects such as reading, math, and science, since
positive self-concept, cultural consciousness, and level of ethnic identity
correlate positively with academic efforts and achievement (Phinney and
Traver 1988: Streitmatter 1989).

A third readiness question concerns what and how to teach students
about issues central to multicultural education. For example, all proponents
agree that racism is a crucial issue that needs to be addressed in all
multicultural education programs. But how i it possible to teach about racism
in ways that are appropriate and authentic for first-graders, as well as fifth-,
tenth-, and twelfth-graders? How can constructive teaching and learning about
racism proceed without drifting into "White bashing" and "guilt tripping"?
General education would look primarily at the intellectual maturity of students
to answer these questions. Multicultural education says this is not enough to
adequately determine students readiness for dealing with racism. Other
significant factors must be considered as we'l, such as the racial and ethnic
composition of the classroom, the students' prior experiences with racism, the
kinds of racist practices to which their ethnic groups have been subjected, the
racial climate of the school and classroom, and the level of teacher competence and confidence.
A fourth prominent theme in multicultural education is the need to
provide students with a variety of different ethnic and cultural role models.
The choice of likely candidates to serve this function should he influenced by
the students' intellectual levels, emotional, social, cultural consciousness, and
ethnic identity development. The same individuals who captivate third-grade
Latinos may be rejected by seventh- ot eleventh-graders. Students who are
caught in the midst of clarifying their ethnic identity may find those who are
rWI
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not members of their own ethnic groupor members who seem to interact
too closely with ethnic othersunacceptable as role models. A proponent of
integration may he perceived as a "sell-out" to his or her own group. To other
students, these types of individuals are prototypes of the most desirable values
and behaviors in a culturally pluralistic society. Hence. African-Americans who
are just beginning to come to terms with their ethnicity may eagerly welcome
Malcolm X as a role model but reject Booker T. Washington. Those who have
completed the process may accept both, as well as individuals from other
cultural groups. The discussion of stages of human growth and ethnic identity
development in Chapter 3 explain some reasons for variations in reactions to
instructional methods and materials.
A fifth readiness question deals with the institutional climate of schools
and classrooms. Multicultural educators believe that programs and practices
related to cultural pluralism should be compatible with the environmental
context in which students live and learn. As with individuals, the readiness
levels or receptivity of schools and communities for multicultural education
vary. Programs for and about cultural diversity should be responsive to this
variance. In schools where there is a lot of interracial hostility, focus on
prejudice reduction may be far more appropriate than concentration on crosscultural interactions. Schools and neighborhoods where ethnic and racial
diversity is a new occurrence may benefit more from basic knowledge of
cultural characteristics and artifacts, and ethnic myths and stereotypes, than
from trying to achieve empathy from students for victims of cultural and racial
oppression. Sclmols with a single ethnic group of color (such as AfricanAmericans. Asian-Americans, or Latinos) will require different strategies to
teach common multicultural issues from schools with mostly EuropeanAmerican students or multiracial populations. The intent of these different
instructional emphases is to accommodate different developmental levels of
schools and classrooms, not to suggest that multicultural educatkm is inure or
less important fm some students and institutional settings than others.
Several multiculturalists (Baker 1983; Banks 1993a; Baptiste 1986;
Bennett 1990; Gibson 1976; Nieto 1992; Sleeter and Grant 1988) have designed
models that can he helpful in matching appropriate multicultural curricular
and instructk mai practices to the developnlental readiness levels of students,
teachers, and schools. Typically. the models progress from supplementing
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regular course content, lessons, and units with ethnic contributions; to infusing
cultural diversity into all parts of curriculum and instruction; to transforming
the structures of the entire educational enterprise to reflect cultural pluralism;
to developing social consciousness, moral convictions, and political action
skills needed to promote equality, freedom, and justice in schools and society.
C'ontinuity is another significant condition of developmentally appropriate instruction. It is endorsed by both general education and multicultural
education, and means that instructional strategies and learning experiences
that build upon the knowledge bases, learning styles, and frames of reference
of students are likely to be more effective than those that abruptly introduce
change. This idea is expressed by educators when they declare that the
teaching process should "start where children are" and expand their horizons
afterwards. Many multicultural education beliefs parallel this philosophy. One
is the idea that students should be affirmed and validated in their own cultural
frames of reference before they are e-zpected to engage in cultural reform.
Another belief is that students should be taught how to shill from one cultural
style of operating to others to fit situational needs, as part of the skills required
for school success and living in a culturally pluralistic society (Holliday 1985;
Shade 1989). Gay (1993) suggested a third multicultural education interpretation of establishing continuity in learning"building cultural bridges" between
the different styles of learning. behaving, valuing, relating. and communicating
that students encounter at home and at school.
Long before multicultural education became a prominent issue, Taba
(1962) analyzed why continuity between the home and school is so important
to students' success. She observed that the rules, expectations, and procedures
required to succeed in school constitute a whole new value system and modus
operemdi tOr students from cultural groups different from those that set the
norms in schools. Conflicts Olen result, with negative effects on academic

achievement. They are compounded by social class, race, ethnic, and language
differences, by the failure of 56001 programs to bridge these cultural gaps, by
curriculum content that has little practical meaning to the lives of some
students, and by instructional techniques that do not reflect the ways students
are accustomed to learning in their home cultures. Consequently, for many
students:
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The school itself is a contributing agent to some of the
difficulties in learning. It creates nonlearners by systematically alienating a substantial portion of . youth, not
all of whom are individuals of inferior ability. . Since
there is no scientific reason lbr assuming . that talent Lc
more scarce among lower-class and minority groups, the
axplanation of diffrrences in achievement and the
functioning qf learning ability among these groups nnist
be found in the conflict between the content of social
.

.

.

.

.

.

learning and the content of the curriculum, and in the
discrepancies between the motivational devices that the
school uses and the actual motivation. . . It seems, then,
that it is important for educators to consider the conflicts
and discontinuities involved in adjustment to school
Modification of curricula and of methods to
culture
help close the gap between social learning and the school
culture might he the key to opening avenues to learning
for many more students (Taba 1962, 146-17).
.

This line of analysis continues in multicultural education. Examples were
provided by Holliday (1985), Irvine (1990), McDermott (1987), Nieto (1992),
and Shade and New (1993), who noted that major communication and interaction barriers can exist between some culturally diverse students and their
teachers. These are caused by differing expectations about acceptable behavior. social decorum, procedural rules, and communication cf mtent. fc)rm. and
style. These discrepancies have negative effects on learning motivatkm, efforts,
and outcomes. To reverse these trends and improve academic success for
greater numbers of culturally diverse students, teachers should foster classroom climates and use instructional techniques that Ilicilitate a wide variety of
relational. communication. thinking, and learning styles.
Two strategies emerge from multicultural education theory for creating
cultural bridges and c(mtinuity in learning and f(n. making the educatkmal
process more inviting for culturally diverse students. They are matching
teaching styles with culturally different learning styles, and promoting cultural
context teaching. Paulo Freire's (1992) Pedagwy cf the Opprecsed. which
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resulted from his work with impoverished Brazilians, is often quoted in
support of these ideas. The philosophy and research of King and Wilson
(1990), Ladson-Billings and Henry (1990), Foster (1989), and Shade (1989)
provide additional support for culturally relevant approaches to teaching, or
anchoring the instructional process in the students own cultural and experiential backgrounds.
Essentially, these teaching strategies use the contributions, experiences,
and perspectives of diverse groups to make learning more relevant and valid.
For students who incline toward kinesthetic learning, teachers should center
much of the instruction in motion and movement activities. Individuals from
cultural backgrounds that give high priority to group and communal efforts in
task performance may perform better in cooperative and collaborative learning
formats. Learning activities grounded in social issues, affective experiences,
and participatoly and discovery learning are a better match tbr students from
cultures that place a high value on interpersonal relations and demonstrating
abilities in performance behaviors.
In order to match instructional and learning styles. teachers must he
familiar with the preferred learning modalities of individual students, and
understand how these are affected by culture and ethnicity. Barbe and
Swassing (1979) provided helpful descriptions of learning modalities (verbal.
visual, auditory, tactile, kinesthetic) and the kinds of instructional strategies
most appropriate for each, but these are not culturally specific. Multicultural
education suggests ways these general learning preferences can and should be
translated to apply to different cultural groups. This is necessary because
culture and ethnicity have a strong impact on shaping learning styles. Therefore, teachers must understand cultural characteristics of different ethnic,
racial, and social groups so they can develop instructional practices that are
more responsive to cultural pluralism. Cultural characteristics of particular
significance in this undertaking are communication styles, thinking styles,
alue systems, socialization priicesses, relational patterns, and perfcirmance
styles (Bennett 1990; I lale-Benson 1986: Shade 1989; Shade and New 1993).
Throughout the process of niziking educatkmal programs and practices
more devekipmentally appnipriate by matching teaching and learning styles,
teachers should keep in mind four points:
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1.

Learning styles are multidimensional, fluid, individually and culturally
determined, and, to some degree, situational.
2. Gender may have a significant influence on learning styles. Research
suggests that males and females. within and across ethnic and cultural
groups, have some unique learning style characteristics (Gilligan 1982;
Halpern 1986).
3. In addition to the perceptual orientation described by Barbe and
Swassing (1979), other key components of learning styles are environmental setting, substantive content, motivation. procedural preferences, and interpersonal qualities.
4. Some of the learning style components are stable across time and
context, while others vary greatly. Once basic learning patterns are
established they tend to prevail thereafter as the primary points of
rcy'rence and central tendencies for processing information, thinking,
and problem solving. Students enter into the learning process through
their preferred styles. hut they do not always operate exclusively in a
single lc
styic (Kochman 1981; Shade 1989). It is also possible
for stuclents ;t) kar. how to operate effectively in different learning
stylesthat tti. how to -style shift.Most assuredly, matching teaching styles with culturally different learning
styles otTers many promising opportunities for establishing cultural continuity
and developmental appropriateness in the instructional process, thereby
improving learning for diverse students. These may be achieved by modifying
how students are organized lOr learning, and the relationships between
students and teachers, as well as by changing the c(mtent of instruction and
the ways in which performance is evaluated. Ramirez and Castafieda (197,1).
Shade (198) ), !hale-Benson (1986). Kochman (1981), and Cazden, John, and
I lymes (1985) provided more extensive descriptions of the learning styles of
different ethnic and cultural groups. These are valuable resources to assist
teachers in adapting their instructional ctyles to better acconunodaie and
incorporate cultural diversity.
Classroom instruction can be further culturally contextualized by using a
variet of culturally pluralistic examples. scenarios, and vignettes for learners
to practice and (kmionstrale mastery of concepts. lads, and skills. Novels
r-
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written by individuals from different ethnic and cultural groups can be used to
illustrate the mechanics of fiction writing such as plot, setting, character
development, theme, and climax. Ethnic-group, social-class, and gender
vernacular can be used to illustrate the concept of "voice" and contextual
meanings. Economic principles of supply and demand can be demonstrated
with data about patterns of ethnic employment and consumerism. The point
of these suggestions is that culture is a powerful screen through which abstract
phenomena and new learning experiences can be filtered to make them more
meaningful to different students. This is the essence of cultural context
teaching. It is a valuable tool for improving academic achievement and for
demonstrating the reciprocal relationship between educational quality, equity,
and excellence.
Teaching the Whole Child
General Prindples:

Education should expand the
horizons of all children.
Education should maximize the
individual potential of students.

The abilities of students should
be measured against their own
standards.

Mt kaki Tualatin
Students should be taught cultural
style-shifting skills:

Educationsl prograini and practices should be sensitive to how
culture arid ethnicity influence the
academic, social, and
psychological potential of students.
Educators should understand that
many individual competencies and
skills are culturally contextual and
situationally specific.

Another principle of general and imilticultural education that is closely
omilected to achieving educational excellence and developmental appropriateness is teaching the whole child. This principle is based on the belief that
true education encompasses more than developing the intellectual ability of
students. Good, high-quality education is a holistic process in that knowledge,
attitudes. values, morality, ethics, and actions are developed simultaneously.
This is true for both personal guiwth and social development, especially
ithin the philosophy of democratic citizenship and inch\ idual self-actualization.

-
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Whether we realize it or not, most learning activities involve the student
at multiple levels. A rather simple drill on geographic concepts, a minor
chemical experiment. and a short. straightforward. reflective, free-writing
assignment are not as isolated and fragmented as they may first appear. What
seem like simple cognitive tasks are emotionally, psychologically, and culturally engaging as well. They involve positive and negative reactions to the
teacher's expectations and instructional styles, the attitudes of other students in
the classroom, social memories, aesthetic values. and ethhic and cultural
identity. "In this sense learning concerns the whole person and results in an
entire reorganization of the individual's pattern of behavior" (Thorpe and
Schmuller 1954, 461).
Foshay (197-S) identified six essential dimensions of the human condition

that must he nurtured routinely in the educational process if educators are to
teach the whole child. These are the intellectual, the physical, the aesthetic,
the spiritual, the emotional, and the social. Other variations of this idea were
discussed earlier in relation to the principles of human growth and development and the interaction between individual and social development. More
contemporary interpretations appear as proposals for integrated curriculum.
where content and concepts from different subject areas are taught in conjunction so that learning becomes a unified, rather than a fragmented. experience.
The importance of teaching the whole child is summed by the belief
that developing any single aspect of a student's capabilities succeeds to the
degree that all others are cultivated. Cultivating some and ignoring others
creates an imbalance that contradicts the imperative of maximizing human
IN ent ia . For example. emotional blocks can prevent learning as effectively as
lack of mental ability, just as a sense of psychological well-being can enhance
academic performance.
Multicultural education helps classroom teachers and school administrators understand what teaching the whole child means for culturally dilkrent
students. Whereas Dewey saw the chikl as the beginning, center, and end of
all educational decision making, multiculturalists suggest that children must
always be centered in their culture and ethnicity to find both their individuality
and their human on .versalitv. Educati(mal pn)grams and instructicinal practices
designed for them must be similarly grounded. African-American, AsianAmerican. Latino, European-American. and Native American students can
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never maximize their human potential if the cultural and ethnic components of
their humanity are ignored in the educational process (Asante 1991-92; Garcia
1982). In addition to being of major importance as separate factors, these
variables permeate all other aspects of the human conditionintellectual,
social, psychological, physical, moral, ethical, or aesthetic. The goal of creating
a "safe" environment in schools, where all children can learn, is unattainable
without addressing culwral and ethnic factors. Ensuring that every child leaves
school haying mastered basic literacy skills cannot be accomplished without
simultaneously attending to their cultural consciousness, moral character, and
ethnic identity.
The commitment to teaching the whole child is embedded in all principles, concepts, and strategies of multicultural education. However. it is
transmitted especially through the ideas of infusion and systemic cbame.
Proponents of multicultural education contend that because cultural pluralism
is holistic in that it characterizes all dimensions of the human condition.
changes in educational programs and practices designed to respond to this
diversity also must he systemic and permsire. All parts of the schooling
process must be culturally pluralizedpolicy mandates: formal and informal
curricula: instructional methods and materials: institutional climate, values,
symbols, and ethos; administrative leadership: counseling and guidance; and
diagnosis of needs and performance assessment (Banks and Banks 1993:
Bennett 1990: Ilernandez 1989: Nieto 1992).
These changes are too comprehensive and multidimensional to be the
responsibility of only one or a few aspects of the educational enterprise.
Sometimes the affirmation and celehratkm of cultural diversity can be
achieved more effectively through changes in teacher attitudes, expectations.
and instructk mai styles than thn)ugh modifications to curriculum content.
Factual knowledge about ethnic and cultural differences can be transmitted
thn)ugh the formal curriculum, as well as through school assemblies, ceremonks, and celebrations, and symbolic imagery such as school mottoes, insignia.
embkins. and awards. This concept is similar in meaning to the Aftican
proverb, "II takes an entire village to raise a chikl.- It can he modifkd for our
purposes to read. -It takes the whole school to teach multicultural education,
and c\ cry dimension of the student must he
ted for it to be most effective.142'
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Teaching the whole child also requires that the educational process be
persistent in its culturally pluralistic commitments and actions. This is not an
issue to be set apart from other educational functions, or relegated to special
occasions and events. Instead, it must be a regular feature of the daily. routine
operations of the educational process. Once multiculturalism becomes this
pervasive in the schooling enterprise, the whole person of culturally different
students is being taught through the school climate in which they live and
learn, as well as through the various content and procedures used within and
across the educational enterprise.
Educators must understand diverse cultures, social backgrounds: and
ethnic identities, and teach to them as well as through them if they are to be
successful in teaching the "whole person- of culturally diverse children. In
other words, effective instruct:onal programs employ a three-pronged approach: ( I) they originate out of an understanding of how cultural traditions
and experiences shape the learning potential of individuals; (2) their content
and structures are determined by individual culturally different students'
needs, interests, and styles: and (3) their purpose. focus, and goals are directed toward developing greater knowledge, appreciation, and acceptance of
the value and vitality of cultural pluralism for all individuals. Nothing short of
this unity of content. technique. intent, and context will ensure all students
their incontestable educational rights as citizens of a democratic society and
the human familythat is, educational equality, equity. and excellence.
Reflections and Applications
The crisis of academic achievement fOr students of' color in the Ilnited
States continues largely unabated. Despite some nominal signs of improved
sc()rt..s on recent standardized test measures, the long-established pattern of
dispn)p()rt icmate academic achievement of European-Americans. Native
Americans, l.atinos, African-Americans, and Asian-Americans prevails. As
individuals and groups of students move progressively away from being
economically advantaged and Eurocent tic. their perf()rmance rates plunuriet.
And this is only one type of achievement indicator. Others, such as psychok)gical, s()cial, emoti(mal, and aesthetic well-being, may be even w(wse. A

major factor contributing to these problems is the continuing dependency of
educators on one type of teaching to facilitate and assess the achievement of
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students who are culturally different. This practice violates virtually every
principle of teaching in both general education and multicultural education.
Both general and multicultural education perspectives on the educational
process emphasize principles of diversity, contextuality. developmental
appropriateness, flexibility, comprehensiveness, and cultural consciousness as
conditions for determining the content and quality of teaching and learning.
These apply to diagnosing students' needs, selecting content and instructional
strategies. providing climates for learning, and assessing learning efforts and
achievement. The intentions embedded in and transmitted through these
principles constitute what some educators have called "a pedagogy of and for
difference- (Giroux 1992; Giroux and McLaren 1989). it means understanding
the many different factors that influence how students' identities, values, and
abilities are constructed, how these insights are used to devekT and implement a wide variety of corresponding instructional strategies, and how goals
and outcomes of education are defined to serve multiple purposes. Out of this
diversity comes a new standard of educational excellence, individual selfactualization, social development, democratic citizenship. and human dignity.
Cultural pluralism amplifies the interdependence and reciprocity among
different ethnic, social, and racial groups, cultures, experiencesind contributions.

The other significant message to emerge from this chapter is that educational effectiveness and excellence for diverse students are contingent upon
the developmental appropriateness and cultural contextuality of educational
programs and practices. Because the factors that determine the learning
readiness of students, the nature of scholarly truth, the equity and excellence
of educational opportunities, and what is "the whole child- are multifaceted
and culturally pluralistic, sclu)ol programs and practices designed to respond
to them must also be highly diversified. This is the only way that diverse
students can he assured access to equitable opportunities so that they can
achieve educational excellence. Therefore, multicultural education is a relevance and validity tool. bridge, filter, or conduit frit- translating general
principles of teaching and learning into a framework to better understand how
classroom practices can he modified to better serve the needs of students from
many different racial, ethnic, social, and cultural backgrounds.
Now that you have finished reading this chapter, allow yourself sonie
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time to reflect on the ideas presented. Four activities are suggested that may
help you to further clarify the principles of teaching and learning discussed in
this chapter. Try some of these in your classrooms and schools with your
students and colleagues.
1.

2.

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

time, perhaps one or two weeks. In your entries, focus on what you
do, when you do it, and how you "teach the whole child." At the end
of the observation period, critically analyze your journal entries to
determine how your instructional behaviors are distributed across the
six dimensions of the human conditions suggested by Foshay, and the
extent to which they are responsive to cultural diversity. If there is
little cultural sensitivity, develop some ideas to modify your teaching
style to correct for this. Select a few of these ideas and make a
personal contract with yourself to make these changes. Include within
your contract some criteria for how you will assess the quality of your
change eftOrts.

I lave your students read several different ethnic groups' accounts of a
common event or incident. For example. they may read a female,
Mexican-American, Native American. and Chinese-American interpretation of U.S. culture. Or they might interview difkrent ethnic students, asking. "What is life like in lyour schooll?" Then ask your
students to decide whose version is the "truth," and explain the
reasons for their decisions. Explore further with the students to see
litm. their own ethnic identities, cultural backgrounds, and other
factors contribute to their decisions about what is truth.
4. Analyze the instructional materials you use as the "core resources" in
your teaching to determine the degree of their ethnic and cultural

3.
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equity. To complete this task, first develop or select a set of criteria for
achieving "Cultural and Ethnic Equity in Instructional Materials," based
on the ideas discussed in this chapter. Additional criteria can be
obtained by writing to:
Guidelines for Selecting Bias-Free Textbooks and Storybooks
Council on Interracial Books for Children
P.O. Box 1263
New York, NY

10023

Curriculum Guidelines for Multi Cultural Education (1992)
by James A. Banks, Carlos E. Cortes, Geneva Gay, Ricardo L.
Garcia, and Anna Ochoa
National Council for the Social Studies
3501 Newark Street. NW
Washington, D.C. 20016
Then use .our criteria to analyze instructional materials (e.g., textbooks,
films and videos, literature hooks, test materials). Based on your findings,

think of ways these materials can be improved. If no improvenlents are
necessary, identify some specific examples of how these materials model the
different elements of your criteria.

References
2S-31.
Asante. M. K. 1991-92. Afrocentric curriculum. Educational leaclershtp
Baker. G. C. 1983. Planning and organizing fOr multicultural instruction. Reading,
Mass.: Addison-Wesley.
Bzmks, J. A. l9()O. Citizenship education for a pluralistic democratic society. Tiw Social
Studies 81(i): 210-1.1.
Banks." A. 1993a. AppRuches to multicultural curricu I UM reform. In .1tuhicultund
education: Issues and perspectives, ed. J. A. Banks and C. A. M. Banks, 195-21
Boston: Allyn and Bacon.
Banks..1. A. 19931). 'Me canon debate, knowkdgc conqtructkin, and multiculniral
education. Educational Researcher 22(5): i-1.1.
Banks.). A.. and C. A. M. Banks, eds. 1993. Multicultuml educ«tion: Issues and
peivectires. Boston: Allyn and Bact»).
Baptiste, It P. 198(). NIulticultural education and urban schools (ruin a sock iltistorical
perspective: Internalizing nuilticulturdlistn. Journal Educational Equity and
leadership ()(,t): 295-312.

146'

r-

Pedagogical Principles

Barbe. \X'. B., and R. H. Swassing. 1979. Teaching through modality strengths: Concepts
and practice. Columbus. Ohio: Zaner-Bloser.

Bennett. C. I. 1990. Comprehensive multicultural education: Theory and practice.
Boston: Allyn and Bacon.
Bloom, B. S., M. T. Engelhart, E. J. Furst, W. H. Hill, and R. R. Krathwohl. 1956.
Taxonomy of* educational objectives, Handbook I, Tbe cognitive domain. New
York: David McKay.
Bowers, C. A.. and D. J. Flinders. 1990. Responsive teaching: An ecological approach to
classroom patterns of language, culture, and thought. New York: Teachers College
Press.

Boykin.-A. W. 1986. The triple quandary and the schooling of Afro-American children.
In Me school achievement of minority children: New perspectives. ed. U. Neisser,
57-92. Hillsdale, N.J.: Lawrence Erlhaum.
Burger, 11. G. 1973. Cultural pluralism and the schools. In Cultural challenges to
education: The influence bf cultural factors in school learning. ed. C. S. Brembeck
and W. H. Hill. Lexington, Mass.: Lexington Books, D.C. Heath and Company.
Cazden, C. B., V. P. John., and D. Hymes. eds. 1985. Functions of language in the
classroom. Prospect Heights, Ill.: Waveland Press.
Combs, A. W. 1991. Me schools we need: New assumptions for educational reform. New
York: Lanham.
Cone, J.11. 1984. For my people: Black theology and the Black church. Maryknoll, N.Y.:

Orkis Books.
Darder, A. 1991. Culture and power in the classroom: A critical fbundation for bicultural education. New York: Bergin and Garvey.
Foshay. A. W. 1975. Essays on curriculum. New York: Teacher'College Press.

Foster, M. 1989. Irs cookin* now: A performance analysis of the speech events of a
black teacher in an urban community college. Language in Society 18(1). 1-29.
Freire, P. 1992 (1970). Pedagogy gl the cppressed. New York: Continuum.
Garcia, R. L. 1982. Teaching in a pluralistic society: Concepts, models. strategies. New
York: Harper and Row.

Gay. G. 1988. Redesigning relevant curricula for diverse learners. Education and Urban
Society 20(4). 327-40.
Gay. G. 1993. Building cultural bridges: A bold proposal for teacher education.
Education and Ilrban Society 25(3): 285-99.
Gibson, M. A. 1976. Approaches to multicultural education in the United States: Some
concepts and assumptions. Anthropology and Education Quarterly 7(4): 7-18.
Gilligan. C. 1982. In a different voice: Psychological theory and women's development.
Cambrklge. Mass.: I larvard Ilniversity Press.
Giroux, 11. A. 1992. Border crossings: Cultural workerv and the politics of education
New York: Routledge.

.

Giroux, IL A. 1988. leachers as intellectuals: Thuvrd a critical pedagogy (f learning.
South I ladley. Mass.: Bergin and Garvey.
Giroux, I I. A., and P. L. McLaren, eds. 1989. Critical pedagogy. the state and cultural
struggle. Albany: State University of New York Press.

1E

-

Chapter 5

Goodlad, J. I. 198.t..-I place called school: Prospects fbr the fliture. New York: McGraw[fill.

Greenbaum, P. E. 1985. Nonverbal differences in communication style between
American Indian and Anglo elementary classrooms. American Mucational
Research journal 22(1): 101-15.
Guthrie, J. T., and I. W. Kirsch. 1984. The emergent perspective on literacy. Phi Della
Kappan (5: 351-55.
Hale-Benson, J. E. 1986. Black children: Their roots. culture, and learning styles.
Baltimore: Johns Ilopkins I 'niversity Press.
flalpern, I). F. 1986. Sex difkrences in cognitive abilities. Ilillsdale. NJ.: Lawrence
Erlbaum.
Hernandez, 11. 1989. Multicultural education: A teacher's guide to content and process.
Columbus, Ohio: Merrill.
Ililliard. A. G. 1991-92. Why we must pluralize the curriculum. Educational Leadership
19: 12-1-1.

Ifolliday. B. G. 1985. niwards a model of teacher-child transacticmal processes affecting
black chiklren's academic achievement. In Beginnings: The social and ajfrclive
develomnent cif black children. ed. M. B. Spencer. G. K. Brookins, and W. R. Allen,
117-30. Hillsdale. N.J.: Lawrence Edbaum.
Irvine, J. J. 1990. Black students and school fitilure: Politics. practices, and prescriptions.
New York: Praeger.
King, J. E.. and T. L. Wilson. 1990. Being the scail-freeing substance: A legacy of Inipe
in Afro humanity. journal of hi/my/lion 172: 9-27.
Kochtnan, T. 1981. Black and white styles in conflict. Chicago: l'niversity of Chicago
Press.
Ladson-Billings. G.. and A. Ilenry. 1990. Blurring the borders: Vciices of African
liberatory pedagogy in the United States and Canada. journal cif Ifilucation 172:
72-88.
McDermott, R. I98-. Achieving school failure: An anthropological approach to illiteracy
and social stratification. In Wiwation and (Whim( process: Anthropological
Waveland Press.
appmaches, ed. G. D. Spindler. 1-3-209. Prospect

Nhintero-Sieburth, NI. 1988. Understanding the tensions between ecluity and quality of
seccindary schooling. Jciurnal of Education 170( 2 t: 122-32.
sociopolilical ontext yl multicultural. education.
Nick), 5. 1992. Affirming diveiNioNew York: I. mgman.
Phenix, P. II. 1%1. Mucation and the comilum wsul. A mond phifiksophy qf the
NcW York : I lamer and Brothers.
Phinney..I. S., and S. Traver. 1988. Ethnic identity search and commitment in Hack and
white eighth graders. Journal if Early Adolescence 8: 205--".
Ramirez, NI , and A. Castaneda. 19-I. Cultural democracy. bit cwnitwe develomnent and
education. New York: Academic Press.
Shack.. B. I , ed. 1989 Ctinttn.. style. and the educative proc ess. Springfield, Ill.: Charles
(:. Thomas

1

"=""
Pedagogkal Prindples

Shade, B J and C A New 1993 Cultural influences on learning Teaching implications In Ifulncultund education Issues and perspectives ed I A Banks and C A
,

M Bank% 317i1 Boston All,n and Bacon
hor, I 1992 Empowering education Crttwal teachingJoi social change ChKago The
mversity of Chicago Press.
Sleeter. C. E., ed. 1991: Empowerment through multicultural education. Albany: State
University of New York Press.

Sleeter. C. E, and C. A. Grant. 1988. Making choices fbr ntulticultand education: Five
approaches to race, class. and gender. Columbus, Ohio: Merrill.
Spindler, G. D., ed. 1987. Education and cultural process: Anthropological approaches.
Prospect Heights. Ill.: Waveland Press.
Streitmatter, J. L. 1989. Identity devek)pment and academic achievement in early
adolescence. Journal Q./Early Adolescence 9: 99-116.
Suzuki, B. II, 1984. Curriculum transformation for multicultural education. Education
and Urban Society 16: 29-I-322.
Thba. II. 1962. Cunlcumunr derelopnwnt: Thew:), and practice. New York: Harcourt.
Brace and Work!.
Thorpe, I,. P., and A. M. Schmuller. 1954. Contemporaty theories of learning with
applications to education and psychology. New York: The Ronald Press.

Epilogue
fr,*

It seems appropriate to end this book the way it began, by placing
multicultural education in the philosophical context and perspective of general
education values and beliefs. Despite the claims of som,' critics, multicultural
education is not un-American or antidemocratic. It is not the dream of irrational extremists bent on destroying the unity of the country and its Europeanbased cultural heritages. Nor is it a set of irresponsible and unsound pedagogical suggestions that reduce education to merely making ethnic minorities feel
good about themselves. Quite the contrary.
Multicultural education is the birthchild of Western ideals about civic and
educational freedom, equality, justice, dignity. and excellence. It was initially
conceived in the civil rights movement of the late 1960s with its emphasis on
removing legal restrictions to the rights and opportunities of individuals from
ethnic and racial groups who have been victims of oppression and exploitation in U.S. society and schools. Civic leaders' efforts in political and social
arenas to extend full rights to all citizens of the nation parallel multicultural
education proponents efforts in schools. In effect, their mission is to use
democratic imperatives as the ideological foundation for changing schooling.
making its structure, content, processes, and practices more egalitarian.
representative, and effective for all children. Thus, in ideology, content.
methodok)gy. intent, and essence, multicultural education is fundamentally an
attempt to democratize the educational enterprise.
It is also a vet-y humanistic and ps)gressive enterprise. Like many
educational innovations that preceded it and others that operate in tandem
witi, it. multicultural education gains its momentum and vision from ethical,
moral, and pedagogical principles deeply ingrained in the fabric of Western
social, political, and educational tlumght. It gives preeminence to the child as
the center of all educational decision making; it extends the concepts of
freedom, equality, and justice to policies. programs, and practices in schools: it
facilitates the personal etnp)werment and self-actualizatkm of students by
affirming their personal and cultural identities: it maximizes students' academic
achievement and enhances their (leveloping sociopolitical action skills; it helps
students acquire the knowledge. attitudes, and values needed to improve the
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quality of individual and communal lives.
As demographics change. reflecting the changes in the ethnic and
cultural diversity of society, the United States is shown to be evolving toward
becoming a microcosnl of the global society. Many of the dynamics that justify
the need for multicultural education are similar to those that undergird global
education, such as growing economic interdependence among culturally
different peoples, tension between cultural democracy and culturaLimperialism, violation of civic and human rights, unequal distribution of rights, privileges, resources, and political power, and the civil right to high-quality education for everyone. For these reasons, many proponents of multicultural
education suggest that it establishes a foundation from which students and
teachers can build citizenship skills for the global village.
Another central theme in multicultural education is the idea that an
interactive, reciprocal relationship exists between the intellectual growth of
individuals and the economir and social development of society. The preeminent responsibility of educational institutions is to serve the needs of their
individual clients and the social systems in which they function. A salient and
undeniable characteristic of these two constituencies in the United States is
pluralismracial, ethnic, cultural, and social. Of necessity then, to he ad-

equatenot to mention to aspire toward excellenceand to fulfill its most
basic functions, education in this country must be multicultural. Within this
context, transmitting the heritage and collective knowledge of the culture, and
socializing youth into their roles, rights, and responsibilities. are functions that
require the inclusion of cultural pluralism in the educational process. This is
necessary in order to achieve educational quality, relevance, representation.
and excellence for all students.
There is x'ery little mystery about multicultural education. It is simply an
effort to improve the quality of education pnwided for all students in all
societies. It advocates that all chiktren. including the poc)r and the middle
class. Ahican-Americans. Native Americans. Latinos, Asian-Americans and
European-Americans, males and females. English and non-English speakers.
recently arrived immigrants and indigenous groups, deserve the very best

education that the nation can providenow and in the future. This is both a
human and a democratic citizenship right. Since education is always filtered
through cultural screens, and since the United States is a culturally pluralistic
15i

I

society, all decisions about the content. process,,and context of teaching and
learning must be multicultural.
It is a fact that culture has a determining influence on all aspects of
human life, including teaching and learning. Because students and teachers
come from many different cultural backgrounds, school practices, if they are
to be based on ethical and pedagogical standards of good teaching, such as
readiness, scholarly truth, relevance, validity, developmental appropriateness,
and teaching the whole child, must be culturally pluralistic. Anything less, in a
significantly and increasingly diverse society like the United States, leads to
unnecessarily strident practices of cultural imposition, discrimination, and
hegemony. Consequently, national ideals of achieving universal literacy,
respecting individual differences, and creating educational excellence for
everyone are unattainable without a companion commitment to cultural and
ethnic equity. Excellence and equity are so closely interwoven and dialectically related that one cannot be achieved without simultaneously attending to
the other.
Therefore, multicultural education is, at its essence, a way to conceptualize and translate principles of gcmd pedagogy. commonly accepted theories of
learning, and conceptions of education for democratic citizenship into programs and practices that are appropriate for the social, political, cultural,
ethnic, and racial realities of the United States. Its value commitment, targets of
change. and intended outcomes are informed by t same libertarian and
democratic principles that govern general education. Both aim to create better
individuals and improve society by making cultural legacies. cultural capital,
and individual potential readily accessible to and feasible for everyone. The
only difference is that multicultural education recognizes and celebrates
specific cultural and ethnic segments of the population, while general education conceives of students in more gk)hal and universal terms. The relationship between these two conception,. of teaching and learning is very complementary. It is similar to other classic relationships, such as those that exist
hetween theory and practice, general and specific, local and universal, meanS
and ends, ideals and realities. Both are necessary to make education successful
for our culturally pluralistic students and society.
All strategies that expedite the achievement of these goals should he
enthusiastically welcomed by educators and the general public alike. Despite
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the controversy, confusion. and misconceptions that surround it. multicultural
education has the potential to improve the quality of educational Opportunities
and outcomes for all students and to better prepare them to become active
agents of social change. committed to refOrming society so that it is more free.
equal, and just for ethnically and culturally diverse individuals and groups. To
speak separately of multicultural education and good education is rapidly
becoming redundant. Within the United States and the world, education that
reflects existing realities and is designed to prepare students for the projected
future must be multicultural. Education that is not multicultural retards the
possibility of both society and individuals reaching their maximal potential oil
all levelsintellectually, socially, politically, economically, morally, ethically,
and aesthetically.
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