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ABSTRACT

A Case Study Approach to the Analysis of Teacher Behavior

During the Implementation of a Multicultural Curriculum

(February 1978)

Susan Schragle, B.A., University of Massachusetts/Ainherst
M.Ed., University of Massachusetts/Amherst

Directed by: Professor Bob 11. Suzuki

Although multicultural education emerged as a field study about

five years ago, it has rapidly developed into a national thrust which

has exciting potentialities for bringing about significant changes and

improvements in American education. However, given its recent vintage,

very little in-depth research in the field has been conducted and vir-

tually none in actual school settings. Consequently, as a logical

fix’St step in this nascent field, the investigation described in this

document was conducted as an exploratory field study in which five

teachers were closely observed for a total of approximately two hundred

hours by a participant observer over a five-month period as they imple-

mented multicultural curriculums in their classrooms. The study

addressed the following major research question: What are the factors

which produce significant changes in a teacher’s behavior and concomi-

tantly increase his/her effectiveness in implementing a multicultural

curriculum?

The research methodology employed In the study was designed to

serve two basic purposes: (1) provide continuous evaluative feedback
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to the teachers from the participant observer, and (2) permit data to

be systematically collected in the field by the participant observer.

An analytic model was developed which delineated the large number of

dependent and independent variables that had to be considered and pro-

vided a systematic framework for observing the implementation process.

In order to focus the study and reduce the variables to a manageable

number, the primary influencing variables (independent variables)

were taken to be: (1) the courses taken by the teachers in an inser-

vice training program, (2) the multicultural approach employed by

each teacher, and (3) the presence of the participant observer. These

variables were assumed to affect the teacher's mental state (knowledge,

values, attitudes, etc.) which, in turn, caused changes in his/her

behavior. It was assumed that most of these behavioral changes could

be assessed by focusing on changes in the following factors (dependent

variables): (1) curriculum content, (2) teaching strategies,

(3) interactions with students, (A) interactions with other teachers

and school personnel, and (5) the physical environment of the class-

room.

The researcher found that the selected independent variables

did produce significant changes in teacher behavior. Moreover, she

was able to delineate the salient qualitative aspects of these variables

that increased a teacher's effectiveness in implementing multicultural

curriculum and those that decreased that effectiveness. Some of the

more significant observations made by the researcher are briefly

described below:
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Most of the teachers attempted to create learning environ-

ments characterized by less teacher control and directive-

ness in the hope of stimulating more independent student

inquiry. However, because some teachers lacked an ade-

quate conceptual framework for multicultural education,

they would often adopt almost unconsciously an authori-

tarian approach to teaching. As the implementation

process progressed, the participant observer gave the

teachers feedback concerning the nature of their teaching

style. Incorporating activities such as simulations,

role playing, panel and group discussions served to

facilitate more open and honest dialogue between the

teachers and students. Many of the discussions dealt

with racism, sexism and other forms of discrimination

as they are manifested inside and outside the classroom.

In addition, during the implementation of the multicul-

tural curriculums, more interaction occurred between mem-

bers of the school environment and the community which

fostered more discussion about different aspects of multi-

cultural education.

Based on these and other observations, a conceptual framework for

multicultural education is forwarded which, it is hoped, will prove to

be more practical and coherent than earlier conceptualizations. This

framework consists of a definition of multicultural education, a

delineation of student goals and objectives based on observed student
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outcomes, and an identification of key teacher competencies and skills.

Furthermore, the observations identified a number of shortcomings in

the existing inservice training program and led the researcher to

advance a number of specific recommendations for improving this pro-

gram.

Finally, since the study was exploratory in nature, it was

expected to delineate areas in which more focused research could be

conducted in future studies. In fact, the study identified several

such areas in which additional qualitative field studies with larger

samples and quantitative verif icational studies of a number of proposed

hypotheses may prove fruitful.
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CHAPTER I

INTRODUCTION

Significant social changes lead to demands for educational

reforms. Multicultural education is an example of one such reform

which has evolved only in the past decade as a result of the demands

for equity of blacks and other minorities, women and, most recently,

white ethnic groups. This had led to the proliferation of various

multicultural education programs of wide-ranging quality. The study

described in the pages to follow was an attempt to begin a more sys-

tematic, indepth investigation of the process of implementation in

this relatively new, rapidly expanding field.

Prior to describing the study itself, some historical perspec-

tives on the development of multicultural education would appear to

be in order. Therefore, this chapter begins by presenting an his-

torical background of the currents which have led to the current

thrust in multicultural education, and is followed by a statement of

the problem, the purpose of the study, the definition of terms,

significance of the study, assumptions, delimitations of the study

and finally an outline of the dissertation.
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Historical Background

A clear perspective on historical antecedents is necessary before

making valid assumptions and decisions about the present and future of

schools. By focusing in on past events and their implications, the

current emphasis on multicultural education becomes visible and under-

standable. For this and other reasons, it is important to review the

following historical currents which have had significant impact on

schools: (1) the massive influx of immigrants during the turn of the

20th century; (2) the reaction against the forces of industrialization,

Americanization and homogenization as articulated by such philosophers

as John Dewey and Horace Kallen; (3) the black and other minority

movements of the sixties; and (4) the more recent quests for recogni-

tion by white ethnic groups and wom.en.

The new awareness of the past decade has recently led to a

reevaluation of the conventional interpretation of the role of school-

ing in the United States by revisionist historians.^ Previously, the

belief was widespread that the schools prepared people for life in a

’’democratic society," in which everyone was given an equal opportunity

to advance up the ladder of success, regardless of their socioeconomic

origins. This traditional perspective has been called the "Great

^Martin Carnoy, Education as Cultural Imperialism (New York:

David McKay, Inc., 1974); Clarence J. Karier, Shaping the America
_
n

Educational States, 1900 to the Present (New York: The Free Press,

1975)- Michael Katz. Class, Bureaucracy, and Schools (New York:

Praeger Publishers, 1971); Joel H. Spring, and the Rise_ol

the Corporate State (Boston: Beacon Press, 1972).
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2School Legend" by Colin Greer.

In marked contrast to this interpretation, the Revisionists argue

that the educational system has long been the ruling elite's institu-

tion for socializing people for work and life in a capitalistic

society. They contend that education has been the tool used by few to

control many. According to their reinterpretation, the schools were

used to train and produce a mass v7orking force of non-rebellious

,

disciplined and punctual individuals to fit into a stratified techno-

logical society.

The school system is ostensibly a meritocracy —grades, not
parental background, determine who goes to higher levels

—

yet factors outside the school are so important in influ-
encing children's school performance, aspiration, and
motivation that social class is still the most important
variable in predicting HOWFAR a person gets to school.
This is no accident. The school system is structured,
through its tests, reward system, and required behavior
patterns, to allow children of an urban bourgeoisie to do
well, and to filter out children of the poor who are not
socialized to function in the highest echelons of a

capitalist economy and bourgeois culture. The school sys-

tem is therefore a mechanism to maintain class structure
in a capitalist society. It provides a legitimate insti-

tution, accepted by all classes in the society (on the

belief that it is genuinely meritocratic) ,
for passing

social position from generation to generation.

^

Simultaneously, parents transmitted the necessary values and

behavioral patterns to their children to perpetuate the meritocratic

system. Thus, while children in the upper class were encouraged to be

creative and independent, children in the lower class vrere brought up

^'Colin Greer, ed. ,
Divided Society; The Ethnic Experience in

America (New York: Basic Books, 1974).

^Carnoy, Education as Cultural Imperialism , pp. 323-324.
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highly disciplined and obedient, and children in the middle class

were reared in a more permissive and lenient atmosphere.

Between 1880 and 1920, almost 25 million immigrants entered this

country, the vast majority coming from Eastern and Southern Europe.^

This mass immigration created severe urban poverty and congestion,

political corruption, and violent labor strife. According to the

revisionists, the emerging elite in industry envisioned the solution

to these problems as the corporate state, mainly because mass indus-

trialization and urbanization not incidently supported the views and

interests of the upper class elite. This industrial elite felt that

control was needed of an increasingly culturally heterogeneous and

unstable population.^

Since education is the primary means of instilling social ideals

and values, it acts as a built-in control mechanism to promote politi-

cal, economic and social stability. It was envisioned that through

socialization in schools people v/ould "adapt" to the hierarchy.

Learning and knowledge was considered secondary to "proper" values and

behavior.^ This socialization process in the schools contributed to

the increasing massif ication of American society.

Eric Fromm and other contemporary writers have attributed this

massif ication to industrialization and the development of bureaucratic/

^Greer, The Great School Legend , p. 4.

^Spring, Education and the Corporate State , p. xi.

^Katz, Class, Bureaucracy and Schools , p. 106.
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technological systems In which power has been increasingly concen-

trated in the hands of a few. They contend that people need to have

some measure of control over their environment. When they are

estranged and disassociated from their political, economic, social

and spiritual powers, frustration, alienation and hostility are the

inevitable outcomes. It is essentially this lack of control which

causes an individual's felt powerlessness .

^

Since massif ication required uniformity, anyone who was not

like everybody, who did not think like everybody, ran the risk of

g
being eliminated. Generally it was felt that everyone would "melt"

or assimilate to white middle-class norms. Milton Gordon has

referred to this ideology of assimilation as Anglo conformity ;
i.e.,

the belief that to obtain the goals of American society. Immigrants

should give up their cultural identity and assume the values and

norms of the dominant group. He also delineated two other ideologies

of assimilation that Influenced public opinion and policy to a lesser

degree. One was the melting pot theory which maintained that the

amalgamation or biological blending of various groups would promote

the socialization of individuals into a new and superior culture.

The other was cultural pluralism which was the concept that

ethnic groups have the right in a democratic society to

^Eric Josephson and Mary Josephson, eds., Man Alonej Alienation

in Modern Society (New York: Dell Publishing Company, 1972),

p. 61.

^Jose Ortega y Gasset, Revolt of the Masses (New York:

W. W. Norton and Company, Inc., 1932), p. 19.
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maintsin th^ir coitununsl idsntity ' 3.nd thsir own "subcultursl

values

.

As Itzkoff asserts, a technological society cannot tolerate

individuals maintaining differing values and cultural concerns.

Since a mass society cannot work under the goals of cultural plural-

ism, the Anglo conformist/melting pot ideologies were promoted. How-

ever, a few philosophers of the early 1900' s questioned the value of

trying to eradicate cultural differences.

One of the leading critics of this policy was John Dewey who was

an exponent of cultural pluralism. He advocated that the role of

society was to instill the practices and values that would make it

possible for an individual to control their surroundings rather than

merely submit to them. For Dewey, the major goal of education was the

creation of a democratic society stressing the importance of the indi-

vidual in a cooperative commonwealth, and, his thesis that democracy

might be equated with a more pluralistic view of the American ideal,

stimulated a more critical examination of the melting pot ide-

1ology

.

Another advocate of cultural pluralism was Horace Fallen, who

argued that democracy gave people the right to retain ethnic and

^Milton M. Gordon, Assimilation in American Life (New York:

Oxford University Press, 1964).

^^Seymour W. Itzkoff, Cultural Pluralism and American Education

(Pennsylvania: International Textbook Company, 1969), p. 33.

11 Ibid., p. 53.
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1 9cultural affiliation and not be ostracized for doing so. He wrote

that "democracy involved, not the elimination of differences, but the

perfection and conservation of differences. ... It involves a give

and take between radically different types, a mutual respect and

13mutual cooperation based on mutual understanding." He questioned

the right of the first immigrants to this land to be the standard

14givers of its culture. "Primacy in time has given them, like the

'first born', primary in status. Much of his early writings react

to the coercive powers of society and the uniformity requirement

imposed on the masses.

But, alas, the philosophical concepts advanced by Dewey, Kallen

and others were stifled by the inexorable forces of the time. The

interests of the masses were directed at the "externals of men,

on what people wore and in what material circumstances they lived and

worked. At the time, the need seemed to lie in breaking down the

special economic and social privileges that separated people rather

16
than in succoring their cultural differences." The Great Depression

and New Deal centered attention on economic survival. World War II

^^Ibid. , p. 57.

^^Horace M. Kallen, Culture and Democracy in the United States^

(New York: Arno Press and the New York Times, 1970), p. 121.

^^Ibid. , p. 98.

^^Ibid., p. 98.

^^Ibid. , p. 59.

^^Itzkoff, Cultural Pluralism and American Edu cation, p. 59.
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further weakened the intensity of the ethnic feeling since "dif-

ferences were patriotically anathema . Finally, the inevitable did

occur. The homogeneous mass society produced psycho— sociological

problems, characterized by neuroses, crime, delinquency, and allena—

19tion." And, the inadequacies of the political system, unemployment

and poor housing were still present. Those people most infringed upon

took notice.

The mid-twentieth century was a turning point for black and

minority people. The 1950' s and 1960's saw black leadership rise to

the forefront of the movement for equality. As unprecedented numbers

20of minorities joined in, it became national in scope.

As an outgrowth of minority group pressures for equal oppor-

tunity, the federal government initiated many programs which were

intended to help minority children reach achievement levels comparable

to their white counterparts. As Baratz and Baratz suggested, these

programs were largely Ineffective because they served as mere bandaid

approaches to "healing society ills." In the hope of equalizing edu-

cational opportunity. Head Start, a federally funded program, was

implemented to alleviate cognitive and linguistic inadequacies pro-

duced by one's environment j but what it, in fact, did was to impress

^®Ibid., p. 60.

^^Ibid., p. 60.

^^Meyer Weinburg, "A Historical Framework for Multicultural

Education," edited by Delores Cross, et al., Teaching in a

Multicultural Society; Perspect iv es and Professi onal Strategies

(New York: The Free Press, 1977), pp. 17-32.
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? 1upon the child the inadequacy of his/her ovm culture. One would not

expect positive results from an educational/political action program

which failed to respect the point of view of people for which it is

22intended. Thus, it was hardly surprising that the federally- funded

compensatory education programs ultimately failed to achieve their goals.

At about this time, the so-called "deficit hypothesis" was

23advanced to explain the educational failure of minority children.

Proponents of this hypothesis argued that the basic cause for the

failure of these children lay in the "culture of poverty" in which

they were raised and that the schools could do nothing to alter this

reality. In effect, this argument placed the blame on the victims

24
themselves. This hypothesis was carried to its vulgar extremes by

the "new eugenicists ,
" such as Arthur Jensen and William Shockley,

who argued that minority children failed because they were genetically

inferior in intelligence.^^

^^Stephen S. Baratz and Joan C. Baratz, "Early Childhood

Intervention: The Social Base of Institutional Racism, Harvard

Educational Review ,
40: 29-50.

^^Paulo Freire, Pedagogy of the Oppressed (New York: Seabury

Press, 1973), p. 101.

^^Michael Cole and Jerome Bruner, "Cultural Differences and

Inferences About Psychological Process," American Psychology ,
26

(1971): 874.

^^William Ryan, Blaming the Victim (New York: Pantheon Books,

1971)

.

^^Arthur Jensen, "How Much Can We Boost I.Q. and Scholastic

Achievement?" Harvard Educational Review
,

39 (Winter 1969): 1-1^;

William Shockley, "Dysgenics, Geneticity and Raceology," Pbi Delta

Kappan , 53 (January 1972): 217-307.
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The revisionist educational historians rejected the deficit

hypothesis by arguing that the basic cause of the failure of minority

children was not to be found in their cultural or genetic backgrounds,

but in the inherently inequitable institutional structures of society,

iticluding the schools. They contended that the public schools had not

suddenly failed just for black and other minority children, but had

always functioned to limit the upward mobility of those from the lower

socioeconomic classes. In fact, according to the revisionists, the

educational system serves to reproduce and legitimize the unequal,

hierarchical structure of American society. °

At the same time that minority and ethnic groups were becoming

more and more aware of the inequalities of the system, they began

demanding entrance into major institutions of this society. Moreover,

27
they were demanding admission on their own terms. The consciousness

raising of minority and ethnic groups has deeply affected education.

Previously, minorities and ethnic groups apologized for their dif-

ferences from the mainstream. Recently, people began to assert their

differences and demand that education respect and attend to the cul-

28
ture of groups other than of North European descendants. As

^^Katz, Class, Bureaucracy and Schools .

Roger Daniels and Harry H.C. Kitano, American Racism;

Exploration of the Nature of Prejudice (New York: Prentice-Hall, Inc

1970), p. 17.

^®Anne R. Gere, "Multicultural Education: Perspective and

Prospect," paper presented at Annual Meeting of the Conference on

English Education, March, 1975.



minority and ethnic groups began to attack the system, academicians

also became aware of inherent inequalities and added their voices to

the growing criticism.

By the late 1960's, these groups were not appeased. As the

government attempted to solve the problems, civil unrest continued.

People rejected political policies. The foundations of morality were

badly shaken. The Steering Committee of the National Coalition for

Cultural Pluralism declared in the late sixties:

There should be no doubt in anyone's mind that America is
now engaged in a social revolution that will thoroughly
test her national policies and attitudes regarding human
difference. . . . Blacks, Spanish-Araericans

, women, col-
lege students, elderly people, etc., are all finding them-
selves victimized by technological and social systems
which look upon significant differences among people as
unhealthy and inefficient.^^

Schools were also caught up in this strife. Busing, desegrega-

tion, and challenges to administrative authority all exemplified the

problems. Many educators as well as ethnic, cultural groups were

demanding curriculum and policy reform.

The ethnic studies movement grew out of this turmoil of the late

sixties. Silberman claimed this approach was a form of pacification

for enraged groups, which in fact produced few changes in the schools

30
and curriculum. Conceptualizing the ethnic perspective as an

2%adelon D. Stent, William R. Hazard, and Harry N. Rivlin, eds.,

Cultural Pluralism in Education: A Mandate for Change (New York:

Appleton-Century-Crof ts
, 1973), p. 23.

^^Charles E. Silberman, Crisis in the Classroom (New York:

Random House, 1970), p. 66.
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additional course did not encourage cultural pluralism as a goal for

education. In fact, the goals of cultural pluralism cannot be accom-

plished if minority students are the only ones to receive this education.

Since the assumption that only that which is Anglo-
American is American is so deeply ingrained in curriculum
materials and in the hearts and minds of many students and
teachers, we cannot significantly change the curriculum by
merely adding a unit or a lesson here and there about
Afro-American, Jewish-American

,
or Italian-American his-

tory. Rather, we need to seriously examine the conception
of American that is perpetuated in the curriculum and the
basic purposes and assumptions of the curriculum.

While ethnic studies were a helpful addition to the traditional cur-

riculum, they do not directly address the problems inherent in the

curriculum in a meaningful way.

Out of these various movements and demands evolved the current

concept of multicultural education. Generally speaking, there is a

proliferation of multicultural program.s which have little coherency

and are inadequate for present needs. The next section more clearly

delineates the dimensions of the problem.

Statement of the Problem

Multicultural education was a term coined to help educators deal

.,32
with "militant demands, harsh realities, and scarce resources" at a

V

^^James A. Banks, "Ethnic Studies as a Srhcess of Curriculum

Reform," Social Education , 36 (February 1976): 76-80.

^^James A. Banks, "Multicultural Educators in Seaich of Defini-

tions and Goals," paper presented at the Association of Supervision

and Curriculum Development, Institute on Cultural Pluralism (Chicago,

Illinois: November, 1971), p. 3.
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time when white institutions were confronted with angry women, black

and minority people. Consequently, multicultural education did not

begin with a carefully articulated philosophy nor trained profession-

als who had commitments to nor skills in the area.^^ Furthermore,

racism, sexism, and class stratification continued to permeate the

school.

If one accepts the revisionist interpretation, the schools serve

to maintain inequality by perpetuating racism, sexism and elitism

through the values promoted by the existing curriculum, practices

and structure of the educational system. To guarantee equity in

education, educators must strive to alleviate and eventually eradicate

racism, sexism and class stratification to the extent that they are

perpetuated through the school curriculum, policies and practices.

The problem has been that most conceptual frameworks for multi-

cultural education do not directly address these issues. Many teach-

ers conceive of multicultural education in frivolous, or even trivial,

terms; they seem to think that it merely consists of incorporating a

few ethnic experiences, holidays and foods into the existing and

usually very traditional curriculum. Thus, multicultural education

is often viewed as a minor appendage to the existing educational

framework.

Furthermore, teachers usually do not consider changing other

concomitant dimensions of the total learning environment, such as

^^Ibld., p. 3.



their teaching practices, interactions with children, bulletin

boards, etc. The coramunication of racist, sexist attitudes and

values is often a hidden and insidious process. Therefore, teachers

need to reexamine and reevaluate habitual norms, procedures and dis-

. Strategies and tactics need to be employed which are reflec-

tive of multicultural ideals and goals.

In addition, children are being educated by teachers who con-

tinue to ignore sociocultural differences. Consciously or uncon-

sciously, teachers attempt to acculturate all children. Teachers

must recognize and teach cultural similarities and differences and

show students the parallels in lifestyles as a means of depolarizing

interethnic conflicts in and out of the classroom.

For the reasons discussed above, there is a need for a con-

ceptual framework which delineates those aspects of the curriculum

and teaching practices which may lead to more comprehensive improve-

ments in the learning environments of schools. Although some scholars

34
have tried to develop a definitive conceptual framework, the present

amorphous state of the field is frustrating and confusing for teachers

and educators.

The second problem is the lack of empirical data on actual

efforts to implement multicultural curriculum. Because multi-

cultural education is a new field, there is a scarcity of data

^^Margaret A. Gibson, "Approaches to Multicultural Education in

the United States: Some Concepts and Assumptions,” Anthropology and_

Education Quarterly , 17 (November 1976): 41-79.
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concerning the effects of multicultural education in the classroom

environment. Educators know little about how to translate the theory

into practical strategies and tactics. Exploratory field studies

which incorporate all the complexities of a real life situation are

needed in order to delineate salient variables for future, more com-

prehensive studies on the implementation of multicultural curriculum,

to develop an appropriate conceptual framework for multicultural educa-

tion, and to define significant research problems which may be

examined in future qualitative and quantitative studies.

Purpose of the Study

The purpose of this study was to conduct close and intensive

participant observations of the efforts of five teachers to implement

multicultural curriculums in their classrooms and to delineate the

salient factors which contributed to increasing their effectiveness

in this implementation process. To focus and clarify the purpose, the

following research question was formulated: What are the factors

which produce significant changes in a teacher’s behavior and concomi-

tantly increase his/her effectiveness in implementing a multicultural

curriculum?

In attempting to systematically address this question, the

researcher found it useful to conceptualize a model (see rigure I) of

the process under observation. This model attempts to show tne envi-

ronmental factors (independent variables) that may influence a teach-

er's mental state (his/her knowledge, attitudes, values, etc.—



INFLUENCING

FACTORS

TOE

TEACHER

TEACHER

BEHAVIOR

Independent

Variables

The

System

Under

Study

Dependent

Variables

(Not

Observable)

(Observable)

16

B -rl

<U C!
4-1 3m e

B
CO o

CJ
iH
o x:
O 4-1

o
CO

c
•H

m o
0 ) tu

bO u
c <u
03 4-1

rC CU M

r “
3 3 33 1 U 3 O O3 Xi 3 •H •H

13 4J
1 3 bO 4-* u cX 4-1 3 CJ CJ o

4-1 CO 42 1 3 3 3 cd ^3 u•U o 3 4J o 3 3 3 •H•H
IS 3

O
>

•H
3

1 CJ u
4J

3
3

0)
4-»

3 >
fl

B
oO 3 3 1 B CO 3 3 3 M oCO 3 CO > 3 M M 3 u3 B X) 3 3 1 -H bO 3 rH COO 3 3 O 3 3 3 3 3 43 Cd CO

•H 3 W 'H W 1 O •H 3 3 O 3 o cdU CxO 4J 42 •H 43 43 43 cd co o tH o O 1 3 O O 3 O 3 3 3 CJ
CO u 3 3 3 3 3 3 3 H O3 34 3 3 4-) 1 3 3 3 3 <[) 3 43 OJ3 3 3 3 U H H 3 H 3 3 Pt,
iJ 3 u 4-1 3 1 X3 3 3 U3 O 3 04 3 3 3 3 3 43 PL4 c

CO M •H 3 M *H 1 -H •H •H 3 3 C4-I3 > a o CO O o3 3 3 •H 3 'H 1 W 3 3 3 o 33 3 3 4J 3 3 3 3 3 -3 3 43 O 3 u3 CO 43 3 1 bO bO bO u bO iJ 43 bO c3 u 3 3 4J 3 3 3 3 •H c •H o c 0)
34 3 M s 3 Pu 1 3 3 3 IS 3 s CO cd B3 3 43 43 43 43 43

P-) 1 CJ CJ CJ CJ O

•H
CJ
O

CO

>-l

CU
00

03

h4

P4 j::

a
o3

4-J 03
•H H
3
3 M

P5 CC3

x:
<U CJ

rH
rCl 4J

o3 3
r—( 1)

•H T3

03 3

<1 CO

3^ I

CJ
I

3
(1) I

xi
u I

3
3 I

H

3
3
4J
rH
3
o

•H

4J

3
3
P4

•H
O

•H
4-1

3
3

34
I 1

/fc

w
3

<—

)

bO
•H a
pq tH

CONTINUOUS

FEEDBACK

(Descriptive

and

Evaluative)



17

unobservable variables) which, in turn, is assumed to affect various

teacher behaviors (dependent variables) that may be observed. For

reasons discussed in Chapter III, Research Design, attention was pri

marily focused on the following variables:

Independent Variables

Inservice Training

Multicultural Approach

Participant Observer

Dependent Variables

Cvirriculum Content
Teaching Strategies
Interactions with Students
Interactions with Other

Teachers and School
Personnel

Physical Environment of
the Classroom

As teachers received information from the participant observer

or from courses taken, how did the curriculum content change? As

teachers changed toward a more multicultural approach, how did their

teaching strategies change? By looking at how the teachers’ behavior

changed in each of these areas, the participant observer attempted to

determine those factors that produce significant changes in teacher

behavior. From the delineation of these factors, the researcher was

able to develop a more coherent, functional framework for multicul-

tural education, identify salient dimensions of inservice training

and formulate more focused research problems for future qualitative

and quantitative studies.

Definition of Terms

Terms used repeatedly throughout the dissertation are defined as

follows

:
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Multicultural Education ; A commonly held definition for multi-

cultural education Is "the Institutionalization of the philosophy of

cultural pluralism within the educational system. Cultural

pluralism Is a negation of assimilation” and maintains that there Is

more than one legitimate way of being human. This concept Implies

that all people should have equality of opportunity, an understanding

of different cultural lifestyles, and respect for and appreciation of

others In an attempt to strive for a healthy Interaction among diverse

groups

.

Consistent with these goals, this form of education deals with

content material which reflects the culturally pluralistic nature of

society and alms at developing more democratic practices between stu-

dents and teachers. Through a medium of dialogue, beginning with the

culture of the learner, and dealing with Issues having social rele-

vance, multicultural education attempts to facilitate understanding

and empathy, develop critical thinking abilities, and encourage a

sense of fairness, equality, and cooperation between people.

This brief definition does not adequately convey the full mean-

ing of multicultural education; however. It will be discussed and

elaborated on In Chapter II.

Curriculum ; On a practical-operational level, curriculum Is the

Description of the Center for the Study of Learning Environ-

ments,” paper distributed by the School of Education, University of

Massachusetts/Amherst, Fall, 1977, p. 8.

^^Stent, Cultural Pluralism In Education: A Mandate for Change ,

p . 14

.



planned learning environment having intended outcomes. As "hidden"

aspects —those unconscious or unforeseen values or goals—surface

,

they may or may not be incorporated into the curriculum. Evaluation

is intended to aid in the development of curriculum by indicating the

congruency between what is desired and what occurs. A curriculum's

development is based on the needs of and interaction between society,

the school, school personnel, parents, teachers, students, and the

entire cultural milieu.

Field Study : A field study —the approach used in this project

—

refers to that set of activities used in the collection and analysis

of data, with the intent of generating hypotheses concerning the data.

Data may be obtained through observation, structured interviews, ques-

tionnaires, surveys, or sampling. By being field based and qualita-

tive, this approach is more reflective of social reality and the total

context of the research situation. The strength of this approach is

that it allows the subjects to be observed in their actual work set-

tings. This methodology provides a comprehensive way of exploring

teacher behavior within a school environment

.

Qualitative Method of Research ; Qualitative method of research

"refers to those research strategies, such as participant observation,

in-depth interviewing, total participation in the activity being

investigated, field work, etc., which allow the researcher to obtain

first-hand knowledge about the empirical social world in question.

Qualitative methodology allows the researcher to 'get close to the

data,' thereby developing the analytical, conceptual, and categorical
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components of explanation from the data itself —rather than from the

preconceived, rigidly structured, and highly quantified techniques

that pigeonhole the empirical social world into operational defini-

tions that the researcher has constructed."^^ This qualitative field

study is undertaken precisely to expand conceptual frameworks and

develop models which may lead to quantitative hypotheses testing.

Participant Observer ; Participant observer is an individual

who assumes the role of actively investigating a social situation and

gathering information and material. The observer is in a face-to-face

relationship with those being observed and therefore more able to

gather accurate data on the subtleties of the situation.

Formative Evaluation ; Formative evaluation is the process of

gathering and analyzing information for immediate feedback to deci-

sion maker (s) with the intent of "evaluating" and generating insights

concerning teacher, material, and program effectiveness.

Dialogical ; Assumes that all people involved will collaborate

to determine the process and content of an activity. This exchange

acknowledges a faith in other people and their ideas, needs, and

feelings.

Significance of the Study

This study was significant because it was reality-based. It was

^^William Filstead, ed.. Qualitative Methodology: Firsthand

Involvement with the Social World (Chicago: Aldine Publishers, 19/0),

p . 6.
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not a contrived laboratory experiment nor a theoretical exercise which

failed to incorporate all the complexities of a setting into its find-

ings. Rather, this study deals with real teachers, students and situa-

tions. Through a long arduous process of collecting, analyzing and

interpreting data in actual classroom settings, significant dimensions

of the process of implementing a multicultural curriculum were

derived.

The first significant dimension was the development of a more

coherent and useful conceptual framework for multicultural education;

such that from the findings of this study a definition, students'

goals for multicultural education and key teacher competencies and

skills for the effective implementation of a multicultural curriculum

were delineated. Previous efforts in this area have Ignored practical

ways for viewing multicultural education, concrete employable strate-

gies for implementing and measurable student goals and objectives.

All too frequently, teachers entered a teaching situation with little

knowledge of or experiences with alternative modes of teaching. For

this reason, they were unwilling to be more creative and try new

approaches. In this study, teachers were encouraged to experiment

with new and more effective teaching strategies and practices which

were consistent with the goals of multicultural education. Because

this study was reality-based, it provided much needed data on efforts

to translate theory into practice, thus bringing reality and theory

closer together.

A second significant dimension became evident from the
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identification of key teacher competencies and skills. The researcher

determined essential components for an effective inservice program in

multicultural education. It was commonly accepted that inservice

teacher education programs have eventual impact on children's learning

experience. Therefore, it was imperative that those key components,

competencies and skills which have impact on student learning be

identified. From the information gathered in the study, recommenda-

tions for improving an inservice program in multicultural education

were generated.

A third significant dimension of this study was to identify other

areas within the educational setting in which additional research was

needed. These may take the form of a quantitative study in which a

5ystematic testing of hypotheses is carried out, or a more focused

qualitative field study in which a much larger sample is studied.

Research on the aforementioned dimensions of multicultural educa-

tion is urgently needed because the present status of this burgeoning

field is fragmented and confused. This study is intended to delineate

several important dimensions of multicultural education in the hope that

it will contribute greater coherency and clarify to the field and, there

fore, help advance the efforts of both practitioners and researchers.

Assumptions

There were assumptions held by the researcher which need elabora-

tion. Since all research has an ideological component, a researcher

with his/her ideological biases before beginning a
must touch base
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study. This ideological component influenced the researcher's observa-

tions and subsequent research since the way an individual sees and

interprets data is largely conditioned by one's theoretical preconcep-
38

tions. This study, which analyzed teacher behavior during the imple-

mentation of a multicultural curriculum, was based on the following

assumptions

:

(1) That education has the responsibility and obligation

to prepare students to live in a pluralistic society.

(2) That a monocultural/monocurricular school is alien to

the realities of many and serves as a major cause for

tensions which hinder educational goals.

(3) That teachers can most effectively communicate demo-

cratic ideals through their teaching practices.

(4) That greater dialogue between students and teachers

will encourage more understanding of and respect for

each other.

(5) That students will gain a greater respect for others

as they learn more about them.

(6) That developing a student's critical thinking ability

and capacity to analyze real life social problems

will help students become aware of inequalities

inherent in. this society's political, economic and

social system.

^^Arthur Vidich, "Participant Observation and the Collection and

Interpretation of Dato," American Journal of Sociology ,
60: 354.



(7) That the environment of the classroom is reflec-

tive of a teacher’s feelings toward his/her stu-

24

dents

.

(8) That teachers trying new approaches for themselves

will be more successful than having new approaches

imposed upon them.

These assumptions affected the researcher's value judgments of what

was observed. Furthermore, this ideological framework determined the

methodology employed by the researcher.

Delimitations of the Study

There were several delimitations of this study. Researcher

biases due to personal involvement, potential for error in measuring

behavior change, the uniqueness of the subjects and the school system,

and the general delimitations of an exploratory field study, all con-

tributed to delimiting the study. Because the findings of this study

were tentative, the author cannot say to what extent they can be

generalized to other educational environments.

It is important to note that the researcher’s bias was a delimi-

tation to this study. The researcher visited several schools and

became personally involved with the subjects. While it was realized

that this was a delimitation, it was also a strength. Being immersed

in a real life situation, the researcher was able to gather data

which reflected and represented the total environment.

Another limiting factor was the accuracy with which the researcher
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measured changes in teacher behavior because the instruments for mea-

suring behavior change are not precise. Further, a teacher’s behavior

may have differed according to the presence or absence of the partici-

pant observer.

Another delimitation was that the participating teachers were

self-selected, that is, they volunteered their involvement, and were

clearly, favorably and enthusiastically disposed toward multicultural

education. All of the individuals involved in this field study par-

ticipated in a pre-requisite course entitled "Curricular Issues,

Methods and Materials in Multicultural Education," taught by

Dr. Bob H. Suzuki and assisted by the author in the Fall Semester of

1976 at the University of Massachusetts/Amherst. Of the twenty people

who originally took the course, five teachers working in the Amherst

Public School System chose to continue their study in a "hands on"

situation within their classrooms. Therefore, the sample size was

small and was probably not representative of the "average" or

"typical" teacher in the system.

Since this study was exploratory and qualitative, the issue of

reliability of measurements and observations, adequacy of sample size

and need for a control group were not addressed. These are issues,

however, with which future quantitative verif icational studies would

have to be concerned. Further, several variables identified in

Figure I were not examined nor was there any assurance that they were

kept constant.
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Outline of the Dissertation

The subsequent cheptevs of this study are organized as follows:

Chapter II, Review of the Literature, contains (1) a review and

critique of qualitative methodology vs. quantitative methodology;

(2) a review of studies concerning the effects of teacher behavior on

students and the necessary teacher competencies and skills for multi-

cultural education; and (31 current conceptualizations for multi-

cultural education.

Chapter III, Research Design, describes the methodology used for

this study. In particular, the dual purposes that had to be met by

this particular methodology are discussed, the sample population

studied is described, and the five phases of the implementation pro-

gram are delineated.

In Chapter IV, Data Dtesentation, the relevant data collected is

presented and important aspects of each case are indicated. The data

collectee by the participant observer is divided into three sections

i

general information concerning the research situation; data collected

in the classroom; and, finally^ informal feedback obtained from inter-

views with the five teachers, other teachers and school personnel,

parents, and students.

Chapter V, Summary and Analysis of Findings, is an analysis and

discussion of the five cast-s researched in this study. Generaliza-

tions are drawn about the implementation process and teacher behavior

These lead to conclusions concerning a coherent and useful conceptual

framework for multicultural i education which includes a definition of



multicultural education, student goals and objectives for multi-

cultural education, and key teacher competencies and skills for the

effective implementation of a multicultural curriculum.

27

Chapter VI, Summary of Study and Recommendations, contains a

summary of the study and specific recommendations for the components of

an inservice program in multicultural education. Recommendations for

future quantitative verification in the form of hypotheses concerning

teacher behavior during the implementation of a multicultural curricu-

lum and recommendations for future qualitative field studies are also

offered. The material included in Chapters IV and V provide the basis

for these recommendations.
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CHAPTER II

REVIEW OF THE LITERATURE

This chapter provides a theoretical background for this study.

It is divided into three sections:

(1) a review and critique of qualitative vs. quanti-

tative methodology;

(2) a review of studies concerning the effect of

teacher behavior on students and the necessary

teacher competencies and skills for multicultural

education; and,

(3) current conceptualizations of multicultural educa-

tion.

The Rationale for Qualitative Participant

Observation Methodology

The purpose of this section is to explain why a natural field

study approach, using participant-observation methodology, was

employed for this study. A comparative analysis of qualitative

participant-observation methodology vs. quantitative methodology

presented. This is followed by a discussion of some

strengths, weaknesses, and sources of invalidity inherent in
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participant observation.

An unfortunate consequence of the recent growth of quantitative

research has been the discrediting of qualitative research procedures.^

However, Boyd and Devault state:

The argument regarding the merits of the natural field
experiment vs. the laboratory experiment is a false
issue. The natural field experiment is frequently and
correctly a logical first step in the sequence of a study
where theory and previous findings are lacking (Gage,
1963; Longabaugh, 1963).^

Further, Filstead claims that there is "no methodological or episte-

mological justification supporting the natural science model as being

3
the best for the presentation of the empirical world." Blumer rein-

forces this also: "To force all of the empirical world to fit a

scheme that has been devised for a given segment of that world is

philosophically doctrinizing and does not represent the approach of a

genuine empirical science.

This trend has led to a lesser understanding of life. As a quali-

tative method, participant observation provides maximal knowledge and

understanding of human behavior for the individual who wishes to study

^B. G. Glaser and A. L. Strauss, The Discovery of Grounded Theory

(Chicago: Aldine Publishers, 1967), p. 251.

^R. D. Boyd and M. V. Devault, "The Observation and Recording of

Behavior," Review of Educati onal Research , 36 (December 1966).

547.

J. Filstead, ed., Qualitativ e Methodology (Chicago: Markham

Publishers, 1970), p. 3.

^Herbert Blumer, Symbolic Interactionism (Englewood Cliffs, New

Jersey: Prentice-Hall, 1969), p. 23.
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the complexities of an ever changing situation.^ Participant observa-

tion, qualitative observation, direct observation, and natural field

research all refer to the process of "being in or around an ongoing

social setting for the purpose of making a qualitative analysis of

that setting."^ Generally, this strategy progresses from "passive

observation, to participation, to interviewing, and finally to experi-

mental intervention."^

Since all scientific research involves the conceptualization of

data, quantitative research most frequently employs the operational

concept which is "a statement of specific procedures or operations

g
used to identify and measure a phenomenon under study." The natural

science or laboratory experiment model structures observation by using

an elaborate and precise conceptual scheme to locate and explain

9
phenomena. This limits the range of unexpected phenomena available,

therefore, serendipitous discovery is Inhibited.

^Marion Pearsall, "Participant Observation as Role and Method in

Behavioral Research," Nursing Research
, 14 (Winter 1965): 347.

^John Goodlad, Analyzing Social Settings: A Guide to Qualitative

Observation and Analysis (California: Wadsworth Publishing Company,

1971), p. 93.

^John P. Dean, Robert L. Dean, and Lois R. Dean, "Establishing

Field Relations," An Introduction to Social Research ,
John T. Doby,

ed. (Harrisburg, Pennsylvania: Meredith Publishing Company, 1967),

p. 283.

^Severyn Bruyn, "The Methodology of Participant Observer," Human

Organization , 22 (Fall 1963): 229.

\illiam E. Connolly, "Theoretical Self-Consciousness," Social

Structure and Political Theory ,
William Connolly and G. Gordon, eds.

'(Lexingron, Massachuset’csl D. C. Heath and Company, 1974), p. 43.
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The myth of value-free objectivity in social science research

has been revealed in recent years. Twenty years ago, social science

research was relatively crude and unsophisticated. As attempts to

understand and eliminate social problems have increased, more complex

and sophisticated quantitative research has been carried on. The new

improved analytic skills and research methods have caused new argu-

ments and controversy.^^

Cohen and Weiss suggest that as quantitative studies are able to

control for more and more variables, the result is more and different

interpretations of the same event.

. . . the improvement of research on social policy does
not lead to greater clarity about what to think or what
to do. Instead, it usually tends to produce greater com-
plexity. This result is endemic to the research process.
For w^hat researchers understand by improvement in their

craft leads not to greater consensus about research
problems, methods, and interpretation of results, but to

more variety in the ways problems are seen, more diver-

gence in the way studies are carried out, and more con-

troversy in the ways results are interpreted. It leads

also to a more complicated view of problems and solutions,

for the process of research tends to reveal the inade-

quacy of accepted ideas about solving problems. . . . The

ensuing complexity and confusion are naturally a terrific

frustration, both to researchers who think they should

matter to officials who think they need help.^^

The development of more powerful technology did not lead to more

^^Budd L. Hall, "Participatory Research: An Approach for Change

p. 24.

^^David Cohen and Janet Weiss, "Social Science and Social Policy

Schools and Race," paper presented to the International Symposium on

"Education, Social Science and the Judicial Process, National

Institute of Education, Washington, D. C., February 1976.

^^Ibid., pp, 2-3.
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understanding; in fact, it sometimes led to less. Cohen and Weiss

suggest that what research needs is to have people who have knowledge

of and are involved with the social problem enter into a dialogue

about social reality. Various relevant views are expressed about how

an issue can be framed, explored and resolved.

The research process should be a dialogue which allows for

increasing people's capacity to participate more fully, and which

represents the whole and not just a few people. "The tendency .

to dehumanize the subject matter by reducing everything to an

inventory-like describability has to be rethought . The recent

trend toward quantitative research has led to an over-simplification

of social reality.

In discussing research on minority groups, Barnes states that:

If the behavioral and social sciences are to realize
their full potential . . . they must modify theory and
the research flowing therefrom so that the child and his
family are not viewed in isolation from their social
contexts

.

Further, validity, as the "degree to which scientific observations

16
actually measure what they purport to measure," is a problem when

artificial schemes of reality are imposed. Isolating people from their

^^Ibid. , p. 33.

^^Filstead, Qualitative Methodology , p. 10.

^^Edward Barnes, "The Utilization of Behavioral and Social

Sciences in Minority Group Education," Edgar Epps, ed . ,
Cultural

Pluralism (Berkeley, California: McCutchan Publishers, 1974), p. 130.

^^Pertti J. Pelto, Anthropological Research; The Structure of

Inquiry (New York: Harper and Row Publishers, 1970), p. 41.
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social contexts detracts from the human experience. When qualita-

tive participant observation procedures are employed, the problem of

validity is lessened; however, concern over the reliability of data

1 8is increased.

Reliability refers to "the repeatability including intersubjec-

tive replicability of scientific observations."^^ As yet, the reli-

ability of participant observation procedures has not been ascertained.

What the quantitative procedure gains in repeatability is probably of

no greater methodological significance than the added depth of under-

standing possible through a participant observation approach.

Another aspect of the qualitative participant observation

approach is that it is concerned with the generation of theory as

opposed to an emphasis on verification of preconceived theory.

Generating a theory from data, guarantees that hypotheses not only

comes from the data but are systematically worked out through the

, 20research process.

A researcher can easily find examples for dreamed -up,

speculative or logically deduced theory after the idea

has occurred. But since the idea has not been derived

from the example, seldom can the example correct or

change it since the example was selectively chosen for

its confirming power.

^^Hall, "Participatory Research," p. 25.

l^Filstead, Qualitative Methodology , p. 7.

^^Pelto, Anthropological Research , p. 42.

^^Glaser, The Discovery of Grounded Theory , p. 6.

21 Ibid. , p. 5.
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It is important that science includes a component of seeking out,

reflection and discovering, activities which cannot be codified.

There are two major characteristics of participant observation

methodology. Participant observation has the unique quality of being

open-ended, thus, providing the opportunity to reformulate the problem

and revise the design. By being non-standardized
, the inquiry can be

redirected on the basis of the data to more fruitful areas of inves-

22
tigation.

Secondly, participant observation allows the establishment of

relationships between the observed and observer to elicit valuable

data. By having closer contact with the situation, extraneous ques-

tions and irrelevant material can be avoided. Each method of data

collection within the participant observation approach is helpful to

gain access to various types of information.

Observation provides an opportunity for obtaining certain types

of data. It is especially helpful when the observed cannot communi-

23
cate data or distorts reality. Interviewing informants allows the

participant observer to obtain data which is not readily available

from direct observation, as well as information on values and norms.

"In general, interviewing, of whatever kind, is more flexible than

observation, allowing the researcher to circumvent the barriers of

^^Dean, "Establishing Field Relations," p. 274.

^•^G. J. McCall and J. L. Simmons, Issues in Participant

Observation; A Test and Reader Reading (Reading, Massachusetts:

Addison-Wesley Publishing Company, 1969), p. 62.
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2 Atime, space, and closed doors." Document analysis allows for the

gathering of objective information in this and other spheres of the
25

organization. Direct participation provides the opportunity for the

surfacing of still other important phenomena. With direct parti-

cipation, much thought and human relationship work are necessary so

the accuracy of the data is not jeopardized.^^

There are major limitations which are directly related to the

aforementioned unique characteristics of participant observation. The

fact that the data are collected in a non-standardized manner creates

difficulty in substantiating findings and in treating the data sta-

27
tistically. This absence of quantifiable data suggests that

hypotheses generated cannot be tested in a conclusive way.

28Secondly, biases are created by the presence of the researcher.

Potentially, this is the greatest source of invalid data. Participant

observation also can be an expensive procedure since it can involve

months and/or years of a researcher's time, while survey and question-

naires require little or no field work. One final problem with

qualitative field work is that rather than generating new concepts and

^^Ibld., p. 63.

^^Ibid. , p. 62.

^^Ibid., p. 64.

^^Dean, "Establishing Field Relations, p. 282.

"^Ibid., p. 282.

29
McCall, Is sues .
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hypotheses, a researcher will frequently transfer previously known

notions and concepts from one cultural setting to another.

McCall and Simmons identify various other sources of invalidity

in participant observation. Primary threats to the interpretability

of observational data include:

1. The reactive effects of the observer's presence or
activities on the phenomena being observed.

2. Distortioning effects of selective perception and
interpretation on the observer's part.

3. Limitations on the observer's ability to V7 itness
all relevant aspects of the phenomena in question.^®

The reactive effects of the observer's presence are errors which

can be traced to those being studied and are also the most understated

risk to validity. Included in this category as identified by Webb,

et al
. ,

are

:

1. 'The guinea pig effect' —which is the awareness
of being observed.

2. 'Role selection' —which is a selection of proper
behavior from many available behaviors.

3. 'Measurement as a change agent' — this refers to

the impact the initial interaction or measurement
might have on the observed.

4. 'Response sets' —this refers to the fact that

'respondents will more frequently endorse a

statement than disagree with its opposite'

(Sletto ,
1937) . 31

30ibid., p. 104.

^^Eugene Webb, Donald Campbell, Richard Schwartz, and Lee

Securest ,
Unobt rusive Measures: Non-Reactive Research in the Social

Sciences (Chicago: Rand-McNally , 1966), pp. 12-21.
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The distorting effects of selective perception refer to the

errors resulting from the participant observer being human with

his/her own built-in "response sets" and biases, which can influence

what data Is focused on and what Is not. One final source of

invalidity In observation Is the observer's Inability to observe and

record all data. Constant monitoring Is, often. Impossible. McCall

and Simmons also Include other sources of Invalidity which are threats

to the interpretation of interview data:

1. Reactive effects of the interview situation upon the
received testimony.

2. Distortions in testimony.

3. Reportorial inabilities of the interviewee.^^

Errors identified by Webb, et al., which come from the researcher

are

:

1. ’Interviewer effects' —characteristics of the
interview effect the testimony of the interviews.
Interviewees react differently to various cues of
the interviewer.

2. 'Change in the research instrument' — the inter-
viewer does change approach or may alter responses
which alter the research instrument

.

It is also possible to receive distorted testimony from the

observed. At times, the interviewers will be incapable of accurately

interpreting and reporting data.

By identifying various sources of invalidity as well as strengths

^^McCall, Issues
, p. 104.

33
Webb, Unobtrusive Measures

, pp. 21-22.
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and weaknesses of this methodology, a researcher becomes more aware

of potential pitfalls; therefore, this encourages a true and honest

analysis of the research situation.

Teacher Behavior

This section reviews several studies concerned with the impact

of teacher behavior on students’ attitudes, achievements and self-

perceptions. In addition, necessary teacher skills and competencies

for the implementation of a multicultural curriculum are identified.

Many advocates of multicultural education suggest that "it is the

^

teacher and what he or she does in the class who, in the final analy-

sis, makes the difference as to what happens in the educational

34
process." The teacher variable is the key to determining whether in

35
fact a student will succeed or fail.

Many studies have found that a teacher's attitudes, opinions

and perceptions of a student directly effect his/her self-concept

and behavior. In a well-known study, Rosenthal and Jacobson report

that children will exhibit those behaviors they think a teacher

^^Geneva Gay, "Curriculum for Multicultural Teacher Education,"

F. H. Klassen and D. M. Gollnick, eds.. Pluralism and the American

Teacher: Issues and Case Studies (Washington, D. C.: American

Association of Colleges for Teacher Education, 1977), p. 32.

^^Kevin J. Swick and Dommales H. Lindberg, "An Approach to

Educating Teachers to Work with the Culturally Different" (Bethesda,

Maryland: ERIC Document /^ED 090 153, U. S. Government Educational

Resources Information Clearinghouse, 1972).
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wants. Their findings support the notion that teachers bias stu-

dent learning in elementary school classrooms.

In another study, Davidson and Lang found that:

1. A child s self —appraisal is significantly related
to his perception of his teacher's feelings as
well;

2. There exists a positive relationship between
favorable perception of teacher's feelings and
academic achievement

;

3. There exists a positive relationship between
favorable perception of teacher's feelings and
desirable classroom behavior.

Davidson and Lang further report that "children in the two advantaged

social class perceived their teacher's feelings toward them more

favorably than do the children in the lower class group.

Other research studies have indicated that students of "low

class" or minority groups are expected to be underachievers by their

teacher. One such study was conducted by Rist who suggests that

societal inequalities can be perpetuated in the classroom. His basic

premise was "the development of expectations by the kindergarten

teacher as to the differential academic potential and capability of

Rosenthal and L. Jacobson, Pygmalion in the Classroom:

Teacher Expectations and Pupil's Intellectual Development (New York:

Holt, Rinehart and Winston, 1968).

^^Ibid.

^^H. D. Davidson and G. Lang, "Children's Perceptions of

Teacher's Feelings Toward Them Related to Self -Perception, School

Achievement and Behavior," Journal of Experimental Education ,
29

(December 1960): 107-118.

39 Ibid., p. 112.
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any student was significantly determined by a series of subjectively

interpreted attributes and characteristics of that student.^® Rist

found that the fast learner" attributes looked for by the teacher

were in fact those attributes which a "number of studies have indi-

cated are desired in children by middle-class educated adults as

41being necessary for future success." Interestingly, the teacher

and students are black. The teacher had internalized the value

system of the dominant culture and was perpetuating this in her

classroom.

In his study, Rist delineated four criteria the teacher used in

differentiating between children:

1. Physical appearance;
2. Interactional behavior;
3. Use of language;

^2
4. Social factors known to the teacher.

Using these criteria, the teacher developed a series of expectations.

Through her behavior, she communicated her low esteem for the "lower

class" students. To compound the problem, not only had she displayed

her indifference for them, but their peers had also turned against

them. The lower class children were categorized with little hope of

43
breaking out of that classification. This research suggests that

^^Ray C. Rist, "Student Social Class and Teacher Expectations:

The Self-Fulfilling Prophecy in Ghetto Education," Harvard Educational

Review

,

40 (August 1970): 413.

^^Ibid.

,

P- 443.

^^Ibid.

,

P- 427.

"^^Ibid.

,

P- 426.



teachers are very Instrumental In formulating a student's attitudes

and self-perceptions.

41

In two recent studies, researchers discovered that teachers

respond more positively and favorably to white students than to their

minority counterparts. In 1973, the U. s. Civil Rights Commission

found that there were less positive and encouraging interactions

between Mexican -American students and the teacher than between Anglo-

American students and the teacher . The findings of this study

indicated that:

The total picture of classroom interaction patterns is
that of a teaching process which is failing to involve
the Mexican-American student to the same extent as the
Anglo pupil, both in terms of quantity and quality of
interaction. Teachers speak less often, and less
favorably, to Mexican-Americans than to Anglos. At the
same time, Chicano pupils generally speak out less in
class than do Anglo pupils. In view of the central
importance of interaction to learning, it is evident that
Chicano pupils are not receiving the same quality of
education in the classroom as Anglo pupils.

In another study. Gay found that in desegregated classrooms,

black and white student and teacher interaction differed. Both black

and white teachers tended to treat white students in a more positive,

reinforcing manner which encouraged more participation while the

interactions with the black students were non-academic, procedurally

S. Civil Rights Commission, Teache rs and Students Report V:

Mexican-American Education Study —DJ I' lerences in Teacher Interaction

With Mexican-American and Anglo Stud c^ nts (Washington, D. C.:

U. S. Commission on Civil Rights, March 1973), p. 3.

45 Ibid. , p. 3.
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oriented, and non-encouraging.^^

Hilliard further reports that hostile, non-conforming and aggres-

sive behavior from a minority student is less tolerated than if the

same behavior comes from a white child. He suggests that many

minority students perceive the teacher as a symbol of oppression which

they feel deeply. Roberts states that "a major conclusion of educa-

tional anthropological research is that where 'cultural tension' and

conflict are major forces within the classroom, a student spends much

energy in minimizing the effects on their personality rather than

49toward learning their lesson."

From these studies, it can be concluded that teachers have

generally internalized the dominant culture's attitudes toward lower-

class and minority students x^;hicb pervades all of their interactions

with students. These attitudes and values are then internalized by

their students and reinforced and perpetuated through their

^^Geneva Gay, Differential Dyadic Interactions of Black and White

Tea ch ers with Black and White Pupils in Recently Desegregated Social

Studies Classrooms: A Function of Teach er and Pupil Ethnicity
, Final

Report, Pr'oject No. 2F113, Contract No. OEC-6-72-0742- (509) , United

States Department of Health, Education and Welfare, National Institute

of Education, pp. vii-x.

^^Asa Hilliard, "The Intellectual Strengths of Minority

Children," Delores Cross, Gwendolyn Baker and Lindley Stiles, eds..

Teaching in a Multicultural Society: Perspectives an d Professional

Str ategies (New York: The Free Press, 1971), p. 112.

^^Ibid., p. 112.

^^Helen Roberts, "A Design for Developing Multicultural

Curriculum," Ed.D. Dissertation (Amherst, Massachusetts: University

of Massachusetts, 1975), p. 4.
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interactions with others. To counteract this discriminatory and

dehumanizing practice, teachers need to acquire more democratic atti-

tudes and values and communicate them through classroom strategies,

procedures and discussion.

"Adams (1945), Anderson (1946), Anderson, et al. (1946), Preston

and Hunter (1949) , and Robbins (1952) generally found that children

within an authoritarian classroom display a decrease in both learning

retention and performance, while those within the democratic classroom

do not."^^ Furthermore, students in authoritarian classrooms develop

a dependence and reliance on their teacher.

Flanders reports:

In our culture, classroom behavior practically invites the
interpretation that all pupils and students from kinder-
garten through graduate school possess a built-in depen-
dence on the authority of the instructor. The maturity
and power advantages of a teacher, reinforced by social
expectations, are such that the pupil anticipates teacher
direction and supervision .^1

In authoritarian classrooms, teachers convey a lack of respect for and

faith in their students. Unfortunately, Flanders states "... very

little teacher talk is devoted to consideration of ideas or opinions

52
expressed by the pupils; their ideas are not dealt with adequately."

Further, "more than two- thirds of all teachers’ questions are con-

cerned with narrow lines of interrogation which stimulate an expected

^®Rist, "Student Social Class and Teacher Expectations," p. 440.

^\’ed Flanders, Analyzing Teacher Behavior (Reading, Massachusetts

Addison-Wesley Publishing Company, 1970), p. 288.

Flanders, Analyzing Teacher Behavior
, p. 3.
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"

Flanders reports of an attempt to incorporate more democratic

curriculum. He states that with the institution of a new mathematics

curriculum designed to illicit more student initiative, 97 percent of

the classroom interaction remained the same.^^ Teachers still domi-

nated, controlled and asked closed questions, thus inhibiting student

initiation. Programs which merely change the content material without

engaging teachers to change their teaching style will have minimal

success. Moreover, Sarason reports that when external forces impose

change through a new curriculum intended to illicit certain overt .

behavior from teachers and students, after the fan-fare dies down,

students and teachers revert back to their old ways.^^ Teachers can

be locked into behaviors and lack a sense of experimentation with

56
regard to their own behavior. Sarason suggests that the school as

a "microcosm" of society reinforces those behaviors which fit the

existing structure, while those behaviors which do not perpetuate the

.r. . 57
status quo are stifled.

^^Ibid.
, p. 13.

^^Ibid., p. 304.

^^Seymour B. Sarason, The Culture of the School and the Problem

of Change (Boston, Massachusetts: Allyn and Bacon, Inc., 1971),

p. 173.

Flanders, Analyzing Teacher Behavior , p. 304.

Sarason, The Culture of the School an d t he Problem of Change ,

p. 171.
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John Gibson, of the Lincoln Filene Center for Citizenship and

Public Affairs, suggests that to create more democratic practices

within the classroom and encourage sensitivity and respect for other

people and cultures, teachers need (1) the ability to teach about

democratic human relations and feel comfortable about teaching what

is often considered to be sensitive subject matter; and, (2) the

ability to relate the students' reality to the ideals of the demo-

58
^^^bic society . To reach these ends

, teachers need to change their

attitudes toward themselves and their students which will lead to

changes in classroom practices.

A teacher's understanding and acceptance of self is most Impor-

59tant before she/he can help students to know themselves. "Educa-

tors must continuously engage in this endeavor of self-understanding

or they will see those whom they teach through biases and distortions

of their own unrecognized needs, fears, desires, anxieties, hostile

60
impulses, etc." Self-diagnosis encourages teachers to examine

behaviors, so if need be, they may be changed. Carl Rogers suggests

that when an individual knows him/herself and takes responsibility,

^^John S. Gibson, The Intergroup Relations Curriculum: A

Program for Elementary School Education, Volume I (Medford,

Massachusetts: Lincoln Filene Center for Citizenship and Public

Affairs, 1969), p. 24.

^^Arthur Jersild, When Teachers Face Themselves (New York:

Teachers College Press, 1955), p. 68.

^®Carl Grant, Sifting and Winnowing: An Exploration of the

Relationship Between Multicultural Education and CBTE (Wisconsin:

Teacher Corps Associates, 1975), p. 149.
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he/she is a very different person than one who is always in a group.

A problem which teachers and, in fact, people generally need to come

to terms with is how to develop a lifelong habit of personal inquiry

in a system which does not support a questioning mind.^^

Hilliard identifies three ways to improve teacher attitudes

toward students

:

1. Teachers must be as free of bias as possible;
2. Teachers must honor and value cultural alterna-

tives such as language, beliefs, values and
behaviors

;

3. Teachers must feel that a multicultural orienta-
tion is beneficial to them personally

.

The teacher must be able to perceive self and students in rela-

tion to a culturally pluralistic society which implies seeing "him/

herself" and the "other person" in the social/leaming situation.

This enables students and teachers to focus in on the racial and

political subtleties of a classroom. "Students bring to and take from

the classroom a sense of power or powerlessness that is influenced by

65
the quality of interaction."

^^Delores Cross, et al., "Responding to Cultural Diversity,"

Delores Cross, et al., eds., Teaching in a Multicultural Society;

Perspectives and Professional Strategies (New York: The Free Press,

1977), p. 11.

^^Theodore Brameld and Edward Sullivan, "Anthropology and

Education," Review of Educational Researc h, 31 (February 1961): 74.

^^Asa Hilliard, "Restructuring Teacher Education," Cross, et al.,

eds
. ,

Teaching in a Multicultural Society: Perspectives and

Professional Strategies (New York: The Free Press, 1977), p. 49.

^^Cross, "Responding to Cultural Diversity," p. 12.

^^Ibid., p. 28.
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The teaching process should encourage student response patterns

which are independent and appropriate to the student and not compli-

ant .

Skillful teaching helps pupils learn to accept responsi-
bility for their own actions. The goal is to have them
identify problems rather than have them 'given', to
analyze the problem and plan a tentative course of action
rather than follow a 'recipe', to carry out the plan with
some feelings of responsibility rather than just follow
directions from the teacher or a book, to consider
the results with some degree of personal judgment rather
than asking the teacher if it's satisfactory.^^

Although there appears to be no specific observable teacher act

whose frequency or percent of occurrence correlates with student

achievement, research suggests that student gains may be attributed

to

;

(a) Questions based on student interest and experience
rather than assigned subject matter;

(b) The extent to which the instructor challenges the
student to support ideas;

(c) The amount of spontaneous student discussion. '

Cross, et al., suggest five characteristics of instructional

strategies for promoting democratic ideals and multicultural educa-

tion: (1) Shared Responsibility —Students and teacher share

cooperatively in the planning and implementing of learning activi-

ties; (2) Mutual Respect —From the concept of equality of human

rights, students and teacher value the uniqueness of each other. As

^^Flanders, Analyzing Teacher Behavior , p. 288.

E. Morsh and E. W. Wilder, "Identifying the Effective

Instructor: A Review of Quantitative Studies, 1900-1952," Research

Bulletin, 4 (October 1954): 4.



Waxes and Dumont state:

The test of the school is not what its masters teach but
rather what atmosphere it creates, such that children
do learn the significant subject matters from each other
instead of devoting their energies principally to the
institution of scholarly learning. , , , One crucial
condition for the creation of this educational atmosphere
[is] namely a relationship of mutual respect between
teacher and pupils.^®

(3) Participation —By working together, students and teachers can

gain insights into each other; (4) Access to Knowledge —Students

and teachers cannot be ignorant of other cultures; (5) Variety —Since

not all people learn in the same way, the use of various techniques

69are necessary.

Byron G. Massialas and Nancy F. Sprague suggest three teaching

styles appropriate to multicultural education:

(1) Expository Teaching —The teacher presents the students

with information and provides guidance as the students explore its

meaning. The teacher must select those questions and activities which

will focus student thinking on "important information and desired

behaviors .

"

(2) Opinion Teaching — In a problem situation, students and

teacher reflect on the problem, formulate alternative solutions.

^^Jack Forbes, The Education of the Culturally Different: A

Multicultural Approach (Berkeley, California: Far West Laboratory

for Educational Research and Development, 1969), p. 30.

^^Delores Cross, et al., "Perceptions of Learning for the

Multicultural Classroom," Cross, et al., eds.. Teaching in a

Multicultural Society: Perspectives and Professional Strategies

(New York: The Free Press, 1977), pp. 62-63.
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hoping eventually to setting on an agreed-upon solution. Another

aspect of this type of teaching deals with value clarification. The

teacher, using a dialogical process, can incur normative change —the

process of reanalyzing predominant values which influence a student's

behavior. The teacher confronts the students with moral and ethi-

cal conflicts inherent in society which motivates them to devise a

system of values which is both personal and internalized. Further,

the process of dialogical inquiry is an important step in teaching

democratically

.

(3) Inquiry Teaching —Students and teachers mutually inquire

into the nature of society or a situation. The aim is to encourage

students to look critically at a problem.

A teacher may use any or a combination of these three styles.

But of utmost importance, the teacher must be able to adjust his/her

style to the needs of the students. Clear communication and under-

standing is essential in any teaching situation.

Many of the styles, strategies and behaviors suggested by Jerslld

Rogers; Hilliard; Cross, et al.; Flanders; Morsh and Wilder; and

Massialas and Sprague relate directly to the characteristics of good

teachers as suggested by Jackson. In a famous 1968 study,

P. W. Jackson identified four themes which represented characteristics

of good teachers in general. These themes emerged from interviews

'"^Qrant, Sifting and Winnowing: An Exploration of the

Relationship^ Between Multicultural Educ ation and CBTE , p. 148.

^^Ibld. , p. 169.



with "outstanding" teachers, who were so labelled by administrators

and supervisors. The themes were as follows:

50

Immediacy —an acute awareness and sensitivity to
the here-and-now.

Informality —the stress of the importance of a stu-
dent's experiential learning so they may explore
their own thoughts and values.

Individuality —the concern with the 'well-being' of

each individual student, the interest in what
happens to each student.

Autonomy —the teacher's interest and desire to main-
tain his/her individuality within the school
environment and not have to succumb to outside

72pressures .
‘ ^

Sarason maintains that teachers are a reflection of the setting

in which they work. Little research has been done to determine the

type of setting which breeds the behavior as suggested in Jackson’s

study; however, this is an area in which further research is needed.

The attempt in this section has been to review recent studies in

teacher behavior and its effects on students. Also, some teacher

attitudes, values, classroom strategies and styles which can serve to

enhance the implementation of a multicultural curriculum were sug-

gested. Some of the ideas advanced await empirical testing. However

more studies using qualitative direct observation are necessary

because of the multiplicity and complexity of variables in the opera-

tion of classrooms.

W. Jackson, Life in Classrooms (New York: Holt Rinehart

and Winston, Inc., 1968), quoted in Seymour B.

of the <;rhnn1 ;^nd the Problem of Change (Boston, Massachusetts,

and Ba'con, inc. , 1971), pp. 169-171.

Allyn

^ ^Sarason, Th e Culture o

p. 171.

f the School and the Problem of Change,
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Current Conceptualizations of Multicultural Education

In this section, current conceptualizations of multicultural edu-

cation are delineated. Many of these conceptualizations are inade-

quate because they do not directly address or totally leave out impor-

tant ideas and concepts relevant to multicultural education. For

example, most conceptualizations do not address racism, sexism and

elitism in the schools. Since these problems strongly influence and

pervade the entire culture of the schools, any conceptualization of

multicultural education should provide educators with tactics which

may serve to lessen their effect.

In order to critically analyze the current state of multicultural

education, some of the better-known conceptualizations formulated by

professional organizations, contemporary scholars and a curriculum

specialist are reviewed. Inasmuch as many conceptualizations of m.ulti-

cultural education refer to the idea of cultural pluralism, a defini-

tion of the term is in order. One of the more popular definitions is

that developed by the National Coalition for Cultural Pluralism:

A state of equal co-existence in a mutually supportive

relationship within the boundaries or framework of one

nation of people of diverse cultures with significantly

different patterns of belief, behavior, color, and in many

cases with different languages. To achieve cultural

pluralism, there must be unity with diversity. Each per-

son must be aware of and secure in his own identity, and

be willing to extend to others the same respect and rights

that he expects to enjoy himself.'^

^^^Marilyn Stent, William R. Hazard, and Harry N. Rivlin, eds

Cultural Plural ism in Education: A Mandate for Chan ge (New York.

Appleton-Century-Crof ts , 1973), p. l^

•
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While this is a comprehensive definition of cultural pluralism, it

should be noted that this idea has many definitions and it is often

not clear which definition is being used.

One of the best-known conceptualizations of multicultural education

is that of the American Association of Colleges for Teacher Education:

Multicultural education is education which values cultural
pluralism. Multicultural education rejects the view that
schools should seek to melt away cultural differences or
the view that schools should merely tolerate cultural
pluralism. Instead, multicultural education affirms that
schools should be oriented toward the cultural enrichment
of all children and youth through programs rooted to the
preservation and extension of cultural alternatives.
Multicultural education recognizes cultural diversity as
a fact of life in American society, and it affirms that
this cultural diversity is a valuable resource that should
be preserved and extended. It affirms that major educa-
tion institutions should strive to preserve and enhance
cultural pluralism.

This statement seems to emphasize that cultural diversity is a valuable

resource and recognizes the right for many different cultures to exist.

Further, it suggests that pluralism should be an integral part of the

curriculum and school practices. The AACTE document on multicultural

education includes four major thrusts for "education for cultural

pluralism":

(1) The teaching of values which support cultural

diversity and individual uniqueness;

(2) The encouragement of the qualitative expansion of

existing ethnic cultures and their incorporation

into the mainstream of American socioeconomic and

political life;

^^American Association of Colleges for Teacher Education

Commission on Multicultural Education, No One Model American,

Journal of Teacher Education, 24 (Winter 1973): 264.
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(3) The support of explorations in alternative and
emerging life styles; and,

(4) The encouragement of multiculturalism, multi-
lingualism, and multidialectism.^^

From these thrusts, it can be concluded that the Commission recommends

the removal of forced conformity, legitimacy of diverse value systems

and lifestyles and the encouragement of "multiculturalism". To imple-

ment multicultural education, schools and colleges must assure that

their total educational process and educational content reflects a

commitment to cultural pluralism. In addition:

. . . special emphasis programs must be provided where
all students are helped to understand that being dif-
ferent connotes neither superiority nor inferiority; pro-
grams where students of various social and ethnic back-
grounds may learn freely from one another; programs that
help different minority students understand who they are,
where they are going, and how they can make their con-
tribution to the society in which they live.^^

Further, the AACTE statement suggests that programs are necessary

which enable disparaged cultures and ethnic groups to overcome their

inferior and negative views of themselves and help others to do the

same.

Curriculum, teaching practices and school policies have long been

a tool for channeling students into a traditional value system. If

educators are to integrate multicultural education into the curriculum

and teaching practices, recognize the right for different ethnic and

cultural groups to exist, remove Anglo-coercion, legitimize diverse

^^Ibid., p. 265.

^^Ibid. , p. 265.
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value systems and lifestyles so disparaged groups may see themselves

in more positive ways, this cannot be done by relatively minor adap-

tions as this statement conveys. The entire curriculum, the training

programs for teachers and educational policies are in need of a major

overhaul. If educators are seriously concerned with Improving their

school programs, they must analyze the ways by which the political,

social and economic systems continue to instill old values. In this

respect, the statement does not directly address the issues of racism,

sexism and elitism as they are manifested in the school. Thus, this

statement is inadequate because it does not identify nor address some

of the key Issues in multicultural education.

Other definitions and goals for multicultural education developed

by contemporary scholars also have their shortcomings. Geneva Gay,

the Associate Director of the Association of Supervision and

Curriculum Development in Washington, D. C., suggests that the major

principles for cultural pluralism are:

. . . recognition of the fact of the existence of dif-
ferent, viable life styles or cultures in American
society; respect for different perceptions of reality;

the right of different ethnic groups to exist and to

practice their own cultural traditions without threat of

recrimination; cultural experiences are very influential

in determining individuals' attitudes and behaviors;

accepting and prizing ethnic and cultural diversity as a

norm of and a value to American society; using ethnic

experiences as criteria for selecting curriculum content

and instructional strategies for use with students;

accepting the mutuality of different ethnic life styles;
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and incorporating authentic ethnic content and experi-
ences into school curricula.^®

These principles serve as the basis for her conceptualization of

multicultural education. She further delineates some goals for multi-

cultural education. According to her, multicultural education should

help students to:

(1) Develop ethnic literacy by informing students about
other cultures.

(2) Understand societal and historical realities in the
United States.

(3) Gain knowledge and understanding of alternative
lifestyles and values.

(4) Understand cultural diversity and realize it as a
norm so as to minimize ethnocentrism.

(5) Increase academic skill development such as reflec-
tive thinking and critical analysis skills.

James A. Banks, a noted scholar in the field, prefers the term

"multiethnic studies" rather than multicultural education. He sug-

gests that ethnic studies should serve as a vehicle for curriculum

reform. He sees ethnic studies as a mechanism whereby students can

"develop humanistic attitudes and the skills to engage in reflective

80
social action that will influence public policy." To foster demo-

cratic social change and reduce ethnic polarization. Banks’ major

goals for ethnic studies are:

^®Gay, "Curriculum for Multicultural Teacher Education,"

p. 14.

^^Geneva Gay, "Multicultural Education in a Pluralistic Society,"

presentation given at the University of Massachusetts (Amherst,

Massachusetts: April 1975).

^^James Banks, "Ethnic Studies as a Process of Curriculum Reform,"

Social Education, (February 1976): 79.
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(1) To help individuals clarify their ethnic identities
and to function effectively within their own ethnic
communities

.

(2) To foster the development of self-acceptance but
discourage ethnic ethnocentrism.

(3) To learn how to interact with members of outside
groups and how to resolve conflicts with them.

(4) To help students develop the ability to make reflec-
tive decisions so that they can resolve personal
problems and through social action, influence public
policy and develop a sense of political efficacy.®^

Banks suggests a model (see Figure II) whereby teachers and educa-

tors can move from a closed Anglo-American teaching perspective to

incorporate a multinational perspective. This process allows students

to understand others* perspective of the same event so as to encourage

abstract thought processes and a new awareness.

Banks and Gay advocate integrating the philosophy of cultural

pluralism throughout the curriculum, and view this as a process of

curriculum reform which will result in the creation of a new

82
curriculum based on new assumptions and new perspectives. While

both scholars have greatly Influenced the development of multicultural

education, there appear to be some basic shortcomings in their con-

ceptualizations, particularly in terms of their usefulness in the

actual implementation of multicultural education. The changes in

curriculum Banks and Gay suggest are directed at content and organiza-

tion; however, teachers could adapt these changes into their existing

®^Ibid. , pp. 79-80.

®^Ibid. Gay presentation, "Multicultural Education in a

Pluralistic Society," and Banks, "Ethnic Studies as a Process of

Curriculum Reform," p. 7.
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curriculum frameworks without making significant changes in their

teaching strategies, interactions with students, physical environments,

etc. Further, the conceptualizations of Banks and Gay do not address

racism and sexism in a way which conveys to teachers the importance

and pervasiveness of these problems. To minimize and eventually

eradicate these problems, students must be made aware of the need for

transformation of our major institutions. In the conceptualizations

of multicultural education offered by Banks and Gay, there is an

absence of any analysis of necessary structural changes. Moreover,

Banks and Gay imply that schools may serve as a vehicle for social

change. However, there is no reason to assume that courses concerned

with ethnic studies or black history, or cultural understanding will

solve problems such as social injustice, inequality and discrimina-

tion. Changing attitudes does not necessarily change institutions.

The major problem with the aforementioned conceptualizations is

that content appears to be the priority. Process is as important, if

not more so, to multicultural education. Further, since multicultural

education is an outgrowth of minority group pressure for equality,

some of the issues which stand in the way of that equality should be

addressed in a meaningful way. Conceptualizations and models for mult:

cultural curriculum development have been developed that pay attention

to process as well as to the problems of racism and sexism. These are

discussed next; but as we shall see, they also have their shortcomings

Margaret Gibson has recently conducted a critical analysis of

existing frameworks for multicultural education. She discusses five



59

approaches. For each of the first four, she delineates the basic

assumption underlying the approach and their shortcomings. The fifth

approach is developed by Gibson and is intended to be a conceptualiza-

tion of multicultural education which does not have the conceptual

weaknesses which are inherent in the other four. All of the approaches

and their shortcomings described below are interrelated and over-

lapping. To date, this is one of the most comprehensive overviews

of the field of multicultural education.

Approach Number One : Education of the Culturally Different

or Benevolent Multiculturalism. This approach is intended to equalize

8 3educational opportunity for the culturally different students. Spe-

cial programs are offered for the "disadvantaged” culturally different

student. The general assumption underlying this approach is that

cultural differences are the cause of minority group failure in

schools. Further, it suggests that the mainstream culture should

assume a paternalistic posture and help the oppressed groups.

Approach Number Two ; Education About Cultural Differences or

Cultural Understanding. In this approach, all students are being

taught about cultural understanding and to value differences. An

assumption of these programs which foster enrichment and understand-

ing and acceptance of cultural differences is that they will reduce

racism and sexism in schools. These goals cannot be achieved i.rom a

^^Margaret A. Gibson, "Approaches to Multicultural Education in

the United States: Some Concepts and Assumptions," Anthropology .and

Education Quarterly , 17 (November 1976): 43.
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traditional educational system which serves to perpetuate old

values.

Approach Number Three ; Education for Cultural Pluralism. This

approach advocates the preservation and extension of cultural plural-

ism in the United States. It stems from the rejection of forced

assimilation because this practice has led to Anglo-domination. A

major shortcoming of this particular approach is in the theory behind

the approach. Gibson states, "education for cultural pluralism is

actually a strategy for the extension of ethnic groups sociopolitical

interest . . . and seeks to create and preserve boundaries between

groups, while multicultural education, by every other definition,

seeks to promote at least some sort of competence in operating across

84
cultural and ethnic boundaries."

Approach Number Four ; Bicultural Education. In this approach,

the learner is provided with the knowledge and skills to live and

operate in two separate cultures. Gibson suggests that this approach

, . .,85
runs the risk of "equating culture with language or ethnic group.

As such, this tends to categorize and pigeonhole ethnic groups.

Secondly, she states that it tends to overemphasize ethnic identity,

running the risk of preventing students from choosing to emphasize

other identities. Furthermore, this approach "tends to see bilingual/

bicultural education as a panacea for all social and educational

^^Ibid., pp. 18-20.

®^Ibid., p. 21.
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Approach Number Five ; Multicultural Education as the Normal

Human Experience. This approach is Gibson's alternative proposal for

I'^'^-T-blcultural education. She defines multicultural education as "the

process whereby a person develops competencies in multiple systems of

standards for perceiving, evaluating, believing and doing. This

definition allows education to be viewed as a process which occurs

in school, and also in a socio-political context. Since Gibson's

conceptualization of multicultural education promotes competence in

a multiple of cultures, students will gain an increased awareness of

88
"the normal human experience." Such a perspective leads to an

exploration of the differences among members of any ethnic group and

similarities across ethnic lines.

Gibson's conceptualization of multicultural education does not

address how multicultural competencies can be acquired nor how to

create appropriate learning environments. It would be difficult for

a teacher to translate this approach into practice. This is also the

major flaw with curriculum specialist Helen Roberts' conceptualization

of multicultural education which is briefly reviewed next.

Roberts, in a paper presented to the American Educational

Studies Association Annual Convention, has constructed a design for

®^Ibid.

,

P- 24.

®^Ibid. , P- 27.

^^Ibid.

,

P- 30.
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developing curriculum which is reflective of the multicultural con-

cerns and needs of education. Her basic assumption is that "purely

scientific methods of developing curriculum are culture bound.

Therefore, her model was based on assumptions which were derived from

four sources: the existing curriculum designs, educational

anthropology, multicultural curriculum literature (including litera-

ture on ethnic studies, bilingual/bicultural curriculum, human rela-

tionships training, and so forth)
, and educators in multicultural

schools.

Roberts' model is comprehensive and flexible. Her emphasis on

the need for teachers and students to engage in dialogue is an impor-

tant aspect. While the model has many strengths, in some respects it

seems to be overly idealistic because it fails to incorporate the com-

plexities of a situation into its framework.

If educators wish to make long-term comprehensive changes

in our schools, they must develop frameworks which provide practical

information on how to Implement a multicultural curriculum with

viable strategies having tangible results in terminology understand-

able to those people who will use it. Further, in an attempt to

ameliorate inequalities in our system, curriculum must address the

issues of racism, sexism and elitism so that students see these

^^Helen R. Roberts, "A Design for Developing Multicultural

Curriculum," paper presented to the American Educational Studies

Association Annual Convention (Washington, D. C.; November 1975

K

p. 3. Please refer to this paper for a more comprehensive descrip

tion'of her multicultural education curriculum design.
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problems as inherent in the social, economic and political struc-

tures which makes cooperation impossible and hinders all people, and

so they will be committed to eventually eradicating these insidious

characteristics of American society.

In summary, this chapter has attempted to delineate the studies

which presently exist concerning teacher behavior and multicultural

education. Studies using direct observation are especially needed.

Opinions and quantitative findings which have been the principle

sources of data concerning the current state of the field are weak

substitutes for phenomenological data. Educators must determine

those factors which improve the quality of life within the classroom.

Moreover, it is essential that educators address and eradicate often

hidden insidious elements of racism, sexism and elitism which are

inherent in the structure of this society.
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CHAPTER III

RESEARCHDESIGN

This chapter describes the research design used in this study.

It begins with a description of the subjects and setting for the

study. The dual requirements which had to be met by the research

design are then discussed. Finally, the actual methodology employed

in the study is described in detail.

Subjects and Setting

The subjects involved in this study were five women teachers from

a local school district. Their ages ranged from twenty-four to forty.

One of the teachers was black. The other four were white; two of whom

were of Jewish background. They had varying degrees of teaching experi-

ence; one teacher had eleven years, one eight, two had seven, and the

youngest teacher had three. They also had different amounts of expo-

sure to multicultural education. Two teachers were involved in this

area for two years, and the other three teachers indicated that they

had been involved with multicultural education either through course

work or with other teachers in their school for one year. Three

teachers had taken at least two courses at the University of

Massachusetts in foundations of multicultural education and curriculum
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development for multicultural education. Prior to the implementation,

however, two teachers only had one course in the latter area. The

course taken by all five of the teachers provided them with informa-

tion concerning curriculum theory, design and evaluation in multi-

cultural education.

semsster
, the teachers in this study were selected

to be Involved in a "hands-on" experiential course where they would

implement a multicultural curriculum into their own classrooms. This

implementation process was a logical sequel to the previous semester's

course. Since the teachers’ schools were in close proximity to the

University of Massachusetts, this provided a comfortable situation

for the teachers and researcher to work together regularly and fre-

quently. The teachers were agreeable to the exploratory nature of

the study because this allowed them to be observed for long periods

of time and receive feedback on many different aspects of the class-

room environment

.

The teachers involved may be characterized as being more respon-

sive and open than the "average" or "typical" teacher in the local

school system. All were particularly disposed toward multicultural

education. They exhibited a great deal of flexibility and were will-

ing to "try new things." The school system provided the teachers with

many new and comprehensive resources to facilitate the educational

process. The teachers were vjell-qualif ied and the classrooms were not

over-crowded. The school system is situated in a to^ra which may be cha

racterized as a rural, largely white, middle-class academic community.



66

Located in the Connecticut River Valley, this tovm is quaint and

picturesque. Some have called it an "ideal New England community."

It houses two colleges and a university with a population of approxi-

mately 25,000. Many of these people are affiliated with these insti-

tutions. Generally, the people represent several white ethnic and

some minority groups with a level of affluence above average.

Requirements of the Methodology

In developing a research design which would answer the research

question posed in Chapter I ( viz . , What are the factors which produce

significant changes in a teacher's behavior and concomitantly

increases his/her effectiveness in implementing multicultural cur-

riculum?)
,

a methodology was desired that would serve two basic pur-

poses. First, it would provide a systematic procedure for gathering

qualitative data on the actual process of implementing multicultural

curriculum. Second, it would provide continuous feedback to the

teachers under observation that would be useful to them for evaluating

and, if necessary, modifying their curriculum, teaching strategies,

classroom structure, interactions with students and other aspects of

the learning environment.

To serve the first purpose, the methodology employed would have

to assist and not exploit the teacher. It should provide the teacher

with the opportunity to (1) practice certain skills and receive feed-

back, (2) gain a clearer perspective of classroom happenings, and

(3) enhance personal growth and develop a stronger personal commitment
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to a particular set of values appropriate to multicultural education

so that the teacher could implement another multicultural curriculum

without the help of a participant observer. This methodology should

allow teachers to do what they want; there should be an absence of

imposed threat; the teachers should be exposed to and encouraged to

test out new approaches to teaching, thereby helping teachers to be

more creative.

The methodology further should allow the teachers and participant

observer to work cooperatively together so they may gain a clearer

perspective of the classroom situation. If teachers are exposed to

new knowledge and skills, then the opportunity is provided for the

development of a new set of values and a new level of awareness.

To accomplish the second purpose of this study, the researcher

needed a methodology which would (1) permit a comfortable face-to-face

relationship betv7een the observed and the observer, ( 2 ) allow various

techniques and procedures for the collection of practical and useful

information, (3) permit an ongoing analysis of the events surround-

ing the iraplem.entation of a multicultural curriculum, and ( 4 ) be

as culturally unbiased as possible. These methodological require-

ments were essential because they provided a comprehensive way of

exploring teacher behavior within a school environment.

In a face-to-face relationship with the teacher and students,

the participant observer can gain a sense of understanding and knowing

the observed. An awareness of their world can be gathered. Getting

close to descriptive and factual data represents a commitment by the



68

participant observer to understand the observed on their own terms.

The interests and valuations of the teachers and students should

become the pivital point guiding the collection of data and the inter-

pretation and analysis of the social setting.

The utilization of different techniques allows the participant

observer to collect data relevant to the needs of this study.

Observation, interviewing and participation in the classroom activi-

ties can provide the researcher with crucial data about the often

immeasurable affective experience.

To develop a more coherent and useful conceptual framework and

to make recommendatioiis for future programs and studies, the method-

ology should permit an ongoing formative analysis. For instance.

Information on how students react to various teaching strategies and

situations is a necessity. Further, an ongoing analysis would assure

that the implementation process stay in tune with the needs of the

teachers, students and participant observer.

Finally, the methodology must allow teachers and students to be

studied in their classroom to reduce the possibility that the findings

are culturally biased, because viewing people in their natural environ-

ment produces a better understanding of the relationship between

behavior and environmental events. The researcher should attempt to

retain as much of the uniqueness and complexities which characterize

the people and the situation.
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Methodology

The requirements reviewed above clearly dictated a qualitative

approach. As the discussion of Chapter II indicates, qualitative

research permits a face“to~face relationship between the subjects of

the study and the researcher
, allov7s the use of various procedures for

the collection of data, permits an ongoing analysis of the research

situation, and reduces the chances of cultural bias. In addition, it

provides the teachers with the opportunity to receive feedback on

various dimensions of the research environment.

In reviewing qualitative methodologies, the evaluation procedure

developed by Beck, Raynor, Raynor and Schragle in May, 1975,^ met many

of the requirements. The actual methodology used in this study is an

adapted version of this procedure. The researchers tested out the

methodological steps in a formative evaluation of an alternative

school in Goshen, Massachusetts, and in the evaluation of a rhetoric

course at the University of Massachusetts at Amherst. The evaluators

and evaluatees expressed enthusiasm with the success of the methodology,

in that this particular process provided those involved with much

needed information.

The methodology employed by Beck, et al., was adopted and

revised to accommodate the requirements of this study. The original

procedure was designed for a formative evaluation of a classroom and

^John Beck, Maryse Raynor, Thomas Raynor and Susan Schragle,

"Evaluation: Definition, Methodology,” paper presented at the

University of Massachusetts, Amherst, Massachusetts, May 1975.

I
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an alternative school. The information gathered was for the use of

the teacher in both situations. For this reason, the roles of the

participant observer/f ormative evaluator varied. The formative

evaluator served to provide the teachers with an ongoing analysis of

the classroom happenings and make recommendations for improvement

.

In this study, the participant observer not only collected data and

provided continuous feedback to the teachers, but also analyzed the

data and developed a report of the major findings that could be uti-

lized for improving the field of multicultural education.

The data collected in the original methodology was not analyzed

and suitimarized in a final form. Therefore, it was modified to include

a summatlve evaluation as part of the process. Chapter IV of this

document includes a formative description of the process, while

Chapters V and VI provide a summative analysis of the entire study.

To incorporate this summatlve aspect, other modifications of the

original methodology had to be made. For instance, the initial inter-

view was expanded to include a discussion of the researcher's goals

for the project. Structured interviews with other teachers and school

personnel contributed to the researcher's information about changes in

teacher behavior. Further, in the original methodology, an analytic

framewor's was not used. In this study, the identification of the

variables in the research environment provided the researcher with a

more systematic way of organizing the

information. The researcher realizes

observations and interview

that this is a delimitation

because some variables were given only peripheral consideration or
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completely left out.

This conceptual framework will be described in Phase I: Identi-

fying Needs and Assessing the Situation. The other steps of the

methodology are Data Collection and Analysis, Feedback of Critical

Data, Generating of Alternatives and Evaluation (see Figure III) . By

in large, the process moves from Phase I to Phase II to Phase III,

etc. However, if the situation calls for feedback, the methodology

allows for movement in that direction. The methodology is a circular

and self-renewing process. The dotted lines represent the secondary

path which may be followed when necessary. The five methodological

phases are described each in turn below.

Phase One: Identifying Needs and Assessing the Situation

In this step, the participant observer and each teacher indi-

vidually discussed the implementation process privately in their class-

room or in their school's conference room. Specifically, Phase One

consisted of gathering information about the research situation and

delineating goals for the implementation process. An open-ended struc-

tured interview was developed by the researcher which was intended to

facilitate openness by encouraging the teachers to assert their o\^m

ideas and express their oim feelings (see Appendix A: Initial Inter-

view) . Through a dialogical exchange, the researcher attempted to

create a cooperative atmosphere characterized by trust and apprecia-

tion of the contributions of each person. One aspect of collecting

accurate data is to establish a healthy rapport with those under study.

This step is an effective mechanism for developing a good relationship
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so that teachers feel more comfortable when being observed.

Since each teacher comes to the interview with their own per-

sonalized values, attitudes and communication patterns, it is impor-

for the researcher to understand that there are many variables

influencing their behavior. (For the entire analytic model, refer to

Figure I, page 16.) The larger society has impact on the teacher

because the ideas and practices in schools mirror the culture of the

larger society. The community and parents influence a teacher by

imposing on the school certain policies and norms based on their o\ra

characteristics, such as social class, employment and education. These

explicit and implicit factors govern the general quality of life and

thinking within the school. Teachers are further influenced by other

teachers and school personnel, the resources available, the environ-

mental characteristics (i.e., the population size of the classroom),

and the personal characteristics of their students. The personal

characteristics of the teacher, such as physical characteristics,

personality, social class affiliation and education, determine the

criteria for his/her feelings of "self-worth".

The primary independent variables of concern to the researcher

in this study are the inservice training program, the multicultural

approach employed by the teacher and the participant observer. During

the initial interview, the researcher attempted to determine the

teachers' strengths and weaknesses in multicultural education, their

goals for the implementation process and the role they wished the par-

ticipant obseiiver to play, since these were the primary variables



influencing the teachers during the Implementation process. The

teachers in this study were affected by the courses they had taken

or not taken, whatever the case may be, as part of an inservice pro-

gram at the University of Massachusetts. All teachers were involved

with an inservice program; However, the actual programs of Individuals

varied. Therefore, each teacher operated out of a different con-

ceptual framework. Because of differing needs of the situation, the

approaches to the implementation of a multicultural curriculum dif-

fered also. As part of the study, the teachers received continuous

feedback from the participant observer concerning their classrooms.

As the teachers received information either through taking

courses or from the participant observer, their approaches to multi-

cultural education changed. These factors were assumed to affect

their mental state (i.e., knowledge, skills, attitudes, etc.

—

unobservable variables) which, in turn, was assumed to change observ-

able teacher behavior. The dimensions of observable teacher behavior

are numerous as indicated by Figure I.

From the intitial interview, the teachers generally indicated

that they wished to receive feedback on how their curriculum content

and teaching strategies and interactions affected their students.

The participant observer was also interested in these aspects, as

well as in how the implementation process affected other teachers and

school personnel and the physical environment of the classroom. There

fore, the participant observer looked for changes in curriculum con-

tent, teaching strategies, interactions with students. Interactions
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with other teachers and school personnel, and physical environment

of the classroom. The framework which was developed considered most

of the criteria thought to be important by most of the teachers and

also could be applied systematically. These five variables were

selected because they were felt to be the major influencing variables

under the conditions of this study. Moreover, they were areas where

the researcher had input and could address. Other variables were not

entirely overlooked but were of peripheral concern. This was a

delimitation; however, it was impossible for a researcher to carry on

a systematic investigation and randomly observe everything in depth.

The five variables served as criteria for evaluation of the

implementation process. The evaluation of these dimensions was based

on the "Assumptions of the Study," which were identified in Chapter I.

The researcher developed implicit evaluative questions which formed

the criteria for evaluation. The teachers were aware of the ques-

tions; however, they did not have input into their development. The

questions formulated for each of the five dimensions are presented

below.

Curriculum Content . A dimension of the school environment which

was focused on is how the curriculum content changed when forces and

influences were exerted on it. As a teacher changed his/her behavior

toward a more dialogical, critically deliberative process, how did

this affect the curriculum content? Did the curriculum content lend

itself to dialogue? Was it inquiry oriented? Did it raise conscious

ness levels? Did it reflect an awareness of ethnic diversity? Did
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It help students to explore racism, sexism, inequality? Did it

include creative games which fostered cooperative modes of behavior?

Did it foster social analysis and problem-solving skills? Was the

content material integrated throughout the curriculum? To determine

changes and the effectiveness of the changes, simple questions were

asked of the teacher and the students —How did the curriculum content

change? How did you feel about it?

Teaching Strategies . A second dimension of the environment under

observation was a teacher's teaching process. Did the teaching strate-

gies employed in class coincide with what was indicated on paper?

To what extent was dialogue being facilitated? If an individual was

to adopt a method which fostered dialogue and reciprocity, the

teacher must first be ideologically committed to equality, to the

2
abolition of privilege, and to non-elitist forms of leadership. Did

the method of teaching Indicate an ideological commitment to these

values? Did the teacher motivate rather than coerce? Discuss rather

than lecture? Stimulate inquiry as opposed to question asking?

Stimulate cooperation rather than competition? Talk with students

as opposed to talk at students? Encourage imagination rather than

uniformity? Foster self-evaluation? Did the teacher use methods and

procedures which allow for an active student response?

The participant observer evaluated this dimension by looking for

examples of fairness, support mechanisms, positive reinforcement, and

2paulo Freire, Education for Critical ? onsciousness_ (New York:

The Seabury Press, 1973 ), p. 100 .
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dialogue. The teacher and participant observer, the students and par-

ticipant observer, and/or teacher, students and participant observer

discussed the effectiveness of the teaching process.

In_t eractions With Students . Thirdly, what impact did teachers

have on their students? Did the teacher attempt to dispel myths and

preconceived notions about cultural and racial stereotypes? Did the

teacher encourage the learner to see the totality of their reality

as well as the contradictions in it? If multicultural approaches to

education encouraged the learner to confront and understand the

dynamics of social change and to move toward a more humane and just

society where ethnocentrism, sexism, and racism are eradicated, the

learner must first develop a level of consciousness which incorporates

a sense of equality and understanding of others. How did the teacher

act toward the students? What techniques and methods were used to

build and enhance a learner’s self-concept? Did the teacher include

the learners in the decision-making process? Could the teacher

develop viable strategies for confronting the learner in moral and

ethical conflicts which motivate the learner to develop his/her sys-

tem of values? Many studies have shown that what a teacher teaches,

how a teacher teaches, as V7ell as the values a teacher has, directly

affects students. How did the teacher’s behavior affect students?

Were the attitudes and values of children affected by a multicultural

approach to education?

A pre- and post-test were given students in all classroom situa-

tions to determine cognitive and attitudinal changes. Examples of
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these tests may be found in Appendices B-E. Further, the participant

observer discussed the unit with some students.

Interactions With Other Teachers And School Personnpl . Another

observed dimension was the effect the teacher implementing the multi-

cultural curriculum had on other teachers and school personnel. Did

the involvement of a teacher in a critically deliberative process

within the classroom lead to a more multicultural environment within

the school? How did a teacher's behavior affect other teachers?

Did teachers talk about how they teach? Did they develop support

groups to observe each other? Could a teacher affect school policy?

How did a teacher build viable channels for meaningful communication

among students, parents, other teachers, and school personnel?

To evaluate the impact of the multicultural curriculum, question-

naires and/or Interviews were given to some key individuals. An

example of the questionnaire may be found in Appendix A. An accurate

method of determining how well something was done is to ask the people

with whom one works what happened, and, to observe what effect it had

outside the classroom situation.

Physical Environment of the Classroom . Finally, in some of the

cases, the physical environment was observed. Were bulletin boards

more "multicultural" in nature? Were the themes dealing with stu-

dent interests rather than teacher interests? Were there subtleties

of racism and sexism depicted?

By collecting data in each of these areas, the teacher had an

understanding of the impact of the multicultural unit, and the
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tributed to the effectiveness of the implementation process.
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Phase Two; Data Collectio n and Analys is

This second step involved the participant observer in observing

the teacher actually implementing the curriculum. As much as two

hundred hours were spent observing the teachers in their classrooms

and discussing the implementation outside of the classroom. The

information gathered was intended to be descriptive rather than

evaluative and inclusive of most verbal and non-verbal behaviors

considered important to the implementation situation.

Basically, the participant observer operationalized the informa-

tion gathered in Phase One, paying particular attention to the five

previously-identified dimensions for evaluation. The participant

observer collected data on the content of the materials —the books,

pamphlets, films, audiovisual —used by the teacher. She looked at the

curriculum in term.s of the teaching strategies emiployed by the student-

student, teacher-student interactions caused by those teacher strate-

gies. Through observation and verbal communication, she was able to

determine the effect of the multicultural curriculum on other members

of the school community. Finally, sne was in a position to determine

what, if any, changes occurred in the physical environment of the

classroom.

When the participant observer was analyzing the material, she

was tabulating, organizing, categorizing and reviewing the collected

data for general themes of discrepancies in preparation to feed back
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information to the teacher concerning the impact of the program.

This step provided the framework for which regularities in behavior

could be discovered. In subsequent data collection situations, the

Participant observer looked for changes in curriculum content, teach-

ing strategies, interactions with students, interactions with other

teachers and school personnel, and physical environment of the class-

room which took place due to her feedback, or changes in the approach

employed. Findings from these observations served to delineate those

factors leading to the effectiveness of the implementation process.

Phase Three; Feedback of Critical Data

In this step, the teacher and participant observer discussed the

progress of the implementation toward their agreed-upon goals. These

exchanges usually occurred immediately following the observed class

and were held in the teacher’s classroom and/or a conference room.

Through dialogue, the teacher and participant observer matched their

perceptions of the incidents which occurred during the implementation

program. By having two perspectives of the same event, it enhanced

the validity of the observations.

The inclusion of this step provided teachers with an opportunity

to explore the ramifications of various patterns of interaction and

discover for themselves which patterns could be used to improve teach-

By receiving feedback about this situation, the teacher was able

to generalize it to her whole teaching role. Flanders states: "Atten-

tion to teaching behavior, practice in analyzing it and performing it

with feedback, tends to incorporate such behavior in the teacher's
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m3repertoire." Thus, by reporting information and insights of the

observer, the teacher received both negative and positive feedback in

a non-evaluative manner which served to enhance and build teaching

skills

.

Basically, in this step, the feedback was a check point to

determine if what was happening was in tune with what was Intended to

happen. Progress toward primary goals is assessed. If there was a

discrepancy, alternatives to a given course of action were generated.

Phase Four: Generation of Alternatives

What are the alternative ways to approach the problem? Through

discussion and occasionally brainstorming, the teacher and participant

observer identified those strategies, skills, and content materials

that would help achieve a given objective or goal. Two people focus-

ing together on a particular problem were far more productive than

4
individuals working alone. If there was a problem with the imple-

mentation process, this phase served to reformulate and redefine the

problem. The participant observer scrutinized the alternatives and

acted as a control against premature closure and the tendency to think

there was only one way in which a problem could be viewed and handled.

The participant observer and teacher looked at the possible conse-

quences of generated alternatives and decided on one possible action.

^Ned Flanders, Analyzing Teacher Behavior (Reading, Massachusetts:

Addison-Wesley Publishing Company, 1970), p. 352.

^Seymour B. Sarason, The Culture of the School and the Probleni

of Change (Boston, Massachusetts: Allyn and Bacon, Inc., 1971), p. 224
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Following the implementation of a particular course of action, evalua-

tion occurred.

Phase Five; Evaluatio n

Evaluation, as defined in this study, was the process of provid-

ing iniormation to decision makers so they may effectively plan and

improve curricula. This was accomplished by comparing what is cur-

rently happening with what was planned and what was ideally desired.^

The evaluation of the implementation process occurred on two levels.

On one level, the teachers were primarily concerned with the

impact of their curriculum on their students. Did their students

think and act differently as a result of being exposed to this multi-

cultural curriculum? If so, how? If not, why not? The evaluation

of students learning, cognitively and affectively, was accomplished

through different evaluation instruments. All teachers gave their

students a pre- and post-test to measure cognitive and affective learn-

ing. In one case, the teacher asked the students to keep a journal

during the unit so she could measure empathetic and attitudinal

changes over time. All the teachers kept journals of their own

observations concerning daily occurrences. Students were periodically

given written and pictorial assignments to measure comprehension of

material, and group skill development.

On the second level, the participant observer evaluated the

teachers’ behavior to determine those factors which had significance

^Beck, "Evaluation: Definition, Methodology," p. 1.
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on the implementation process. The means by which this was accom-

plished was to look at changes in curriculum content, teaching

strategies, etc. Did the teachers change their attitudes as a result

of exposure to a multicultural curriculum? Are the teachers organiz-

ing their teaching style to facilitate multicultural values? What

input do students have in developing the curriculum? Are other

teachers and school administrators providing the opportunity for

developing multicultural curriculum? These are just a few of the

questions. A more extensive list of questions was previously pre-

sented in the description of Phase One.

The researcher was interested in determining the extent to which

desired changes occurred and where improvements could be made in the

participant observation methodology, the multicultural approach

employed, and the associated inservice training program. A summative

report could then be developed which presented a more useful and

coherent conceptual framework for multicultural education, recommenda-

tions for an inservice program in multicultural education, and sug-

gestions for more focused future research in multicultural education.

The formative descriptive findings of this study are in Chapter IV.

The summative and evaluative statements may be found in Chapters V

and VI.

The evaluation described above was done primarily by the partici-

pant observer observing the situation and keeping a journal of daily

occurrences. However, at the end of the process, the participant

observer and teacher engaged in dialogue concerning possible changes
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in these dimensions. In addition, structured interviews (see Appen-

dix A) with aides, interns, counselors, administrators and students

provided interesting insights into possible ramifications of the

implementation program. The participant observer gave attention to

the community under study as well as outside people.

In summary, the methodology used in the research design was

intended to provide a systematic procedure for gathering data about

the implementation process and to help the teachers implement a more

effective multicultural curriculum by providing them with continuous

feedback. The actual methodology was derived from an evaluation

process developed and employed by the author and three colleagues;

however, there were some alterations made to accommodate the needs of

this study. The methodology is a circular and self-renewing process

incorporating five phases. First, the participant observer and the

teacher identified needs and assessed the situation. The participant

observer collected and analyzed the data and then fed back the data to

the teacher, with the intent of determining if what was occurring was

in keeping with what was intended. If the goals and objectives were

not being met, the teacher and participant observer generated alterna-

tives. Finally, the teacher and participant observer evaluated the

implementation process on two levels: (1) evaluation to determine

the success of the program in terms of student cognitive and affec-

tive growth, and (2) evaluation to determine changes in teacher

behavior as reflected by changes in curriculum content, teaching

strategies, teacher interactions with students, teacher interactions



85

with other teachers and school personnel, and the physical environ-

ment of the classroom.

I



DATA PRESENTATION

The data collected during the implementation of the multicul-

tural curriculums is presented in this chapter. Through close and

intensive observations of the efforts of five teachers, the

researcher attempted to delineate the salient factors which contri-

buted to increasing their effectiveness or ineffectiveness during the

implementation process in a non-evaluative way. The information was

gathered over a five-month period and involved approximately two-

hundred hours of classroom observations.

Although five teachers were involved in the study, this chapter

is divided into four sections because two teachers planned and imple-

mented their program together. The sections contain: (1) an over-

view of the research situation including an account of factors influ-

encing the teacher, objectives for the unit, and a delineation of the

tools used for student evaluation; (2) the actual data collected by

the participant observer is arranged in terms of the five key dimen-

sions of the implementation process (Did change occur in curriculum

content, teaching strategies, interactions with students, interactions

with other teachers and school personnel, and the pliysical environment

of the classrooms?); and (3) additional information obtained through
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interviews, questionnaires, or informal feedback from teachers or

parents. Included in each section is a brief descriptive narration

of the research situation by the participant observer and an evalua-

tion of participant observation methodology by the teacher under

study.

Teacher I

General Background Information

The first teacher with whom the participant observer worked was

a woman teaching an advanced eighth grade English class. There were

twelve girls and eight boys from a middle-class socio-economic back-

ground; many of their parents were affiliated with the academic com-

munity in the local area. All students were white except for

one black boy. The afternoon class usually met from four to five

times a week for forty-five minutes. The classroom was highly struc-

tured with six desks across the front of the room and four desks in

each row. Since the observed teacher only taught in the room once a

day, she did not change the existing structure. She also had no

control over bulletin board displays, etc.

Teacher I had been involved with an inservice teacher training

program and had taken courses related to multicultural education,

curriculum development and evaluation; however, she had little expo-

sure to the foundations of multicultural education, her sensitivity

to the needs of her students and the community influenced her decision

to pursue support and gather information through a course offered in
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the Fall of 1976, from a faculty person at the local university and

a graduate student. The graduate student acted as a participant

observer and worked with Teacher I on a daily basis during the imple-

mentation process.

Teacher I indicated to the participant observer that a key objec-

tive for herself was to move away from being too directive and

encourage more student-student interaction. The role she designated

for the participant observer was to act as a facilitator, observing

classroom activities and offering perspectives on how things were

carried out. An important aspect was to observe the students and

make suggestions concerning teacher strategy impact on students'

cognitive and affective learning. The data cited was derived from a

participant observer's experience dealing with Teacher I in a small

self-contained classroom. All of the aforementioned factors had impact

on the teacher under study and influenced the outcome of the implementa-

tion program.

The actual unit taught was on historical fiction and was intended

to modify and abate widely held popular myths, especially those con-

cerned with people of other cultures. The historical periods on which

Teacher I focused were World War II, the Reconstruction following the

Civil War, and the period of massive immigration at the turn of the

20th Century. The unit was originally planned for five weeks but

lasted eight weeks.

The following student objectives were developed prior to the

implementation of the unit:



89

(1) To evaluate commonly accepted facts about a given

historical period.

(2) To re-interpret commonly held myths about that

period.

(3) To recognize that there are many possible inter-

pretations of a given historical event.

(4) To empathize with Individuals from various ethnic

groups through the literary experience.

(5) To recognize the common bond which exists among

all people by identifying with multi-ethnic

characters in literature.

(6) To develop criteria for evaluating books with

minority characters.

Initially, a pre-test, a historical literacy test, was given to

the students which contained twenty-six fact-oriented statements con-

cerning the historical periods to be covered. (This may be found in

Appendix B: Teacher I —Pre-Test /Post-Test . ) The teacher requested

that the students begin keeping a journal recording their feelings,

thoughts, opinions and impressions about activities in and out of the

classroom which were related to the historical fiction unit. An

affective pre-test was given which required that the students match

pictures of people from different ethnic groups, races, and ages with

different occupations. After making individual decisions, students

were asked to form groups and compare answers and decide on a group

answer. A discussion on stereotyping followed. Written assignments
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were also used as evaluative tools. Teacher I looked for comments In

their writings which related to the objectives. Further, opinion

sheets served to give greater Insight into the achievement of objec-

tives 1, 3 and 6.

Finally, a post-test was given which included the cognitive

statements given in the pre-test as well as an evaluative question-

naire which asked for critical comments regarding the students' feel-

ings about the unit and their learnings. (Examples of these tests,

questionnaires, and assignments may be found in Appendix B:

Teacher I —Pre-Test/Post-Test
, Opinion Sheets, Written Assign-

ments. )

Data Collected

For the purposes of consistency and coherence, the data col-

lected was broken down into the five key dimensions of the implementa-

tion process. However, because Teacher I had no control over the physi-

cal environment of her classroom, that criterion was not included.

Curriculum Content . Teacher I indicated that the curriculum

changed as the content of the material moved toward more sensitive

and controversial issues, such as racism, sexism, and ethnocentrism.

Teacher I stated, "If I v^7as just dealing with an historical aspect,

the paternalism in Bell for Adano may not have surfaced, and I might

not have used these particular materials if I were not emphasizing

a multicultural aspect. . . . These materials are intended to cause

students to question what they accept now and to have them question

each other." Some of the other books and essays used were:
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(1) A story of Japanese detention camps during World War II,

Farewell to Manzanar by Jeanne Houston; (2) Stories about the life of

Blacks during slavery, Day In the Life of a Slave by Solomon Northrup;

"We Wear the Mask" by Paul Dunbar; and Life as a Free Man by Frederick

Douglass; and (3) A story concerned with the Black perspective during

the Reconstruction period following the Civil War, Freedom Road by

Howard Fast

.

Teaching Strategies . A major goal of Teacher I was to become

less directive. She wished to retain control over where the students

were going but not structure the actual learning. Therefore, the

teaching strategies developed and employed included more small group

and panel discussions, opinion-seeking activities, independent inquiry

activities and guest speakers. Also, students were asked to watch

Rebop, a television program on Channel 57. The intention of the pro-

gram was to encourage students to become more aware of the ethnic

diversity and yet see the common bond between people. Teacher I also

informed students of additional programs dealing with other ethnic

groups.

During the first eight lessons dealing with World War II,

Teacher I was particularly aware of her directiveness and v/orked to

moderate that style. The observer noted that at the beginning of the

implementation process. Teacher I asked closed questions, but as the

unit progressed, the questions stimulated inquiry by the students.

Her questions moved from "What point is he making? What is he saying

about Americans who say that? Is it good or bad?" to having the
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students break up into smaller groups of five to discuss state-

ments amongst themselves, such as, "Major Toppolo treats the Italians

like children ~ he feels he must solve their problems for them."

"Italians are like children." The students were asked to find exam-

ples which supported or denied these statements. The students were

able to relate the story and these questions to their own reality.

Students cited examples from their own lives.

The participant observer noticed the physical position of

Teacher I during this activity. She was sitting on the desk, having

a definite height advantage. She moved to a chair. Leveling is a

process whereby a teacher physically relocates on the same level as

the students so as to equalize control of the situation. This tends

to encourage student openness when they feel there is not an authority

threat. When the participant observer questioned Teacher I, she did

say she felt more comfortable on the same level as the students.

Another strategy employed by Teacher I was intended to encourage

more student directiveness. The essay assignment for the book Bell

for Adano was developed by the teacher, "What I learned about World

War II from reading this book," but the students brainstormed possible

spin-off statements which they could write about: (1) Civilians were

affected by the war, (2) There is more to war than fighting at the

front; (3) Some people did not fight for glory or honor but for power;

(4) Mersey did not show the horror and violence of war; this book was

not realistic; and (5) The Italian people did not seem like enemies.

In another classroom activity. Teacher I further wished to
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encourage student directiveness by asking the class to develop their

own questions which they would like to ask of a person who had been

through a detention situation during World War IT. A guest speaker

addressed many fact-oriented questions raised by the students.

Although many of the questions were cognitive in nature, some showed

empathetic understanding such as, 'Weren't the Japanese bitter after

this treatment?" Teacher I indicated that some usually quiet stu-

dents even asked questions.

The strategy of students developing their o^^m questions had not

been used by Teacher I before. But due to its apparent success.

Teacher I employed it several times.

Freedom Road by Howard Fast was a story dealing with slavery.

Students were asked to formulate at least three questions concerning

ideas they did not understand in the book. The circular discussion

centered on their questions: (1) Was there actually such a conven-

tion in South Carolina? (2) Did the Reconstruction take place like

this throughout the South? (3) In general, how much of this book is

based on fact? (4) ^-Jhat was the author's purpose? (5) How did life

as a free man differ from life as a slave? (6) Why do they call each

other "nigger"? (7) Did the North really try to help the blacks?

The participant observer sensed tension in the class because of

the powerful content of the material and discussion. The teacher and

students centered some of their comments around the term nigger

which caused uneasiness. As a result of the discussion, students

decided to further investigate the historical background of the book.
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The students went to the library to research different perspectives

of the same event. Individual presentations lasting three days were

given.

Teacher I attempted to encourage students to think through their

feelings and values. Students were asked to give their opinions about

the following questions
: (1) The blacks could have created a life of

equality and opportunity during Reconstruction if the Ku Klux Klan

had not interfered; (2) During the South Carolina Convention, the

newspapers depicted the black delegates as being incompetent because

they were afraid of having the blacks succeed; (3) Even though many

black delegates were not educated, they were able to make intelligent

decisions; (4) The Jim Crow laws were developed so that Reconstruction

would not succeed; (5) The Union Army and government had the ex-slaves

interest at heart, but the ex-slaves were too confused by freedom to

handle it well; (6) Reconstruction did not succeed because the blacks

had no education and no experience in making decisions and being

leaders; and (7) Write your opinion of what happened during Recon-

struction. Why do you think that the real story of what happened

was hidden from the public?

When questions were asked of Teacher I, she redirected them back

to the class rather than answering them herself. Occasionally, when

questions were brought up by students dealing v;ith current issues,

such as busing in Boston or the Equal Rights Amendment, Teacher I

switched gears and dealt with the interests and needs of the students

During the discussion of Reconstruction, the movie "Roots",
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coincided with the request by the Ku Klux Klan for equal television

time. Students brought in questions and articles and a student-

oriented discussion ensued. Teacher I stated, "Dialogue between stu-

dents is a good technique because students are looking at each other

and I am no longer the focal point."

For the final activity, students in small groups developed ques-

tions to be answered in a panel discussion. The students assumed the

role of the character in the book each had read. This strategy was

also new and appeared very successful as indicated by student evalua-

tions. The issues to which the students reacted were socially signifi-

cant and culturally oriented

:

(1) Do j^ou think the people who discriminated against

you had just reasons?

(2) Would you want to fight for your country in time of

war?

(3) What are your views on slavery?

(4) What advice would you give to a person who finds

that their opinions are unpopular?

(5) After your experiences, did you feel proud or

ashamed of your cultural background?

(6) How did World War II affect your lifestyle?

(7) What are your views on women's rights?

The students seemed to really enjoy this activity and wished to do

something similar again.

The activities of researching different people's point of view
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concerning a particular event, having guest speakers, and assuming

the role of the character in a book, provided the students with a

vehicle to see and understand different perspectives. The teaching

strategies employed were complementary since they encouraged student

directiveness and analysis.

Interactions with Students . Through physical actions, value

statements and teaching strategies employed. Teacher I communicated

to her students a way of thinking and acting. During the implementa-

tion of a multicultural curriculum. Teacher I attempted to foster

cooperation by having them work in smaller groups; to encourage

empathy by developing understanding and appreciation of others; to

raise students’ abstract level of thinking and to dispel preconceived

notions by confronting them with moral and ethical conflicts; to

develop a sense of equality; and generally to enhance a student’s

self-concept

.

At the beginning of the unit, students were confused and some-

what frustrated by Teacher I changing her teaching style. The tension

caused was a result of students not knowing what "the teacher wanted."

There was no "right" or "wrong" answer when the students were asked

to form groups and respond to statements Teacher I had developed. The

forming of groups served to foster cooperation among the students

since they were usually asked to come to a group decision. Breaking

into small groups had previously been an uncommon occurrence. By

evoking active involvement, student-student dialogue was encouraged.

They all seemed to like this approach as Indicated by their comments,
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"Breaking into small groups, Oh! Good!!!!" and the evaluation at

the end of the unit.

Teacher I attempted to raise the students’ abstract level of

thinking by providing the opportunity for students to explore issues.

By having the students go to the library and look at different sources

to determine the legitimacy of an author’s account of an event, the

teacher spurred independent inquiry which encouraged students to think

for themselves rather than being "deposited" with knowledge.

Teacher I continuously attempted to dispel preconceived notions

by pointing out different perspectives. For instance. Teacher I

asked the class, "Did Gone With The Wind share the same point of view

as this book?" Further, when controversial topics were raised.

Teacher I asked the students to elaborate on their comments and pro-

vided a platform where opposing points of view could be aired.

In several discussions, the students were confronted with moral

and ethical conflicts. When the mother of a student, who was also

the author of a fictionalized biography of a Black woman, came to

speak to the class, the daughter asked her mother, "What right do you

have to write this book on a Black woman?" Another instance occurred

during the panel discussion. A girl student said to a boy student,

"You said they shouldn’t kill but, yet, you fought in the war?"

Teacher I said of the students:

They are getting into high level thinking skills and they

have to question their own beliefs, especially to defend

them against each other which causes consciousness-

raising and drawing comparisons within their o\m life.
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By providing students with information on alternative lifestyles,

students were able to develop an appreciation for the validity of

other cultural backgrounds and beliefs. Through the panel discussion,

the information communicated by guest speakers, etc., students could

more clearly perceive the plight of minority people and understand

and empathize with them. The students were able to see through

another's eyes. During one lesson, discussion was stimulated through

the question, "What impressions do you have about Reconstruction

from reading Freedom Road ?" The students' responses showed empathy

and critical awareness: "There was a lot of cruelty," "Hard feelings

existed because former slaveholders lost their power and status in

the community," "You can't be free when your free time is spent look-

ing out for your life."

Familiarity with various ethnic groups allowed students to relate

to other minorities and reflect on distorted attitudes, thereby elimi-

nating ethnocentrism. During the panel discussion, a girl student

said, "In my opinion, Indians were much better than white people."

Teacher I encouraged awareness and equality by helping students to

identify their o\m values and the values of others.

The subject matter served to enhance the self-concept of the

only black boy in the class. Although this was not evident initially,

he eventually felt more comfortable and accepted. This was illus-

trated when the Reconstruction period presentations were given.

Teacher I asked the class, "\^^lO wants to go next?" The students unani-

mously volunteered the black boy to give the next presentation. He
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became the resource person for the class during this part of the unit.

He disclosed information and insights into events with which the other

students were unfamiliar, such as the Nat Turner Rebellion. Toward

the end of the unit, students were freely articulating their points of

view as evidenced by such statements as, "You know, it's funny that he

was black," where previously they were uncomfortable talking about

such Issues. Students genuinely, advocating their values without

thought or hesitation, suggested that they have a positive feeling

about their own ideas and self worth.

In the final evaluation, the students made cognitive gains and

generally "felt good" about the unit. The two evaluative instruments

can be found in Appendix B; Teacher I —Pre-Test/Post-Test . Fif-

teen out of seventeen students said that they really liked what had

been going on in class during the unit, and eleven indicated that they

were thinking about ideas they hadn't thought about before. Cogni-

tively, the majority of students increased their correct responses and

decreased their incorrect and "don't know" responses.

Interactions With Other Teachers and School Personnel . Multi-

cultural education is an important priority in the English Department

and school system under study. Therefore, it is extremely difficult

to determine the actual impact of Teacher I's implementation of a

multicultural curriculum. However, Teacher I did indicate that she

would be sharing the unit with other members of the department.

Although this may not be a ramification of the implementation

process. Teacher I and another teacher did begin coordinating the
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classroom activities of two lower phase classes in an attempt to

improve the students' self-concepts. Two teachers working together

and supporting each other suggest a change in the interaction teachers

have with each otner. Teacher I spoke highly of this unit to others

also

.

Additional Information Gathered

This section includes information gathered from interviews with

Teacher I's Intern, instructional director and department head. The

second part of this section is feedback from other people, such as

communication with parents and general comments from Teacher I.

Finally, a brief descriptive narration by the participant observer and

an evaluation of the participant observer by Teacher I is included.

Interviews . Further information concerning the implementation

process and teacher behavior was gleened from Teacher I's intern,

instructional director and department head. The people interviewed

were unsure whether the changes that occurred to this teacher, her

students and the school could be attributed to the implementation of

the multicultural curriculum under study. However, it was generally

felt that this process had impact in these areas.

The instructional director and department head said that this

unit helped the teacher gain confidence to put forth ideas. Further,

the "new learning community" for Fall, 1977, would not exist unless

Teacher I "had pushed for it." They also said that Teacher I is

very sensitive to diverse points of view," as evidenced by her

increased sensitivity to Phase II students. She had attempted to
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employ teaching approaches which would enhance their self-images. In

an observation by the department head, he noted that the approach used

in the Phase II class was somewhat similar to that used in the class

under study. He stated, "They broke into groups with the intent of

developing more dialogue between students. A discussion ensued with

quite a bit of conflict.” He indicated that this process was dif-

ferent from what was the normal approach used in that class.

The informants thought the unit was "really fine" and felt the

students involved with the implementation process were gaining confi-

dence in dealing with controversial issues. The department head

stated, "Students could use the word 'Black' comfortably with black

students in the same room."

Informal Feedback . Teacher I indicated to the participant

observer that she realized the importance of process during the unit.

"I now realize the material presented is as important as the way it

is presented." She also said that she gained a deeper respect and

understanding for her students.

From the unit, she realized that a teacher of multicultural

education must be flexible in the planning and implementing of les-

sons. Teacher I states:

If one of the goals of multicultural education is

conscious-raising in order to improve understanding
between members of different cultures, then the instruc-
tor must be sensitive to the needs of the students.
Where are your students in terms of skills and levels
of awareness? No teaching or learning can take place
until this is ascertained. Lessons should emerge from

these needs. As much as possible, these lessons should

be personalized so that students can more readily empa-

thize with the experience of others.
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leacher I also attempted to gain .ore parent involvement as

Appendix B: Teacher I - Co„»unlcation with Parents. A channel
£or meaningful communication was opened which otherwise may not have
occurred.

Par^cipant Observer. Toar^|n«>. t l-j ,ieacner i had a clear perspective on
multicultural education and where she wanted to go with it in her
class. She asked for feedback from the participant observer concern-
ing affective matters. Dialoglcally. the participant observer and
teacher developed teaching strategies to meet desired goals. The fol-
lowing are Teacher T's responses to a series of questions Intended to

evaluate the participant observer and participant observation

methodology.

(1) Question: Do you think that the participant
observer influenced the curriculum
content? If so, how?

Answer: No. I think most changes were in the
area of process and method rather than
content.

(2) Question:

Answer

:

How did the participant observer affect
your teaching process?
Yes. I became more aware of the
teacher directedness of my style when
examining the observation log. The
observer encouraged a switch to student-
student dialogue.

(3) Question: What effect do you feel the participant
observer had on the students in the
classroom?

Answer: The students, for the most part, seemed
unaware of the observer’s presence. They
never questioned it. However, it might
have enhanced their self-importance;
they were doing something special enough
to be watched.



(4) Qviestion: Were there certain aspects of your
teaching which could have only been
evaluated through a participant
observer? What aspects?

Answer

:

Yes — the degree to which I was
involving students in class. The
student-student comments that I am not
normally aware of.

(5) Question: What other ways do you think a partici-
pant observer could be of assistance to
you?

Answer

:

Finding appropriate material in the
literature and put out by institutions
that would apply to what I was doing.
Teachers rarely have time to do this
kind of helpful research.

(6) Question: In what ways do you think a partici-
pant observer may have hindered your
effectiveness in the classroom?

Answer

:

None.

(7) Question: How effective is this participant
observer methodology?

Answer

:

I think it is extremely effective —
at least it was in my case. I do

not think I felt particularly
threatened by the observer's presence.

I think we had a good relationship
outside the classroom where we could
exchange comments and give each other
feedback. This helped avoid any mis-
understanding or tension. Establishing
such a relationship is important in

eliminating such potentially destruc-

tive conflict.

(8) Question: Please use this space for any remain-

ing comments you may have regarding the

participant observer and the implementa-

tion of your multicultural curriculum.

Answer

:

I think having an observer in the class

is especially important in multicultural

curriculum implementation. The teacher

is entering an area of controversy,

conflicting values, and affective teach-

ing goals. The teacher needs to be

aware of the influence of their own

values and teaching style on the class.
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The teacher needs to be aware of the
relationships between students in the
class. The observer can help the
teacher to see this often 'hidden'
element of the classroom.

Teacher II

General Background Information

The second person involved in this study was a third grade

teacher to a class of twenty-five white students from a middle-class

background. The elementary school was predominantly white. The time

period reserved for implementing the multicultural unit was 1:30 -

3:00 p.m. ,
Monday, Tuesday, Thursday and Friday. The desks were

inconsistently arranged in five small groups. The teacher structured

the room into several learning centers and activity areas. The cha-

racteristics of the classroom and make-up of the class had impact on

the teacher.

The teacher under study was also influenced by several factors:

Teacher II 's involvement with an inservice training program, her basic

understanding of a multicultural approach, and the participant observer

methodology. As part of the inservice program. Education for__a

Changing World ,
Teacher II had taken many courses introducing her to

various new aspects and endeavors in the educational field. During

her studies, she developed a concept of multicultural education.

When asked to participate in an East Asian Program, she accepted.

However, she experienced frustrations with the format of the East

Asian Program and wished her curriculum to involve more than just a
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film festival and craft fair.” Thus, she developed a curriculum for

the Asian unit under the auspices of a faculty person and a graduate

student from a local university. This was her first course actually

in the field of multicultural education. She did not have a founda-

tions course in this area. The next semester, the graduate student

served as the participant observer during the implementation process.

She provided Teacher II with information concerning the implementation

situation and helped to develop (1) objectives for the unit, (2) stu-

dent activities for affective learning, and (3) instruments for stu-

dent evaluation. The aforementioned factors influenced Teacher II 's

behavior during the implementation process (c.f. Figure I,

p. 16).

The actual unit taught by Teacher II was on Japan and lasted for

approximately ten weeks. The following student objectives were

developed prior to the unit. These objectives were developed pri-

marily by Teacher II; however, during the unit, the participant

observer delineated other objectives from information acquired from

Teacher II. The objectives developed by Teacher II were:

A. Cognitive :

1. Knowing that culture is the complete way of

life of a group of people;

2. Understanding that culture is learned;

3. Understanding that cultures are constantly

changing;

A. Recognizing that all people have a culture



and that all cultures have similarities and

differences;
/

5. Understanding how and why cultures are dif-

ferent
;

6. Recognizing the role of religion, lan'^uage,

and art in culture;

7. Understanding the role environment and

geography play in shaping the lives of peo-

ple;

8. Recognizing the difference between tradi-

tional and modern roles in Japanese fami-

lies;

9. Knowing that families all over the world

have differences and similarities and that

they share many of the same needs;

10. Realizing how modernization in Japan has

brought old and new values into conflict;

and
,

11. Understanding what stereotyping of a culture

is and how it develops.

Affective ;

1. Being able to appreciate one's own culture

and other cultures;

Being able to value the contributions of

one culture to others;



3. Recognizing the adaptability the Japanese

people have shown in adjusting to a modem

technological society;

4. Respecting the ingenuity and determination

of the Japanese people in developing

technologically advanced products for the

entire world;

5. Being aware of and accepting different

lifestyles;

6. Providing a basis for comparing one's own

beliefs, values, and lifestyles with those

of others; and,

7. Being aware of how one can contribute to

one's own culture to make it a better place

for all people to live.

Skills ;

1. Sets up hypotheses;

2. Applies previously learned concepts and

generalizations to new data;

3. Gains information by studying pictures/

artifacts, noting details and making com-

parisons;

4. Gains information by reading/listening,

noting details, and making comparisons;

5. Gains information by making/studying charts



6. Evaluates information and sources of

information;

7. Gains information through participating

in simulation activities;

8. Organizes data and draws conclusions;

9. Generalizes from data (Draws singular

generalizations; draws inferences that

beyond the data)

;

10. Tests hypotheses against data;

11. Revises hypotheses in light of new data

12. Demonstrates basic map skills;

13. Interprets maps and globes;

14. Understands the use of map symbols to

represent reality.

Discussion

Sharing Information

Working in a Group

Cooperating and Helping Others

Language Arts ;

1. Writing

2. Interviewing

3. Note Taking

4. Alphabetizing

5. Learning Words of a Different Language

Appreciation of Haiku Folktales6 .
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7. Appreciation of Art Forms.

The following objectives were developed during the unit;

A. Cognitive ;

1. To know that Japan is part of Asia and

that they have their o\,ni way of life;

2. To know that the United States is not

always a fair and just place;

3. To know what discrimination is; and,

4. To gain knowledge of the inequities experi-

enced by Japanese immigrants.

B . Affective ;

1. To help students to understand, respect

themselves;

2. To foster consideration and appreciation

for others; and,

3. To help students develop a sense of what

immigrant groups felt when they came to

this country.

C. Skills ;

1. To encourage students to take more initia-

tive;

2. To help students to become more inquisi-

tive and look with a more critical eye on

history;

3. To help students to develop their ox^ sense
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of rightness and wrongness;

4. To have students work in groups develop-

ing good group behavior;

5. To help students to see how their behavior

affects others; and,

6. To encourage students to resolve their own

interpersonal conflicts.

Teacher II indicated during the unit that an important goal for

her was to become less directive and controlling. She felt that this

would encourage more student Initiative.

The three pre-evaluative techniques employed were (1) to have

students look at a series of multi-ethnic facial pictures and deter-

mine who was "an American" and who was not. All people pictured were

living in the United States and "American"; (2) to have students

fill out a "mini-book" using words or pictures to complete a phrase,

such as, "Japanese people look like ..." (refer to Appendix C:

Teacher II —Pre-Test) ; (3) to have students express value state-

ments concerning a taped story about a boy who could not get his o\m

way. One group of students was asked to respond to the story when

the boy was white, the second group when the boy was Japanese.

Generally, the outcomes confirmed Teacher II 's preconceived

notions that the students stereotyped Americans as being white and

middle class, and Japanese as having slanted eyes, dressing in a tra-

ditional manner and eating rice. The last evaluative tool turned up

some interesting results.
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The story was about a boy who wanted to be the chairman. The

other students didn't select him. In recourse, he destroyed some

models they had built. In the first group, where the boy was white,

the students responded to the teacher's question, "If you were in

John's group, how would you treat John?" The children responded as

follows

:

"I would not play with him."

"I would not talk to him; I'd ignore him."

"I'd call him names."

"I'd purposely give him the wrong directions."

"I'd pick on him."

"I'd tell the principal."

"I'd tell the teacher."

"I wouldn't send him any Valentine cards."

But in the group where John was a Japanese boy, the students'

responses were:

"I'd ask him why he had done it."

"I'd ask him why he was so angry at everyone."

"I'd ask him if he had done it."

"I'd talk it over with him to make him feel better."

"I'd walk out."

"I wouldn't play with him."

For the evaluation of the unit, Teacher II kept an ongoing log of

observations. Three simulations were developed and then processed to

determine change in attitude. Finally, the participant observer and
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Teacher II developed an evaluative questionnaire (see Appendix C:

Teacher II —Post-Test) which was used as the basis for a discussion

on the unit.

Data Collecte d

The unit initially was very cognitively oriented. However, fol-

lowing a visit by the faculty person who helped her develop the

original unit, a new framework for dealing with the Japanese unit

began to unfold to bring the affective domain of learning into the

perspective of the unit.

This section is organized into the five key dimensions used for

evaluating the implementation program: curriculum content, teaching

strategies, interactions with students, interactions with other

teachers and school personnel, and physical environment of tVie class-

room.

Cur riculum Content . During this unit, Teacher II attempted to

integrate many different areas such as math, folktales, map skills,

dictionary skills, as well as the special activities of music and art.

In art class, a student project was to make Japanese masks, paint

them, and display them or take them home. A film, "Children's Songs

From Japan," was intended to give an aesthetic appreciation of

Japanese children's music.

Most activities were structured around the Japanese Family Kit

from the Children's Museum in Boston, Massachusetts. Instructions for

the Kit required that each student become a member of a family. All

activities were structured around the five families four Japanese
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families and one Japanese-American family. Information included in

the Kit was concerned with becoming a family, examining family roles,

building a house, and demonstrating artifacts.

Other integrated activities used by Teacher II included:

1* Language Arts : Folktales —Examining a culture
through stories

Pictionary —A picture dictionary

Calligraphy —Japanese vrriting

Haiku —Reading and writing Haiku
poetry

2. Math ; Abacus —Exercises using a
Japanese abacus

Graphing —Things made in Japan

3. Maps: Making different types of maps
of Japan

Planning a trip to Japan

4. Languag e ; Learning Japanese phrases

As the unit moved from cognitive to more affective dimensions.

Teacher II made greater use of simulations and humanistic materials.

The content of the unit dealt with culture as well as other dif-

ferences between people, such as the handicapped.

Teaching Strategies . The basic teaching strategies employed by

Teacher II changed as she attempted to stimulate student inquiry. As

the unit evolved, it became evident that a major goal for Teacher II

was to have students understand what it is like to work in a group and

develop good group behavior. Also, small group activities did not

allow for much teacher directiveness and control.
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As the unit progressed, Teacher II placed no requirements on

what assignments had to be completed in the learning centers, or when.

This was the first time the students determined their own activities

and solved their own problems. However, there were requirements for

the unit and a certain amount of material was expected to be covered.

Also, Teacher II acted in a more supportive manner when students were

working on various activities. Teacher II commented very favorably

on a boy's autobiography and encouraged several other children to

read it.

Another strategy employed by Teacher II was to foster leadership

potential. When Teacher II divided the students into groups, she

designed the families and assigned roles with the intent of placing

less aggressive boys in leadership positions. Students who, by

Teacher II 's assessment, stifled the potential of others were

assigned roles of lesser importance.

A presentation given by each family about family artifacts and

customs was included as an activity in the Japanese Family Kit.

Teacher II thought the presentation so professional and informative

that she made arrangements for some of the "families" to give demon-

strations in another class.

In an attempt to encourage students to empathize with discrimi-

nated groups. Teacher II involved the students in a series of three

simulations. First, the game "Isolation" was played. Half of the

children were given blue dots and told they were a superior group of

people. The other half were given yellow dots and told they were
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inferior. A brief description by Teacher II follows some of the

important events

:

For the remainder of the morning, the blue-dot people
were given special privileges, verbal and material
rev:ards. It so happened that we were having a health
test. The yellow-dot people were allowed no questions
about directions, and when they complained that they did
not understand something, they were told that the
teacher was not surprised, yellow-dots never had very
big brains. There was enough abuse both verbally and
behaviorally that they soon forgot that this was a game
and were very angry and upset. Meanwhile, the blue-
dots were enjoying all of the limelight and thought my
behavior toward the other children was quite humorous.
I invited the blue-dots to have a candlelight lunch
with me in the room and sent the others to eat in the
cafeteria.

In the afternoon, the situation was reversed. A second simulation

employed by Teacher II was a situation where students compete in the

market place. Teacher II wanted to give kids a sense of (1) what

immigrant groups felt like, (2) America as not always being a just and

fair place, (3) looking with a critical eye on history, (4) working

with others, and (5) understanding of self. At the end, during

processing of these simulations, the teacher attempted to encourage

children to sort out and clarify their true feelings.

During general discussions in the classroom. Teacher II asked for

explanations of controversial statements such as this exchange:

A girl student saying to some friend: ’Japan and China

are all the same.' Teacher II chimed in, 'Why are they

alike and what is similar about them?

'

Girl student: ’They all look the same and have the same

Chink eyes .

'

Teacher II said, 'If you lived in Japan, would you like

it if someone said, Japan and China, heh, heh, same
^

thing?’ She also pointed out that the term 'Chink eyes'

was considered offensive.
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Or another time when:

Boy student said to girl student (she was dressed in
a kimono): 'You look weird.'

Teachar II said to boy student: 'Don't you think that
someone from Japan would think you look weird?'

Another mechanism employed by Teacher II was the extensive use

of visuals; i.e., "Men in Japan", "Women in Japan", "Rice Farming in

Japan". This strategy was intended to provide cognitive information

as well as dispel preconceived notions.

Interactions With Students . The various strategies employed by

Teacher II had interesting ramifications. Teacher II, by being less

directive and engaging students in more dialogue and group dis-

cussions, fostered cooperation. Through the use of simulations, she

encouraged the students to develop critical thinking abilities,

empathy, and an understanding of inequality. Other activities gave

students a more positive self concept.

The content of the material, as well as the Intent of Teacher II

to be less controlling, encouraged self direction by students. The

basic structure of the various exercises were in fact developed by

the adults in the classroom; however, what happened within that

structure was determined by the students. Each family group received

a small box containing Japanese artifacts. They were to learn the

names of the objects and determine for what purpose they were used.

Eventually each group gave presentations. This device forced more

cooperation; however, in one group this did not occur. The following

is a description of how one group reached consensus.
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In one group, reaching a decision was difficult. So the
father just said, 'I want to be as fair as possible so
we will vote.'

The students were all really excited about their presentations,

as demonstrated by the amount of enthusiasm generated and attention

given by all students. The participant observer noticed that not one

student was fooling around or talking during observed presentations.

Teacher II was constantly providing supportive behavior by facial

gestures and verbal statements. Teacher II felt that the students

"communicated something special" by the presentations, which

encouraged more enthusiasm about the unit. The students were invited

to give their presentations to another class. This further encouraged

a feeling of self-worth —the students thought they were pretty spe-

cial and most were very anxious to participate.

Some of the visuals used by Teacher II helped to give the stu-

dents an extended view of men and women's roles in Japan and to abate

preconceived notions. Contrary to the role cards in the Japanese

Family Kit, the students witnessed men helping with child care and

household duties, which sparked discussion on how the role cards were

old-fashioned. And the filmstrip, "Women in Japan", differentiated

the roles of women in traditional and modern society. These and other

filmstrips encouraged students to develop critical analysis skills.

In another instance. Teacher II attempted to dispel preconceived

notions. Teacher II attempted to help a student clarify the word

"cheap". While looking at home for things made in Japan, a student

inadvertently discovered an article from Time magazine. Regarding the
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information conveyed in the article, the student stated, "The

Japanese have been selling us cheap TV's for years." His interpreta-

tion of "cheap" was of poor quality. Teacher II asked him to reread

the article. Teacher II then directed questions to the student and

helped him discover how he had misinterpreted the material. The class

discussed as a group why President Carter had been raising the cost

of imported TV s and how would you feel if you owned a company here

and many Americans bought foreign appliances, and how can Japan pro-

duce things so cheaply?"

The simulations further enhanced the students' ability to criti-

cally think and analyze, as well as develop, an understanding of

inequality and begin to empathize. The first simulation, "Blue-Dot/

Yellow-Dot", was intended to give kids a sense of discrimination.

During the processing at the end of the simulation, the students made

several comments

:

"I didn't like it."

"I didn't feel very good."

"It wasn't fair."

When asked by Teacher II what they thought the point of the

exercise was, some responses were:

"To show us how the Japanese and Chinese people felt

when they came to this country."

"To feel what it's like to be different."

"We are always going 'shut up' to each other; you're

trying to show us how it feels to be told this."

"When som.eone calls you a name, it's O.K.; but when

grown-ups call you names, it's different."
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Teacher II said of the simulation:

The discussion was one of the most stimulating we have
ever had. Emotions were running high and most of the
discussion centered around how much they disliked my
preferential treatment. Both groups declared that I had
given the other more rewards, better rewards, and worse
assignments, etc. It could have gone on all day until
I finally asked if there was any way I could have done
it that would have been fair in everyone's eyes. Some
of the children were able to divorce themselves emo-
tionally far enough to see that there is no way that
prejudice is fair when you are on the losing side.

We spent a lot of time talking about our feelings when
certain things happened. They felt very badly that I

had been so mean to them, verbally abusive. When
queried why they don't feel badly when their peers are
verbally abusive, they replied that adults aren't sup-
posed to do this, kids can. When adults do it, it

hurts all the more. I'Jlien kids do it, it just rolls off
your back, 'because it happens all the time.'

When I asked them what this game had to do with our

study of Japan, several of the children articulated that

I had wanted them to feel what it's like to be left

out, not accepted, and not treated equally. It was sug-

gested that this is probably what happened when the

Japanese immigrated to America. There was also discus-

sion of the fact that frequently prejudice is based on

something as silly and stupid as the color of a dot, of

skin, of hair, of the type of clothing one wears —on

outside pac'tcages people wear that reveal little about

what's inside the package.

In the second simulation, "Japanese-Americans in the Market

Place" ,
four Japanese families became American farm families living in

Watsonville, California, and were in competition with a Japanese-

American family. The objectives were (1) to have the white ethnic

farmers "feel the effects of what it was like to have the Japanese

family cutting into their market with their delicious vegetables which

were cheaper in price; and (2) have the Japanese family feel what it is

like to be discriminated against." In the end. Teacher II processed
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the event. Some students were visibly upset. They answered Teacher

II ’s question, "I heard someone say that they wouldn’t buy from you
/

because you are Japanese-Americans
; how does that make you feel?"

Student responses:

"What it is like to be bossed around and not treated
fairly.

"

"What it was like in gym the other day, when I was
treated unfairly for no reason."

The evaluation of the students at the end of the unit (see

Appendix C: Teacher II —Post-Test) substantiated the belief that

the students really enjoyed the unit. Teacher II was interested in

learning about their experience of working in groups. She asked them

to respond to the question, "l-jrhat did I learn about working in

groups?" Some answers were:

"I learned that when people work together, things get
done faster."

"I learned I liked working not just with girls."

"I liked getting to know other people."

"Can ' t alv/ays get what you want .

"

"In life you're not always going to have things you
want .

"

A discussion ensued around "the type of people who made me feel good

or bad in my group, how did you make decisions, and how do you deal

with people who are bossy, what does it take to be a leader?" This

method of evaluation really allowed the students to speak their mind

and vent hostilities and happiness. The teacher reported that they

seemed to really enjoy the opportunity.
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Interactions With Other Teachers and School Personnel

.

Teacher II did try to share some activities with other classrooms;

however, this was not a priority. Teacher II indicated to the par-

ticipant observer that she was concerned with others just "jumping on

the bandwagon". Other teachers did come to the class and asked ques-

tions. The third grade teachers were generally impressed but felt it

was a monumental task. She had little interaction with the principal

because "he didn't appear to be terribly supportive."

She did share this unit with others during the "Sharing Fair".

Although she did not attend, her materials were available for inspec-

tion by other teachers.

Physical Environment . Teacher II Indicated that the physical

environment of the class changed in terms of the unit. She tried to

make everything as Japanese as possible. She established six learn-

ing centers in the cla.ssroom! (1) Japanese Art; pictures, artifacts

like Kimonos, and stories about artists; (2) Japanese Music: record-

ings of folksongs; (3) The Land of Japan: a filmstrip about the

geography; (4) Folktales from Japan: favorite Japanese stories;

(5) Japanese Calligraphy; brushes, inkstone, directions, and samples

of characters; and (6) Travelogues about Japan; National Geographic^

with articles and other books about visiting Japan. Although most

displays were developed by Teacher II, one bulletin board contained

student drawn posters about World War II and Japanese detention camps.

Another area displayed some maps of Japan dram by students.

Teacher II indicated that this was the first time that students
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actually had a space in the classroom v;hich they could call their own.

The artifacts from the Japanese Kit and things brought from home

seemed to mean more to the students because they had their own place

to display them.

Additional Information Gathered

Interviews . Interviews with the librarian, the principal, a

second grade teacher, and Teacher II 's intern were conducted.

Generally, they thought that the unit had been effective. The

librarian indicated that there was much more teacher and parent

involvement than there had been before. Also, other teachers were

beginning to realize that "they can do it too."

Some people questioned were hopeful that Teacher II would

present the unit to the staff and eventually share it across the sys-

tem. The librarian indicated that she hoped a ramification of this

project would be the development of similar programs in other cul-

tures. She also was hopeful that the school might budget money for

such endeavors.

When queried about changes in teacher behavior, the intern felt

her style had remained consistent; however, she felt she had used some

different strategies when depicting the concepts of discrimination and

inequality. The librarian indicated that she had done more planning

than ever before. She also felt that because this unit was part of

her Master's program, Teacher II was more committed.

Some informants felt that the student learning had been greater

than with a normal social studies program. The librarian said that
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the students seemed to have a deeper understanding of the culture of

East Asians and seemed to be asking "new and different questions.”

Further, the unit appeared to generate "enthusiasm”, "excitement”,

and "pride”. However, the intern did state, "I wonder if the kids

can relate the activities in the unit to their daily lives, because

they don't seem to exhibit the new behavior outside the classroom.”

Informal Feedback . Throughout the unit. Teacher II attempted to

include activities which would force students to go home and ask ques-

tions of their parents. One such activity required the students

to look in a newspaper or magazine and find articles about Japan.

Also, Teacher II asked them to go on a hunt in their home and

make a list of all those things which say "Made in Japan”. Some

parents did offer positive feedback to Teacher II. A boy's mother

wrote a note to Teacher II indicating how much he liked the unit.

In an attempt to share the unit with the community. Teacher II

invited representatives from the town newspaper to visit her class.

They came and took pictures. An article and picture about the

Japanese unit appeared in the next issue of the newspaper.

Periodically, the participant observer and teacher would discuss

the unit and its effects. Teacher II indicated to the participant

observer that she felt she developed a stronger relationship with the

students. Because she did not know everything about the unit, she

did not feel like the teacher, but instead like a guide and a support

person.

Teacher II was very open in expressing her opinion of the process
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of developing and implementing a multicultural unit. She said she

felt she needed a stronger philosophical base before implementing the

unit. Further, she indicated that the planned curriculum should have

been reviewed by the faculty person before its implementation. She

states, "I felt like I was drowning and not getting any information

from people who are supposed to know." Also, she was uncomfortable

with the participant observer "evaluating" her behavior in class.

Teacher II wished that more sharing between teachers had occurred

because the "spirit of being alone" permeated the whole project. Other

concerns are discussed in the next section.

Participant Observer . Generally, the relationship between the

participant observer and Teacher II was somewhat strained in the

beginning of the unit. Teacher II was uncomfortable with the par-

ticipant observer methodology. Unfortunately, this was due in part

to the lack of clarity in defining the participant observer role

during the initial interview. She thought that the participant

observer was there to "evaluate" her. Once this idea was internal-

ized by Teacher II, it was extremely difficult to dispel this belief.

Initially, the material covered in the unit was very cognitively

oriented, and the participant observer could provide her with little

information. Following the visit by the faculty person sponsoring

the implementation unit where he suggested she should be working much

more with affective material, she changed her curriculum framework

and thus her conceptual framework for viewing multicultural educa-

Subsequently, the participant observer was able to aid her by
tion

.
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giving her ideas on how to proceed, as well as information concerning

classroom happenings". Further, the participant observer developed

objectives which were more in keeping with what she wanted to do.

Essentially
, the nature of the interaction between the partici—

observer and teacher was uncomfortable
j however, as time went on

they learned to work with each other in a more positive manner.

Teacher II 's responses to the evaluation of the participant

observer are as follows:

(1)

Question: Do you think that the participant
observer influenced the curriculum
content? If so, how?

Answer: Yes, with suggestions for modifying
simulations

.

(2)

Question: How did the participant observer
affect your teaching process?

Answer: Made me nervous, unsure of what she
was looking for —awareness of an
agenda different from mine —change
came as we focused on the process of
the curriculum which was more com-
fortable for me and defined the area
where I felt I needed support and sug-
gestions. This was when I felt she
was a participant observer and not
just an evaluator.

(3)

Question: What effect do you feel the partici-
pant observer had on the students in

the classroom?
Answer : There were so many other adults in

the classroom, I don't think they

noticed other than wondering, 'Why

does she write so much?

'

(4)

Question: Were there certain aspects of your

teaching which cotild have only been

evaluated through a participant
observer? What aspects?

Answer: Yes. How I fielded difficult ques-

tions, handled stereotypical comments

and prejudicial statements; how I
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organized the curriculum and made it
work; the process of changing from
cognitive to affective objectives.

(5) Question; What other ways do you think a parti-
cipant observer could be of assistance
to you?

Answer: I think they need to participate in
all phases of the writing and imple-
menting. Evaluation should be a mutual
process —something done with other
people and not other people.

In what ways do you think a participant
observer may have hindered your effec-
tiveness in the classroom?
Hindered until there was a mutual goal
setting agreement; when I felt the
observer was more interested or at
least equally as interested in what was
going on in the classroom and was not
so focused on me.

(6) Question:

Answer

:

(7) Question: How effective is this participant
observer methodology?

Answer: Can be extremely effective —must
set aside time for conversations and
sharing —A MUST.

(8) Question: Please use this space for any remaining
comments you may have regarding the
participant observer and the implementa-
tion of your multicultural curriculum.

Answer: None.

Teacher III

General Background Information

Teacher III was a first and second grade teacher at a predomi-

nantly white elementary school. Of her thirty-two students, eight

were black, two Indian and one Korean. Seventeen students were

actually included in the unit. This was due to varying student levels
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of reading competence. The classroom was an open area shared by two

teachers and two aides. Due to differences in teaching style, the

room was divided in two sections by bookcases and bulletin boards.

Neither teacher had any formal teaching contact with the other.

Teacher Ill’s classroom had several learning and studying areas. The

desks were arranged so as to form several small groups. The time

period set aside for implementing the multicultural curriculum was

from 10:00 - 10:40 a.m., Monday through Friday. The unit was origi-

nally planned for three to four weeks but lasted seven.

Teacher III and the unit she developed were further influenced

by three factors (c.f. Figure I, p. 16): (1) her involvement with an

inservice program in multicultural education and the courses she

had or had not taken as a result of that involvement; (2) the needs

she had for the particular multicultural approach employed; and

(3) the information conveyed to her by the participant

observer

.

Teacher III was recently accepted into an inservice program in

multicultural education. She had taken two courses in this area.

She had become involved because she saw a problem in her class-

room. Teacher III did not know how to handle the fact that the

students were actually separated and continuous conflicts and fights

were the result. The course, offered by a faculty person and assisted

by a graduate student, provided the vehicle whereby Teacher III could

begin to solve her dilemma. She was particularly interested in having

the graduate student act as a participant observer in the class to
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guide her and provide her with feedback.

The unit was intended to look at folklore as the expression of

the values of a culture. Folktales were read from several different

countries such as: Ghana (Ananse tales), Japan, China, and India.

The following are the objectives developed for this unit:

A. General Objectives :

1. To use folktales of the minority cultures of

children in the class to learn about that

culture’s values and other related cultural

content

;

2. To see the uniqueness of each culture as

represented in the folktale as well as

themes or values which each culture has in

common with another;

3. The children will develop positive atti-

tudes about cultural differences by knowing

their own cultural background and that of

others and knowing about the contributions

to this country made by members of other

groups;

4. The children will understand the concepts of

stereotype, prejudice and discrimination and

recognize them in written and spoken language;

Stereotypes about people of minority cultures

will be dispelled by seeing a variety of

5.



characters in each story with both posi-

tive and negative character traits and in
/

non-stereotypic roles.

Reading Skills Objectives :

1. To be able to select from several alterna-

tives the main idea of the folk story they

have just read, to be able to say in one

sentence a summary of what the story was

about

;

2. To be able to select from several pre-

sented alternatives the character trait

that is most applicable to any character

in the story;

3. To be able to sequence the events in a

given folk story by verbally expressing

what happened first, next, and last, or

drawing events in the story in the order

in which they occurred;

4. To be able to infer motives of characters

in determining cause-effect of events in

the story;

5. To use alphabetical order and study skills

in locating material to answer questions

about the culture in which the folk story

originated

.
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C . Process Objectives ;

1. The children will initiate questions about

things they want to know about the cul-

tures we study;

2. They will demonstrate increased attention

to and consideration of each other’s

expressed viewpoints;

3. They will demonstrate an increased ability

to cooperate with each other in small

group projects, planning, carrying out

plans, and evaluating the group's efforts;

4. They will participate in evaluating their

I

own level of cooperation and consideration

of each other as well as their ability to

resolve intra-group conflicts;

5. They will demonstrate empathetic responses

toward other members of the group or toward

minorities against whom prejudice is

expressed

.

The evaluative tools employed by Teacher III were numerous.

Generally, she attempted to ascertain a student's current level of

knowledge about a country and its values through verbal questioning.

An example of a pre-test can be found in Appendix D: Teacher III

Pre-Test. Cognitive and affective tests were given upon the comple-

tion of each segment of the unit (see Appendix D: Teacher III —
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Post-Tests) . A test was given at the end of the entire unit to

determine cognitive gains and general student feelings about the unit

(see Appendix D: Teacher III —Post-Test End of Unit Cognitive

Evaluation and Affective Evaluation) . The teacher also attempted to

observe students frequently and kept a log to evaluate progress in

intended areas. She also employed simulations and various games.

Data Collected

The unit contained a lot of information and at times became

disorganized. Plans constantly had to be changed due to uncontrolled

developments. A lot of information was collected; however, only

important aspects are emphasized.

Curriculum Content . The curriculum content changed in terms of

the unit. The folktales and other resources used were: Tales From

Ind ia retold by Asha Upadhyay, "Plan Ahead, Think Fast, Walt and

See", "The Men Who Made A Lion", "The Money Lender’s Trick"; The

Dancing Kettle and Other Japanese Folk Tales by Yochiko Uchida, "The

Dancing Kettle"; UNICEF Book of Children's Legends compiled with

photographs by William Kaufman, "Son of the Turtle Spirit", China;

Ananse the S l ider , Tales From An Ashanti Village by Peggy Appiah,

"Why the Lizard Stretches His Neck", "Kwaku Ananse and the Whipping

Cord"; Passage to the Golden Gate, A History of the Chinese in

America in 1910 by Canial and Samual Chu; A Day on a Chinese Commune

by Audrey Topping; filmstrips; "Chinese Folk Tales" —Schloat

Productions: (1) "Kan-Han and the Evil Dragon", (2) "Great Quest of

YanKang", (3) "Clever Girl and the Wedding Jacket", (4) "Magic Brush
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of Po Long"; Scholastic Magazine filmstrip and tape "Chinatown";

Scholastic Magazine filmstrip and tape: Five Families, Family of

Chinatown
; film: AA§?se*s Farm (available through the Amherst-Pelham

film catalog)

.

Prior to this unit, reading did not have affective goals except

to enjoy reading. When the unit began. Teacher III wished to develop

folktale skills but eventually this became secondary. The materials

used were aimed at changing student behavior toward each other. Thus,

much time was spent on affective team building and much content was

left untouched.

Teaching Strategies . After Teacher III decided to stop playing

the role of the reading teacher, she began including games, activi-

ties and strategies which created more student interactions and

dialogue, fostered cooperation and developed critical thinking abili-

ties .

A game employed by Teacher III to foster cooperation was called

"Squares". In three groups of five or six people, the students were

each given an envelope containing pieces of a square but not a com-

plete square. Each team was to form five squares by sharing pieces;

however, they were instructed not to take pieces from someone else,

only give them.

To further encourage cooperation. Teacher III employed another

strategy following the reading and discussing of a folktale. The

students were asked to develop a mural depicting the folktale. The

members of each group were chosen on the basis of equal distribution
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of minorities, girls and boys. They could decide amongst them-

selves the materials they wished to use and how they wanted to make

their mural. This approach also encouraged group decision-making.

Another ploy used by Teacher III was the simulation game of

"Blue-Dots/Purple Dots". Here, she hoped that the students would come

to grips with the term "prejudice". The children were divided in half

and wore blue or purple tags. In the morning, the blue people were

considered a more privileged group and treated as more capable and

superior people. In the afternoon, the situation was reversed and the

blue people were cleaning everything up, lining up last, sitting in

the back on the floor, receiving an inordinate amount of criticism,

and were generally discriminated against.

In another activity. Teacher III attempted to encourage greater

dialogue between students and parents by requesting that the students

bring in information about their cultural heritage. The class col-

lectively put their names on the map of the world entitled, "Where

in the World Are You From?" Only two students did not have the

information requested.

Films v^7ere used quite frequently. They seemed to hold the

attention of the students and convey important concepts. Because of

the abstractness of some of the concepts, appropriate books, maga-

zines, and materials were not written at the second grade level.

Guests were invited to subsidize available materials and shed dif-

ferent perspectives on culture and values. The guests came prepared

to answer questions generated by the students.
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The actual teaching process employed by Teacher III included

question-asking and drawing comparisons to show similarities and dif-

ferences. Through dialogue, she attempted to foster self-direction and

self-control. Initially, the dialogical approach used caused utter

chaos because students were given a freedom which they had never had

before and with which they were unable to cope. Very quickly. Teacher

to be dialogical in a smaller framework. She structured

the activity but allowed for the students to determine what they wanted

to learn within that framework. In dealing with the Chinese culture,

the children were asked what they wanted to know about China and/or

Chinese-Americans . They wrote down what they wanted to knov/, formed

interest groups, and went to the library to research their topic.

The kind of questions asked by Teacher III changed also to become

more inquiry-oriented. For example, she moved from closed questions

like, "What are the names of some Indian folktales?" to more thought

provoking questions like, "When did you feel the same, different?"

Teacher III also indicated to the participant observer that she was

more aware of the type of questions she was asking.

Further, in an attempt to point out to students differences and

commonalities. Teacher III had students make a chart of the folktales.

The categories discussed were Folk Story, Country of Origin, Behavior

That Was Rewarded, Behavior That Was Punished. A group discussion

ensued concerning commonalities and differences between the values

communicated in the folktales.

Interactions With Students. The unit had definite impact on the
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students. Teacher Ill's initial goal was for students to become

familiar with other cultures and values. Through reading and discuss-

ing several folktales from India, Africa, and Asia, the children were

able to identify what was good and evil in each of the folktales. They

also read a folktale from their place of origin. Two guests were

invited to speak with the class, a Japanese-American student and the

mother of an Indian student. The Japanese-American student reinforced

those values evident in the Japanese folktale by describing the "very

family-oriented" upbringing he had experienced. The Indian mother

told of the country's customs and stories of the village where she

had lived. The students questioned the guests and seemed interested.

In the last folktale, "Ananse Fani\", the students were capable of

identifying that breaking a promise caused Ananse 's demise. They

clearly articulated that "It's very important to keep your word."

Through the simulation, some students came to understand the

meaning of the word "prejudice". Initially, v;hen Teacher III asked

if anyone knew the meaning of prejudice, students shook their head

and smiled "Yes"; however, when asked to articulate, no one would.

Following the simulation of "Blue-Dots/Purple Dots", the children

expressed anger and a "keen sense of having been mistreated. When

Teacher III asked if they knew the word for what they had experienced,

many knew it was called "prejudice". Though some students showed

empathy for those people who were discriminated against in the begin-

ning of the simulation when blue people were privileged, there were

some students who stayed with their friends. They would not accept
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privileges claiming that this was unfair!

Three days later, Teacher III asked the students to respond to

the following questions:

1. Was there anything good about our day on Tuesday?
(4 "Yes"; 10 "No")

2. Did you learn anything? (12 "Yes"; 2 "No")

3. Do you have a better idea of what prejudice is?
(10 "Yes"; 3 "No")

4. Did you talk the day over with your family?
(10 "Yes"; 3 "No")

5. Do you know people who are treated with prejudice?
(13 "Yes"; 0 "No")

Teacher III hoped to dispel preconceived stereotypic notions

through the filmstrip "Mothers Work Also". Students began to see how

they perpetuate stereotypes. A discussion dealt with how many stu-

dents saw women only in the role of mother and housewife. They

talked about how fathers and minorities are stereotyped also.

The students throughout the unit became increasingly aware of the

importance of cooperating with each other. Initially, they could not

make decisions or get along for any period of time. For example, when

they played the "Squares" game, the first group finished quickly and

made gloating remarks to the other two groups who took longer to

finish because they were not cooperating with each other. In another

instance, when making the murals, only one group worked well together.

The last activity in the unit required that the students work in

groups to read and present a folktale. The students were very recep-

tive and considerate of each other. In the final evaluation, many
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said this was the activity they liked the most (see Appendix D:

Teacher III —Post-Test End of Unit Affective Evaluation)

.

During the unit, students were asked to define their own learn-

ing. By developing questions, they determined what they would learn.

At the beginning of the unit, the type of questions asked were, "I

want to know about Chinese money" or "I want to know what Indian

people wear." Later, they did demonstrate empathy for others and

abstract thinking abilities as evidenced by the following, "I want

to know what it v/as like to be a Japanese-American .

"

Finally, it was generally felt by the participant observer and

Teacher III that the students had developed a more positive self-

concept. They demonstrated more self-confidence by voicing opinions

readily. Further, following the activity, "Where in the World Are

You From", students were eager to share information with Teacher III

and other class members and seemed proud to talk about their heri-

tage. They also appeared more eager and interested in learning about

others and their cultural heritage.

j^teractions With Other Teachers and School Personnel .

Teacher III shared the procedure and results of the simulation with

other teachers. However, there were really no other primary teachers

concerned with these issues. Teacher III indicated to the participant

observer that many teachers feel "If you don't deal with it, it won’t

be there."

Teacher III also talked to administrators concerning the fact

that there is a racial problem in the school. The administrators were
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becoming Increasingly aware of it and beginning to take steps to

counteract the situation. Generally speaking, Teacher III was not

getting a lot of support for her multicultural endeavors.

Physical Environment. As this unit progressed, more student-

centered and student-created bulletin boards were evident. To evalu-

ate the student learning, Teacher III asked them to draw a picture of

what the story meant to them. The designs were then displayed. Since

she wished to emphasize the importance of the unit. Teacher III did not

want to exhibit ornamental paraphernalia because the concepts she

wanted to convey transcended cultural artifacts.

Additional Informat i on Gathered

Interviews . The people interviewed, the acting principal.

Teacher Ill's aide, and the guidance counselor, generally agreed that

Teacher III had always been very open, respectful of others, and

humanistically oriented in her teaching style. However, the aide did

indicate that Teacher III did seem to gain tighter control of group

behavior. Her goals were greater so she demanded more from them.

She was integrating cognitive and affective learning and requiring

excellence. The acting principal commented that she was gaining

confidence as she became more competent in the area.

The informants saw the students "growing to work more as a com-

munity" and "becoming more respectful of other individuals" as a

result of this unit. The aide indicated that the students were begin-

ning to "follow group standards better" and "work more productively

in a group." The guidance counselor said, "Kids weren't calling each
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emotional expressions by the students which did cause more "aggres-

sion" and "anxiety".

The people interviewed saw multicultural education as a continu-

ing effort in the district. The work that Teacher III did was part

of this larger effort. The school system was taking a stand by recom-

mending that more teachers implement multicultural curricula. The

counselor said, "First we change speech patterns, then action pat-

terns change."

As this unit encouraged more teacher awareness
,

it was hoped that

it would broaden appreciation and acceptance of others in the com-

munity. Teacher Ill’s aide was confident that the children would begin

to see the world around them differently so they could begin to break

through their stereotypic notions. On the negative side, in dealing

with some of these issues, the children understood the powerfulness

of the issues and could use this new knowledge to hurt others.

Informal Feedback . A letter was sent to the parents of the stu-

dents who were involved with the "Blue-Dot/Purple Dot" simulation

(see Appendix D: Teacher III —Communication With Parents).

Teacher III received two letters from parents saying that their chil-

dren had repeatedly talked about the simulation. The parents indi-

cated support for Teacher Ill's endeavors.

Parti cipan t Observer . The participant observer felt that work-

ing with Teacher III was a mutual learning and growing experience.

There vzere a lot of hills to climb, with no real sense that the path
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ticipant observer in disclosing her om\ insecurities about the imple

mentation process. She also Indicated that she learned a lot about

the capabilities of her students and came to know herself and her

values better also. The participant observer methodology was quite

helpful in this implementation situation. The following is an

evaluation of the participant observer and participant observation

methodology by Teacher III.

(1) Question: Do you think the participant observer
influenced curriculum content? If
so , how?

Answer: The participant observer did influence
content but indirectly. She suggested
a need for more visual rather than
verbal content when we were reading
stories from India. In getting feed-
back from her on hov; she saw the chil-
dren responding or not to the coxitent,
I combined it with my own sense of
what they had enough of or what they
needed more of and made adjustments.
One of those was not necessarily a

change in content but a change in how
the content was presented. I read the
Ananse Tales to them rather than con-
tinue to ask them to read additional
typed, non-illustrated stories.

How did the participant observer effect
the teaching process?
Because the participant observer had
agreed to be there, I stuck to the
pre-arranged schedule and objectives
for each lesson whenever possible. I

felt the process objectives becoming
more important as the unit progressed

and I think daily discussions with the

participant observer about the behavior

of the children, towards me, the mate-

rial and with each other was an influ-

ence. Her presence made me more aware

of what the objectives of the unit

(2) Question:

Answer

:



were and kept me from diverging also
when it would have been easy to do
so

.

(3) Question: What effect did the participant
observer have on students in the
class?

Answer: I know the children were aware of her
presence. Some of them asked what
she was doing there, to which I

answered, ’Visiting'. I know some of
the students asked her what she was
doing and looked to see if she was
watching when some of them misbehaved.
In general, however, I feel the stu-
dents were very much 'as usual'.

(A) Question: Were there certain aspects of teaching
which could have only been evaluated
through a participant observer? What

aspects?
i\iiswer: I think a participant observer aware

of what the objectives of a multi-
cultural unit are is the best evalua-

tor of progress toward those objec-

tives. The consistent presence of the

participant observer enables them to

get to know the children and under-

stand the needs and then growth of the

children through the unit. I think

that would be a very difficult thing

to assess or for an observer to have

a sense of unless they were itwolved

as consistently as the participant

observer was. I think in knowing the

class, the participant observer is in

a very good position to evaluate the

teaching that is taking place and

determine how the content and process

is geared to meet their needs and give

feedback when something else is needed

or additional work in any area is

called for. Because the kinds of

interactions kids were having with

each other were important, it was very

helpful to have another adult noting

and recording and reporting to me what

some of them were doing when I had to be

with other children In another part of

the room.



(5) Question: What other ways do you think a par-
ticipant observer could have been of

Answer

:

assistance to you?
I'm not sure, possibly doing a video-

y
tape or running a tape recorder of a
children's decision-making session
or taping one of ours. I did get
suggestions for material and some
evaluation methodology, primarily
reminders and questions that stimu-
lated my thinking as to how I was
going to evaluate.

(6) Question: In what ways may a participant
observer have hindered your effective-
ness in the classroom?

Answer

:

Not at all. I believe the most pro-
fessional and accountable teaching
takes place as awareness of what the
objectives are and how they are being
worked towards is heightened. I feel
the presence of another adult who is
also aware of those objectives can
increase effectiveness.

(7) Question: How effective is Participant Observer

Answer

:

methodology?
I like the idea. I think it's a far
more effective method in that it

allows for continual ongoing evalua-
tion, an evaluation of the process
rather than an evaluatio:i of the final
product in determining the effective-
ness of any teaching. It allows for
adjustment as you go rather than wait-
ing and deciding to do something dif-

ferent next time. It's also closer
to the evaluation situation and conse-

quent adjustments that are actually

made in the classroom daily in all

other areas.

(8) Question:
Answer

:

Additional comments.
I really appreciated the sense of sup-

port I received from the participant

observer during the unit. There were

times when I felt very discouraged

about what I was doing, that spending

the time some other way would have

been easier and less frustratii<g for

me. Being able to share that without
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feeling criticized but sympathized
with or just listened to was a lot of
encouragement to keep working toward
objectives and with the content. I
didn't feel that I had to do a per-
fect job but could reshape the activity
or behavior or expectations as I went
along. I much appreciated the sense
of humor on the part of the partici-
pant observer; it added a dimension
of objectivity and decreased anxiety.

Teachers IV and V

General Background Information

The fourth and fifth teachers involved in an implementation of a

multicultural curriculum were kindergarten teachers who worked with a

third teacher in an open classroom in a predominantly white middle-

class elementary school. The third teacher did not participate because

she did not see the need for multicultural education. Each teacher had

an aide. The two teachers under study had two sessions per day contain-

ing a total of fifty-one children in the morning session and thirty-five

in the afternoon. Initially, the time period for im.plementing the unit

was from 9:00 - 10:00 a.m. and from 12:30 - 1:30 p.m. ,
Monday, Tuesday

and Thursday. Halfvjay through its four-week duration, the unit was

integrated with all activities in each session, thus the implementa-

tion process occurred from 8:45 - 11:15 a.m. and from 12:30 -

3:00 p.m., Monday, Tuesday, Wednesday and Thursday. In the classroom,

students did not have assigned desks. During many of the activities,

students sat on the floor.

The unit under study was developed by the teachers working with



1A4

a faculty meinber and a graduate student from the local university.

Both teachers had been very involved with multicultural courses

offered through the university; however, only one teacher was actually

enrolled in a degree-granting inservice program. The teachers became

involved because they saw the need for a multicultural approach to

education in their classes and in the school system. Approximately

one-fifth of their students were from culturally diverse backgrounds

and had a lot of questions which the teachers felt they should be

able to answer. They adapted their teaching practices to the needs of

their students. They saw multicultural education as much more than an

exercise in communicating information about different cultures. They

wished to provide their students with a general awareness of social

reality and an understanding of certain concepts, such as equality.

In January and February, 1976, the two teachers developed and

taught a unit on Native Americans. The unit was so highly successful

that they wished to do something similar again; this time with an

Afro-American unit. However, they were particularly concerned with

how the black children in their classes would perceive the unit.

These teachers were the only teachers among the five with whom the par-

ticipant observer worked, who had previous experience implementing a

multicultural curriculum; therefore, there were not as many changes

occurring in their behavior as had been the case with the previous three

teachers. The participant observer helped the teachers to develop objec-

tives and student pre- and post-tests, as well as to collect data on

occurrences in the classroom. These primary influencing factors had
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impact on the teachers' knowledge, attitudes, and skills and affected

how curriculum content, teaching strategies, students, other teachers

and school personnel and the physical environiTient of the classroom

were dealt with during the implementation process (c.f. Figure I,

p. 15).

The objectives for the Afro-American unit are as follows:

A. Affective :

1. To foster positive ideas about black people;

2. To foster positive ideas about blackness;

3. To encourage children to think and verbalize

about black people they know;

4. To evaluate the children's conception about

black people.

B . Cognitive :

1. To learn about Black History;

2. To learn and be able to use the following

words appropriately: (a) Colored;

(b) Negro; (c) Afro-American; (d) Equality,

Freedom, Slavery;

3. To learn the scientific reasons for skin

color

;

4. To expose the children to a variety of

blacks in many occupations.

The evaluative tools used are found in Appendix E: Teachers

IV and V —Pre-Test/Fost-Test . The first pre-test was confusing so
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a second pre-test was given in an interview format. The teachers

kept logs Including activities and student comments. They used some

student drawings and written sentences as well as a post-test to

evaluate student progress.

Data Collected

The collected data was over a relatively short period of time;

however, many hours were spent observing on a daily basis. The

change process is slow, therefore, not as much happened in this short

period of time as was hoped for by the teachers and participant

observer

.

Curriculum Conten t. The curriculum content changed from the

general teaching of basic skills to an Afro-American focus. Film-

strips were shown: "Life in an African City", "Life on a Farming

Village in Africa", and "Mary McLeod Bethune". Books read were:

The Story of Skin Color and Where Do You Come From . A prime focus

was to have the children see blacks in a variety of settings. A

movie, Gabrielle and Selena
, showed a black girl and white girl

living in the same "neighborhood" and caring greatly for each other.

However, the movie dramatized their differences in lifestyle. Due to

time limitations, the teachers were forced to eliminate a lot of

material and as a consequence, they spent more time in dealing with

the continent and people of Africa than had been intended.

Teaching Strategies . The teaching strategies employed by both

teachers were consistent with each other. They asked their aides to

participate in all levels of the unit, so as to comnunicate to the
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students the importance of the material and also to have more adult

support

.

The potato game was an activity employed by the teachers in

preparation for the unit and was intended to introduce "sameness"

within a species. The children put eyes, ears, noses, clothes, etc.,

on potatoes. This was a successful ploy because the children were

able to draw the parallel to people:

First potatoes all have

Then people all have

Their basic teaching process was to (1) give information, (2) get

feedback from the students, (3) get the students involved with an

activity which revealed their understanding. Teacher V read The Story

of Skin Color to the class. A discussion ensued. Students with vary-

ing amounts of melanin in their skin were asked to stand in front of

class. The students were asked to identify the children with the most,

then the least melanin. Finally the students colored in their o\^m

Color" Books.

The teachers were initially more formal and controlling in their

interactions v/ith the children. They structured the activities com-

pletely. Rut as time went on, they became less formal as demonstrated

in the "Color" Book activity. More peer teaching was evident. Readers

(students who know how to read) were at each table to be used as a

resource when other children needed help.

A technique used by both teachers was pointing out similarities

and differences between the learners' reality and the unit under

study. For instance, when Teacher V was discussing with the children
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the filmstrip, "Life in a Farming Village in Africa", she queried,

"This movie was about a farming village in Africa; were the farms

like the ones in Amherst?"

They also asked inquiry-oriented questions of the children:

"Why do you think the people didn’t have shirts on?" (following a

movie where an African woman was bare chested and some children in

the class were giggling)

.

Both teachers had the ability to shift gears when discussion or

activities were proving to be somewhat inappropriate or unsuccessful.

When the sponsoring faculty person came to visit the class, he felt

the students were not gaining an adequate understanding of the concept

of slavery. Therefore, he suggested that the teachers try a simulation

where half of the students were slaves and the others were plantation

owners. This strategy was employed and proved to be successful.

The teachers attempted to get children more involved and generate

more enthusiasm by asking the children to bring in any books or

records or artifacts they had. Reactions were:

"Oh, I have a book."

"I’ll bring in a record."

The teachers invited several black people to come to class and

speak with the children —a local jazz musician and his wife, two

doctors, and a colonel in the Army. This technique provided the children

v?ith the opportunity to view black people in a variety of different

professions

.

The "soul food" dinner, which Teachers IV and V aiid their aides
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prepared, encouraged children to taste different foods. This also

gave the children an opportunity to talk together informally.

The frequent use of music encouraged free expression as students

moved around the classroom and "felt the music". "Run Children Run",

a song chanted by slave children, was played in an area where all

children from Teacher IV ’s and V’s class could listen and "move" to

the music.

Witn Students . Generally, this unit had positive

impact on the children. Some began to feel more positive about

themselves, think more critically, and gain a deeper appreciation of

black people. The evaluations at the end ascertained cognitive and

affective learning.

A major concern was that the black children in the class feel

comfortable with the unit. It appeared as though some of the black

children gained more pride. One instance was a comment about soul

food by a black child, "I guess I like this cause I'm black," When

two black doctors came to visit, the children asked a lot of ques-

tions and became highly involved with the discussion.

The students also demonstrated more openness. Prior to the

unit, none of the children would say that Teacher IV was black. How-

ever, they became freer about expressing themselves. Another exam-

ple of this comfort was during dancing activities toward the end of

the unit. The students were moving freely and not feeling self-

conscious. A child who previously spoke infrequently began verbaliz-

ing much more.
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The positive reinforcement constantly given to the children

heightens their feeling of self-worth. When talking about the

Treasures From Africa", a display of artifacts brought in by a stu-

dent, Teacher IV said, "The pictures you boys and girls drew for me

are treasures even though they are not expensive." Also, in the

beginning of the unit, the students asked to identify their ethnic

background which they enthusiastically did. This gave them positive

reinforcement and also stimulated an eagerness to learn about others.

Teacher V indicated to the participant observer, "The children

this year are more difficult to deal with because they have more

social and emotional problems," However, it was the teacher’s feel-

ing that the students were able to cope with this unit better than

other units taught this year. This was true even when there were dif-

ficult concepts and Issues involved.

The content of the unit caused more abstract thinking, ^-/hen dis-

cussing skin color, one boy said, "I have a friend who is from Columbia,

but has the same skin as you, Mrs. ." The simulation, "Slaves

and Plantation Owners", encouraged children to clarify their own feel-

ings as well as gain a sense of inequality. During the processing

period at the end of the simulation, the following question was asked:

"How did it feel when you were the slave?"

Some responses were:

"Unhappy, because I don’t like doing so much work."

"Awful, everyone is telling me something different."

"I don’t like to sit in the corner."
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The children seemed to gain an appreciation of black people.

Several books were used, music played, filmstrips shown, and black

guests invited which served to enhance the student's image of black

people. In one instance, the teachers played five or six instru-

mental and vocal songs and read them the story of a famous black

musician, composer and singer who was blind. The next day a boy was

sitting at the piano and his eyes closed, singing.

The evaluation at the end of the unit further substantiated the

children's positive feeling toward their black guests as v/ell as other

activities used in the unit. On the cognitive evaluation, the stu-

dents scored consistently high. When asked, "I liked it when . .

some of Teacher IV' s children responded:

"We saw the movie Gabrielle and Selena ."

"We did the written work." (after the movie)

"Filmstrips.

"

"Slides."

"Mr. (the jazz musician) and his wife came in."

Teacher V's students' responses included:

"When the doctors came in."

"Soul food."

"We did the map of 'Where We Came From'."

"Movies about life in Africa."

The children generally agreed that they did not like the simulation

"Slaves and Plantation Owners".

Interactions With Other Teachers and School Personnel. Other
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teachers, administrators and visitors frequently came to observe this

class; however, the large numbers of people visiting the class was

not simply due to the fact that this unit was being implemented. At the

end of the unit, a professor and eight Iranian students studying at the

local university observed the class and interacted with the students.

They were quite impressed with what was occurring.

The third teacher in the open kindergarten area was not involved

with the project. Nevertheless, the participant observer and Teachers

IV and V generally felt that she gained greater awareness of what multi-

cultural education was all about. Previously, she did not think this

was an issue in her classroom nor in the school. Further, the teachers

indicated that the implementation may encourage her to do something at a

later time since she was positively reinforced by what she saw.

The implementation of the unit caused Teacher IV to have more

contact with the librarian aide. The interaction was encouraged by

the need of Teacher IV to have more books, magazines and films which

were culturally unbiased and not stereotypic. \'Jhen it was discovered

that the library was lacking in black materials. Teacher IV requested

more black magazines, books, etc., be ordered.

Phvsical Environment . The walls of both the classrooms were

decorated with the unit in mind —a large map of Africa, a map of

where all the children's ancestors were from, a bulletin board of

"Children Around the World", and many more visuals of minority faces

were displayed. The teachers made a special point of trying to find

pictures of black and minority people in different kinds of settings.
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Because of time constraints, the teachers did not have the

opportunity to get involved with African art or create a bulletin

board around the students' art. However, Teacher IV 's expressed

feelings which suggested that she felt art is a private and personal

experience and children should not be imposed upon by having to dis-

play their art on the wall.

Additional Information Gathered

Interviews . Interviews were conducted with the assistant

principal, library aide, and the two teacher's aides. The aides

expressed concern that the children were too young for some of the

concepts. However, they also felt that the children were learning a

lot and were surprised at how much. They also felt that the students

showed increased interest, understanding, and sensitivity to the unit

and the information communicated. One aide cited an instance when a

girl called a black boy "Negro". She Indicated that previously this

would have bothered him but it did not seem to concern him at all.

The assistant principal indicated that he could see changes in the

first graders who participated in the Native American unit taught by

Teachers IV and V last year.

Throughout this unit under study, the teachers demonstrated

"increased sensitivity to the issues and were being used as resource

people to other teachers and administrators." The assistant princi-

pal further stated that he would like the teachers to run a workshop

so otb.er teachers may use the material. He also indicated to the

participant observer that the Implementation of multicultural education
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will be a criterion for teacher evaluation under MBO (Management-by-

Objectives) next year. Most informants indicated that they hoped

to see more student-parent discussions revolving around multicultural
/

issues

.

Informal Feedback . Parents were actively asked for support prior

to the implementation of the actual unit. This did not occur in

past units. Questionnaires about a student’s cultural heritage

were sent home, and a surprisingly high 95 percent were returned.

Teacher IV reported three cases of black children talking £ lot about

the unit at home. One mother said that her daughter was terribly

excited about the unit and wanted appropriate reading material which

was not obtainable in this area. The family had to go to a bookstore

in Boston.

Many interesting and expensive artifacts were brought in by a

student whose mother spent her childhood in Africa. The white mother

included a description of each piece as well as a picture of herself

in school with all black men.

The teachers commented to the participant observer that they did

not have enough time to cover all the material so in planning the unit

again, they would schedule it much earlier in the school year. They

wanted additional time to have more guests, to allow for more teacher

planning time, to deal more heavily with some concepts such as the

reason for skin color and equality. Further, they felt it was too

teacher directed and would like to include more simulations.

One teacher did acknowledge a basic feeling of insecurity in
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doing the unit. She was specifically concerned with conveying

inaccurate information and projecting her own values on the children.

Both teachers agreed that they wanted more Information on African

and Black History.

Pa
_
rticipanl: Observer . The participant observer first met

Teachers IV and V one and one-half years ago in a course taught by

the faculty person sponsoring the practicum in implementing a multi-

cultural curriculum, and visited their classes on several occasions

prior to the actual implementation to gain an "understanding” and

"feeling for” their classes.

Both teachers were excited about the impending project and

anxious to plan with the participant observer, the pre-test, objec-

tives and activities. Through discussion, the role for the partici-

pant observer was agreed upon and the areas in which the teachers

wished to receive feedback was determined. The situation was very

amenable. The following is their evaluation of the participant

observer and participant observer methodology.

Teacher IV :

(1) Question: Do you think that the participant
observer influenced the curriculum
content? If so, how?

Answer: Yes, before we started teaching the
unit, she helped us think through the
organization of the unit —especially
the evaluation of both pre- and post-
test .

(2) Question: How did the participant observer affect
your teaching process?

Answer: I felt obligated to keep the unit
scheduled to the times we had agreed
upon —a number of times we were off
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that I had wasted her time. She
seemed to understand the need for a
flexible schedule when working with
young children.

(3) Question: \'/hat effect do you feel the partici-
pant observer had on the students in
the classroom?

Answer

:

We have many adults in the room and
often have observers for short
periods. The participant observer
stayed on the outside of the group
most of the time. A number of times
when an extra pair of hands were
needed, she helped out. The children
related to her positively without
question. I sincerely believe that
this positive interaction occurred
because of the participant observer's
warm personality rather than kinder-
garten children's unquestioning inter-
action with any adults. VJhen I ran
out of time and we gave the post-test,
I was surprised how the children
went with her. (I had at this point
shared with the class that she was
helping the teachers with the Afro-
American unit as a friend!) Ques-
tion: 'Should the participant
observer be introduced to the class
the very first day with explanations
varying according to the age of the

group?

'

(4) Question: Were there certain aspects of your
teaching which could have only been
evaluated through a participant
observer? What aspects?

Answer

:

Yes —close observations of children

during unit to determine their
comfort-level —especially the black

and bi-racial children.

(5) Question: What other ways do you think a parti-

cipant observer could be of assistance

Answer

:

to you?
I'm not sure I would want to change

the role. Most of the curriculum

help was given before the unit started,
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observer observed and gave feed-
back.

(6) Question: In what ways do you think a partici-
pant observer may have hindered your
effectiveness in the classroom?

Answer

:

Any inexperienced observer could be
critical, place time pressures and
become too involved with children —
I would feel obligated to stop any
outside negative influence on my own
teaching style and time. A teacher's
first obligation is to the children
and parents. If one can better
evaluate a program without causing
additional teacher stress, I would
support the process (whatever)

, but
only if the process will insure
positive programs.

(7) Question: How effective is this participant
observer methodology?

Answer

:

Very! I needed feedback during this
unit. I believe if children were
unhappy —the observer was profes-
sional and attentive enough to
observe and share —I hope she did
not hold back any constructive
criticism.

(8) Question: Please use this space for any remain-
ing comments you may have regarding
the participant observer and the
implementation of your multicultural
curriculum.

Answer

:

Post-Test: I planned to administer
the post-test. Time was very tight —
the participant observer adminis-
tered most of my post-test. I believe
this was very good because it put the

pressure off the children to perform
well for 'the teacher'! They didn't
have to share or feel guilty about the

information they had forgotten. I

think most of the children thought

of the information they shared with

the participant observer as just an

informal discussion. This made me

very happy.



Teacher V

:

(1) Question: Do you think that the participant
observer influenced the curriculum

Answer

:

content? If so, how?
Only in that she sometimes (as in
role-playing slavery) threw out some
suggestions for our consideration.

(2) Question: How did the participant observer

Answer

:

affect your teaching process?
I don’t think it did.

(3) Question: What effect do you feel the partici-
pant observer had on the students in
the classroom?

Answer

:

None —the children accepted her
presence without comment —went with
her eagerly at end for the post-test.

(4) Question: Were there certain aspects of your
teaching \>7hich could have only been
evaluated through a participant
observer? What aspects?

Answer

:

Yes —some more objective
perspectives —e.g., students'
participation —attending —my own
changes in things such as feelings
of security-insecurity.

(5) Question: What other ways do you think a par-
ticipant observer could be of
assistance to you?

Answer

:

Other information —brainstorming
help —other resources and input.

(6) Question: In what ways do you think a partici-
pant observer may have hindered
your effectiveness in the classroom?

Answer

:

Just at the beginning of her observe-

tions, I was somewhat self-conscious,
but this had to do with my own
insecurity about the unit.

(7) Question: How effective is this participant

observer methodology?
Answer

:

Very, I feel.

(8) Question: Please use this space for any remain

ing comments you may have regarding
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Answer

:

the participant observer and the
implementation of your multicultural
curriculum.
I feel very confident of the posi-
tive influence that the participant
observer’s presence made in the
classroom. She obviously enjoyed
being there, and the children could
feel this. So that even when I

didn’t formally introduce her to the
children, they went quite willingly
with her for the post-test. My con-
cern is that I might not feel this
comfortable with just any
’participant observer’, just any
adult, coming into my classroom and
interacting with the children, with-
out having the time for the ’partici-
pant observer’ to get to know them.
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CHAPTER V

SUMl'IARY AND ANALYSIS OF FINDINGS

This chapter presents a summary of the observations and begins to

analyze the data collected while working with the five teachers. The

purpose of the data collection was to answer the research question:

Wliat are the factors which produce significant changes in a teacher's

behavior and concomitantly increase his/her effectivenss in implement-

ing a multicultural curriculum? By generalizing the findings of this

study, the author shall propose a conceptual framework for multicul-

tural education which, she believes, is more coherent and practical

than those described in Chapter II.

The five key dimensions of the implementation process have been

identified as the curriculum content, teaching strategies, interactions

with students, interactions with other teachers and school personnel,

and the physical environment of the classroom. In the first section

of this chapter, the changes that occurred within each dimension are

discussed. In addition, the factors which caused those changes are

identified, and cause and effect relationships between variables are

tentatively forwarded. However, since these suggested relationships

are based on limited observations and are difficult to determine

because of the continuous interplay among variables, they must be
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considered both tentative and somewhat speculative.

The relationships betv\7een changes and causal factors serve as the

basis for a conceptual framework for multicultural education. The con-

ceptual framework Includes a definition of multicultural education,

student goals and objectives for multicultural education, and teacher

competencies and skills which are necessary to implement multicultural

education. The cause and effect relationships also will be used to

generate areas for more focused future studies and recommendations for

improving inservice teacher training programs (Chapter VI)

.

Summary and Analysis

Teachers are influenced by several factors (c.f. Figure I, p. 16)

prior to, during and following the implementation of a multicultural

curriculum. In this study, it was assumed that the primary influenc-

ing variables for the teachers are (1) the inservlce program, (2) the

participant observer, and (3) their adoption of a multicultural

approach. Other factors such as the general culture of the school

had impact on the teacher and generally on the implementation process;

however, these and other dimensions were given only peripheral con-

sideration for reasons previously discussed.

Analysis of the data confirms the assumption that the inservlce

program, participant observer, and a multicultural approach caused

changes in a teacher’s knowledge, skills, competencies, attitudes/

values and awareness/vmderstanding . These changes, in turn, created

observable changes in curriculum conto.nt, teaching strategies,
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interactions with students, interactions with other teachers and

school personnel, and physical environment of the classroom.

Curriculum Content

Basically, the content was determined by each teacher’s percep-

tion of the needs for their respective unit. For instance, all teach-

ers were interested in discussing the social realities of the class-

room. In some classes, this meant dealing with cultural differences

as well as individual differences (e.g., the handicapped). In most

cases, teachers perceived the need to discuss issues such as black and

white, discrimination, and prejudice. In two classes, the content

was also directed at team building. In general, materials and activi-

ties were selected to dramatize people's differences in lifestyles,

perspectives and value systems. The general goal was to encourage

students to appreciate and empathize with others.

Changes occurred in curriculum content during the implementation

of the multicultural curriculum. In most cases, the amount of mate-

rial included increased. As the units became more and more "all-

encompassing" and comprehensive, the time periods for implementation

were expanded. For some teachers, the concepts and issues were inte-

grated into other areas of the curriculum.

In the beginning, most of the teachers focused on basic skill

learning. As they became more adept at integrating cognitive and

affective materials, they focused on understanding values and began

considering the more sensitive and controversial issues which reflected

the culturally pluralistic nature of American society.
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Generally, there were three variables which led to changes in

curriculum content. First, the teacher's process of trying to develop

a curriculum from a multicultural perspective caused changes in the

curriculum content. Secondly, some teachers had more experience at

developing a multicultural curriculum than others. The teachers hav-

ing little experience and knowledge of multicultural education tended

to focus on content which was obvious and superficial. Finally, the

Participant observer communicated to the teachers her perceptions of

student needs and reactions to the unit. These perceptions often

caused the teachers to reexamine, reevaluate and modify the content

of their curriculum. The type of approach employed by the teacher,

their exposure to multicultural education, and feedback from the par-

ticipant observer were the major contributing factors causing changes

in the curriculum content.

An example of this was when a teacher's curriculum content was

very structured. Because this teacher had little background knowledge

and experience in multicultural education, it was difficult for her

initially to integrate multicultural concepts such as racism and

sexism into the content other than on a very superficial cognitive

level. The content of the material employed by this teacher changed

as she received feedback from the participant observer.

In another situation, the teachers' experience with the unit

caused changes in the curriculum content. Some teachers felt it was

difficult to study about a culture when there were students represent-

ing that culture in the classroom. Some teachers were insecure about
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teaching multicultural content in such situations. As each unit

progressed, teachers generally became more comfortable with the sub-

ject matter and were often led to include other more sensitive,

thought-provoking content material.

Teaching Strategies

The teaching strategies were determined by the teachers' goals of

wishing to stimulate more student-student dialogue and more democratic

practices within the classroom; therefore, the strategies employed

were characterized by having less teacher control and directiveness.

Instead, the use of techniques, such as open-ended questions and posi-

tive reinforcing of student answers, encouraged the students to think

for themselves and make their own decisions. The learning frameworks

which were used by the teachers were the following; small group

discussion, panel discussion, student presentations, guest speakers,

visuals (movies, filmstrips, television programs), games, simulations,

and map work. During these exercises, teachers asked questions which

would stimulate student-student dialogue. Inspire independent inquiry,

encourage students to see similarities and differences between people

and confront them with moral and ethical issues.

One factor which led to changes in teaching strategies was the

participant observer. She gave the teachers insight concerning the

impact of the strategies on the students. When changes in teaching

strategies resulted in desired student behavior, the teachers con-

tinued to try new teaching strategies.
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In one situation, the teacher employed a pre-packaged kit. The

kit did not allow for student dialogue, critical thinking, decision-

making or student creativity. While using the kit, the teacher

behaved in a procedural manner with her students. She did not chal-

lenge her imagination or the imagination of the students. Another

teacher had a similar problem. In both cases, the teachers attempted

to convey the values of democracy and equality while using a very

authoritarian teaching style. When the participant observer provided

the teachers with what she felt were the inherent values communicated

by the strategies employed, the teachers reevaluated and changed their

approach.

University course work and experience with a multicultural

approach to education were other factors which influenced teachers to

adopt student-centered, inquiry approaches. Two other teachers had

previously developed a unit on Native Americans and, therefore, had

m.ore expertise in their approaches to the implementation of a multi-

cultural curriculum. They also had several courses in multicultural

curriculum development and foundations of multicultural education which

further served to enhance their approaches. Through these courses,

some teachers became familiar with the dialogical approach of Paulo

Freire. This exposure provided the teachers with a conceptual basis

for using a dialogical approach in their own classes and, perhaps,

made them more receptive to the suggestions of the participant observer.

To summarize, the process of trying to teach students from a

multicultural perspective caused changes in the teaching strategies



166

employed. Teachers tested out new and different approaches which

they had been exposed to through courses they had taken. The

teachers who had little exposure to course work in multicultural educ-

cation appeared to have problems using teaching strategies that were

not characterized by teacher directiveness and control. As a result of

the participant observer's feedback, the teachers changed their teach-

ing styles. These new strategies served to engage students in dialogue.

Interactions With Students

Students came to understand themselves more fully. Talking about

their feelings openly and honestly facilitated appreciation and respect

for the "self". This also encouraged them to defend their own point

of view. In some instances, the material served to enhance student

self-image because it dealt with the ethnic background of some

minority students in the class.

Simultaneously, teachers developed respect and appreciation for

their students. In particular, several teachers reported that they

could more easily relate to black and minority students in their class.

They were taking more time learning about all their students.

In the skill area, students worked in small groups to solve prob-

lems and come to group consensus. From this type of experience, stu-

dents developed good group behavior and problem-solving skills. Some

activities permitted students to assume leadership roles and practice

leadership skills. Working in groups encouraged student self-

direction and student-student interaction. By posing increasingly

difficult questions and problems, teachers helped develop abstract
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thinking and critical analysis skills. The content of the material

presented in these multicultural units forced many students to con-

front moral and ethical issues and dispel preconceived notions.

The teachers indicated that the content of the material caused

them to discuss more controversial and sensitive issues with their

students. From the classroom discussions on these issues, the teach-

ers and students gained a greater respect for and understanding of

each other, thus, causing better student— student
, student— teacher

interactions

.

In summary
, the changes in content and teaching strategies led

to changes in teacher-student and student-student interactions. In

addition to giving the teachers feedback about the content and strate-

gies, the participant observer provided the teachers with valuable

insights concerning these interactions. This served to make the

teachers more aware of student needs. The teachers developed and dis-

played faith in their students' competencies and skills and trust

in their students' ansv/ers, thus enhancing their students' self-

concept .

Interactions With Other Teachers and School Personnel

The implementation of a multicultural curriculum stimulated

interactions between the teachers under study, other teachers,

librarians and administrators. Teachers, aides, interns, administra-

tors, reporters and university affiliated people came to visit the

classes. Presentations were given in other classrooms. Generally,

the project fostered many discussions about multicultural education,
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multicultural curriculum and strategies for implementing multicul-

tural curriculum.

By viewing the implementation process and talking with the teach-

ers under study, other teachers gained a sense that they could do It

also. Unfortunately, for some teachers in the school system, multi-

cultural education did not seem to be a top priority. Their feelings

can be summed up —”lf you don't deal with it, it won't be there."

In most of the schools under study, the administration encouraged

teachers generally to "try new things." Increased Interaction

occurred between the teacher implementing the program and the depart-

ment head and administrators simply because the implementation of a

multicultural curriculum was something new. However, in all schools,

administrators believe multicultural education is a priority and,

therefore, intend to incorporate it into the evaluation criteria for

many teachers in the district.

The participant observer was instrumental in encouraging more

interaction between other teachers and school personnel. As part of

the evaluation of teacher behavior during the implementation process,

the participant observer interviewed and observed other teachers and

school personnel. This mechanism served to stimulate more discussion

about multicultural education within the school environment.

Physical Environment

The physical environment of the classrooms tended to reflect

the content of the multicultural units being implemented. In two cases,

the bulletin boards contained a lot of visuals of minority people in
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different settings. Another teacher had very little on the wall

except for student drawings illustrating the stories they read. She

felt that the Information she wl.shed to communicate was of utmost

importance and that frivolous paraphernalia would be distracting.

Further, because the walls were relatively free of murals, pictures

and displays, students were encouraged to create their o^m.

In another classroom, however, the teacher had a wealth of mate-

rials displayed depicting the country under study; however, these were

not student developed nor student initiated. Many of the displays

consisted of stereotypic cultural artifacts and conveyed very super-

ficial values. This was due in part to the teacher's inadequate train-

ing and background in multicultural education. She was not aware of

the subtleties communicated by the bulletin boards. As the unit

progressed, the participant observer noted that an additional bulletin

board was set up, containing pictures and posters developed by the stu-

dents .

Generally, the physical environment of the classrooms became more

reflective of the multicultural nature of society as the teachers

became more involved with implementation. Simultaneously, the teachers

also became more aware of student needs. During the implementation

units, the participant observer had little input into the classroom

environments other than observing if any changes had occurred. More

attention was given to the previously mentioned areas.

In conclusion, the major and significant factors leading to

changes in observable teacher behavior were course work in
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multicultural education and curriculum development, feedback from the

participant observer regarding content, strategies and interaction

patterns and the multicultural approach employed by the teacher. This

multicultural approach reflected the teacher's willingness and ability

to diagnose student needs and experiment with strategies satisfying

those needs. These factors all contributed to causing changes in the

above described areas. From the information gathered here, a con-

ceptual framework for viewing multicultural education was

developed.

Toward a More Practical and Coherent Conceptual Framework

In this section, a more practical and coherent conceptual frame-

work for multicultural education is proposed based on the generalized

information contained in the Summary and Analysis section. The three

parts of this framework are: (1) a definition for multicultural

education, (2) student goals and objectives for multicultural educa-

tion, and (3) teacher competencies and skills necessary for the

effective implementation of a multicultural curriculum. Because this

conceptualization evolved out of participant observations of five

teachers, it is not comprehensive nor representative of all school

environments. Therefore, following each part, a discussion suggests

some elements from past conceptualizations which should be included

to make the proposed conceptualization more complete. Also, the short-

comings of earlier conceptualizations for multicultural education are

delineated

.



Definition

The following two paragraphs define multicultural education

a useful and coherent way:
/

Multicultural education is an educational system

which reflects and is sensitive to the culturally

pluralistic nature of American society as well as its

democratic ideals. The attainment of a more democratic

climate in the educational environment requires an exten-

sive integration of contemporary social realities into

the curriculum, teaching strategies and practices and

not just superficial changes in the content material.

Multicultural education is characterized by content which

reflects awareness of cultural diversity and explores the

concepts of racism, sexism, poverty, discrimination and

inequality in the United States; by teaching strategies

which engage students and teachers in dialogue about

these issues so they may begin to understand and empa-

thize with others; and by democratic practices which

allow students to think more critically and be self-

directed.

A multicultural curriculum is designed to engage

students in interactions with others which deal with

their own feelings, attitudes and values for the purpose

of developing a more positive self-concept and dispelling

preconceived stereotypic notions. Further, this
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interaction serves to encourage students to work

cooperatively together and develop good group behavior

skills. Multicultural education aims at facilitating

interaction and involvement between the administration,

teachers, students, parents and the community by stimu-

lating and encouraging discussion on how our

educational/social system fosters racism, sexism and

oppression with the intent of developing a commitment

to move toward a more humane and just society minimiz-

ing and eventually eradicating these forms of elitist

control.

This framework is important because through observation several

new elements are included which were not part of earlier conceptuali-

zations of multicultural education. This definition communicates to

the reader that curriculum reform cannot be accomplished solely by

changing the content. Teaching strategies, interactions with stud-

dents, bulletin boards, etc., must meet the needs of the students and

simultaneously address the need for pervasive social change. The

teaching strategies should be revised to engage teachers and students

in dialogical exchanges. The new strategies may include simulations

or role playing exercises. Although humanists have been emphasizing

dialogue and value clarification using simulations and role playing

for several years, the teaching tactics and interactions V7ith students

as identified in this conceptualization are characterized by close

examinations of intergroup conflict and how divisive forms of
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discrimination are perpetuated through the social structure.

Another Important element of this conceptualization is that it

attempts to involve other people in the school and members of the com-

munity. Since education also occurs outside the classroom, the Issues

and concepts communicated in multicultural education must also perme-

ate Into the surrounding community.

Finally, this conceptualization addresses the need for the

removal of Anglo-conf ormity from our schools. This may ultimately

require structural changes in all the institutions of society as well

as in the school curriculum and peoples' attitudes and behaviors. The

more modest goal of the schools is to gain a commitment from students,

teachers, parents and the community to move toward a more humane, just

and equal society.

Student Goals and Objectives

During the implementation process, students grew in several

areas. The list below is actual student outcomes that may be trans-

lated into goals and objectives for any multicultural curriculum.

Although there were only five classrooms observed, this list is fairly

comprehensive, though probably not complete. There are other possible

student goals and objectives which did not evolve out of this study but

should be included in a conceptual framework for multicultural educa-

tion. Since this is an exploratory study, there were a limited number

of students and a limited number of curriculums. Therefore, some

cognitive, affective and skill objectives may not have been included

as part of the teachers' curriculum plan. A brief discussion



concerning this issue follows the student outcomes listed

below:

1

.

Cognitive Objectives

In this study, the students gained:

—a greater understanding of their own back-
ground ;

—a greater awareness of others and their con-
tributions to society;

—a knowledge of the commonalities and dif-
ferences of the human experience;

—a knowledge that there are different per-
spectives of the same event;

—a better understanding of inequalities
inherent in the social structure of the

United States;

—a better understanding of racism, sexism,

discrimination, prejudice and slavery.

2

.

Affective Objectives

In this study, the students were able to:

—clarify, analyze and feel more comfortable

with their own values and attitudes about

themselves and other ethnic groups;

—appreciate, respect and empathize with

other ethnic and cultural groups;

—gain a deeper sense of equality and fair-

ness .

3.

Skill Objectives

III this study, the students were able to:

—develop critical thinking abilities

conceptualize a problem

analyze a problem
generate alternative strategies

solve the problem;
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—ask abstract questions, having no "right"
or "wrong" answer;

—defend their own point of view;

—confront moral and ethical issues and dispel
preconceived notions;

—understand how certain situations affect their
behavior and how that behavior affects other
people

;

—resolve interpersonal conflicts;

—develop good group behavior skills
listen to others
work cooperatively together in a group
develop leadership skills;

—become more self-directed;

—be more creative.

This framework is important because through observation new and

more coherent cognitive, affective and skill objectives have been

identified and clarified which were not included in earlier conceptuali-

zations. For instance, students should understand how certain situa-

tions affect behavior and how that behavior affects other people. This

is an important addition to student goals and objectives. By discuss-

ing how their ovm behavior affects their peers, the students should

more fully understand how the political, social and economic structure

of this society imposes limitations on blacks, minorities and women.

Further, students need exposure to commonalities and differences in

human experiences

.

Many of the goals and objectives suggested here are similar to

those identified in past conceptualizations. However, in this frame-

work, many of the student outcomes, goals and objectives are presented
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In a more coherent and useful manner. For Instance, past conceptuali-

zations refer to critical Inquiry. It la unclear what "critical

Inquiry" is. In this conceptualization, a teacher can better under-

stand the meaning of critical thinking abilities. Further, many con-

ceptualizations suggest that a goal for students is to develop the

skills necessary to enable them to create the changes leading to a

better society. Some of these skills are not defined in current con-

ceptualizations of multicultural education. An attempt has been made

above to delineate some skills and competencies which students need to

build a "new and better society."

Other conceptualizations also suggest that students should

develop a moral commitment to building a better society. This par-

ticular objective was not included. Because this study took place over

a five-month period, the researcher was unable to determine if the

students gained a long-term commitment to move toward a more humane

and just society. However, the researcher observed that the students

did gain a deeper sense of fairness and equality.

Teacher Competencies and Skills

From the information gathered in this study, it was possible to

delineate necessary teacher competencies and skills which are required

to operationalize the aforementioned definition of and students' goals

for multicultural education. The teachers in this study identified

certain personal attributes which they felt were necessary prerequi-

sites to a successful Implementation process. Generally, they felt

that teachers must no.-, feel threatened but rather be predisposed
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toward multicultural education, be self-confident, and feel supported.

Moreover, they should be able to determine where students are and

involve them from that point.

The teachers and participant observer delineated key teacher

competencies and skills which should be acquired by teachers prior to

the implementation of a multicultural curriculum in their classrooms.

The competencies and skills described below are based on observations

by the researcher and information from the teachers. After these are

described, other competencies and skills are discussed which did not

evolve out of this study. These competencies and skills were not

identified by the study either because the teachers already had these

skills and competencies, or because, since there were a limited number

of teachers and curriculums, some of the skills and competencies may

not have been needed to implement any of the units.

(1) Observation . Some of the teachers only made superficial

and trivial changes in their curriculum content, teaching strategies,

interactions with students, etc. They attempted to "add" a multicul-

tural component to their existing curriculums. Because they lacked

an adequate background in and conceptual framework for multicultural

education, they attempted only to deal with attitudinal and value

change. They lacked an awareness of how the social, political and

economic structure of society influences schools.

Competencies and Skills : Teachers should have a sound philo-

sophical and pedagogical base for multicultural education so that they

may have a sophisticated understanding of the inherent inequalities in
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the structure of society. They should understand how outside forces

influence schools and learning. This is necessary before teachers

can develop a good working definition of multicultural education.

Prior to developing curriculum, teachers need to have an Ideological

base for multicultural education.

(2) Observation . In a discussion with her students, one of the

teachers felt uncomfortable with the subject matter because she was

unfamiliar with the experiences and history of the culture under

study and the nature of pluralism. She indicated that she needed a

greater understanding and empathy for that culture so she could com-

municate information about the culture in a sensitive way.

Competencies and Skills : Teachers should have a knowledge base

about different cultural histories and experiences and be able to

examine Am.erican History from the perspectives of these groups.

Teachers need to be aware of how the social structure of society

influences and governs his/her behavior as well as the behavior of

other ethnic and cultural groups. Furthermore, teachers should be

aware of the commonalities and differences in the ethnic experience so

they may deal with sensitive and controversial issues such as racism,

sexism, discrimination and poverty in a more comfortable and compre-

hensive way. Learning about and developing empathy for other groups

in society, encourages teachers to develop and communicate a stronger

feeling for the importance of multicultural education.

(3) Observation . The objectives developed by the teachers were

generally well thought out and functional; however, one teacher's
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objectives were inoperative because of their vagueness. For this

reason, she had difficulty determining appropriate evaluation proce-

dures. Some teachers had problems delineating and implementing

strategies which engaged students in dialogue and facilitated coopera-

tion, respect, and appreciation for others. Some teachers also indi-

cated that they wished they had made more use of visuals, such as

videotaping and other media related equipment, as an alternative teach-

ing strategy to enhance student learning. One teacher was concerned

about how to develop bulletin boards and learning centers appropriate

to student needs. Finally, all teachers wished they could involve

administrators, other teachers, parents and the community. For

instance, the teachers indicated that more outside people should

observe the classroom and participate in discussion with students

about multicultural issues.

Competencies and Skills ; A teacher should be familiar with other

conceptual curriculum models for multicultural education. A teacher

should have the ability to develop objectives which adequately reflect

the needs of the students and the situation and evaluate those objec-

tives as well as the program design. A teacher should be able to plan

teaching strategies which enhance student-teacher and student-student

interaction. In other words, the teacher needs the ability to develop

instructional strategies which stimulate two-way dialogue. Also, the

teacher should be able to personalize the curriculum so the students

will become more emotionally involved and be able to relate their

learnings to their own lives. In addition, teachers should have the
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ability to use media related equipment as an alternative teaching

strategy. To help develop a more positive self-concept for students,

teachers should have the ability to develop bulletin boards and learn-

ing centers which are more reflective of student needs and the cul-

turally pluralistic nature of society. Finally, teachers should be

able to structure their curriculums to include other teachers, admin-

istrators, parents and the community,

(4) Observation . The researcher noticed some teachers’ inability

to find and use appropriate multiethnic material. Most teachers indi-

cated that they wished more exposure to current ethnic and cultural

materials and resources, skills to analyze materials, and information

on how to adapt materials to their students since much information in

books, magazines, etc., perpetuate stereotypic notions.

Competencies and Skills ; Teachers need to know where they can

find appropriate materials and resources for multicultural education,

a way of verifying the accuracy of these various materials, and

the ability to adapt the materials to their current needs.

From observations and discussion with teachers, the competencies

and skills described above were developed. Other conceptualizations

of multicultural education have suggested goals for teachers which

did not evolve out of this study. Some conceptualizations recommend

that teachers be familiar with sociocultural influences on learning

and with various learning styles that exist among different groups.

Because this study dealt with a small population, the teachers did

not have to cope with a great deal of diversity, so that these aspects
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of learning were not a major concern. Generally, the teachers did

not have difficulty diagnosing or adapting their curriculum to the

individual needs of their students.

Some of the skills and competencies proposed in the conceptual

framework presented here are goals for teachers which previous con-

ceptualizations mentioned briefly or not at all. Most conceptualiza-

tions suggest that teachers should know how to develop multicultural

curriculum; however, they do not emphasize the importance of planning

teaching strategies which stimulate dialogue, personalizing the cur-

riculum for children, developing bulletin boards which depict

diversity, or incorporating other teachers, school personnel, parents,

etc., into the curriculum design as guest speakers, on panel discus-

sions, etc. Furthermore, some conceptualizations imply that if

teachers change their curriculum to include multicultural content

material, then the teachers will have reached the goal of developing

a "multicultural curriculum".

A useful and coherent conceptual framework for multicultural

education is a fundamental element to any multicultural program. The

framework developed from the findings of this study serves to clarify

the meaning of multicultural education, to delineate student goals

and objectives for multicultural education, and to identify teacher

competencies and skills necessary for the successful implementation

of a multicultural curriculum. From this conceptual framework,

multicultural education cannot be viewed as a superficial display of

culture. Significant changes must be made in the curriculum and



teaching practices. The next chapter discusses ways of expanding

and improving current multicultural education programs.
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CHAPTER VI
/

SUMMARYOF STUDY AND RECOMMENDATIONS

This last and concluding chapter has a dual purpose: (1) to pro-

vide the reader with a brief summary of the investigation, and (2) to

make recommendations for improving teacher training in multicultural

education and for future studies in multicultural education.

A Brief Summary of the Study

In this study, the researcher observed five teachers while they

were implementing multicultural curriculums in their classrooms. The

research procedure began with an interview in which the teacher and

participant observer dialogically identified needs and assessed the

situation. They also discussed their goals for the implementation

process. The participant observer indicated that she had two pur-

poses: (1) to help the teacher with the implementation process, and

(2) to delineate those variables which produce changes in a teacher's

behavior and concomitantly increases his/her effectiveness in the

Implementation process. To serve Che second purpose, the researcher

needed to collect data about changes In observable teacher behavior

during the implementation process. The observable dimensions of

teacher behavior wer-i: curriculum content, teaching strategies.
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Interactions with students, interactions with other teachers and

school personnel, and the physical environment of the classrooms.

These were also areas in which the teacher wished to receive feedback.

In the second phase of the procedure, the participant observer observed

the classroom situation, and collected and analyzed the data. Then,

the participant observer fed information back to the teacher. The

teacher and participant observer discussed the process and generated

alternative approaches and strategies in those instances when the pro-

gram was not meeting the needs of the situation. The final step in

the process was for the teachers to evaluate student learning and the

researcher to evaluate the implementation program. The researcher

attempted to determine those factors which contributed to an effec-

tive or ineffective implementation.

The researcher found that the courses taken in an inservice train-

ing program in multicultural education, the multicultural approach

employed by the teacher, and the participant observer were the primary

factors having significant impact on the five dimensions of teacher

behavior. Generally, if a teacher did not have an adequate conceptual

framework and background in multicultural education, she had diffi-

culty developing appropriate curriculum. Secondly, the multicultural

approach employed led to changes in a teacher's classroom tactics and

procedures. Finally, feedback from the participant observer altered

the content of the curriculum, teaching strategies, and teacher inter-

action patterns.

From the ImplemTOtatlon of a multicultural curriculum, the content
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of the material employed by the teacher moved toward more sensitive

and controversial issues which reflected the culturally pluralistic

nature of American society. Previously, most teachers did not deal
/

with such social and classroom realities as racism, sexism, discrimi-

nation, and poverty. The focus of the curriculum moved from basic

skill learning to understanding other ethnic groups and their values.

The teaching strategies adopted by the teachers under study were

intended to engage students in dialogue. The teachers created situa-

tions which caused student-teacher, student-student interaction.

Generally, these environments were characterized by less teacher

control which stimulated independent student inquiry. Students were

allowed to determine classroom direction by their own needs and con-

cerns. Students v/ere encouraged to discuss their feelings and atti-

tudes, honestly and openly.

During the implementation of a multicultural curriculum, there

seemed to be an increase in interaction betv/een the teacher under

study and other teachers and school personnel because the teachers in

study developed a new enthusiasm which they wished to share with

others. Also, because the material and approach were new, other

teachers and school personnel wanted more information concerning the

implementation process.

Finally, changes did occur in the physical environment of the

classroom during the implementation of a multicultural curriculum.

The bulletin boards and learning centers reflected a more multi-

ethnic character by displaying different ethnic and cultural groups In
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non-stereotypic ways. They became more student developed and student

initiated

.

From the findings of the implementation of a multicultural cur-

riculum, the researcher developed a more practical and coherent frame-

work for multicultural education. This framework included a defini-

tion of multicultural education and student goals and objectives for

multicultural education, and teacher competencies and skills for the

implementation of a multicultural curriculum. The next sections will

advance suggestions for ways of improving inservice teacher training

in multicultural education and make recommendations for more focused

future qualitative and quantitative studies in multicultural education.

Recommendations

Since this study is exploratory in nature, no conclusive or

definitive statements can be made. Nevertheless, some recommendations

are advanced for ways of improving inservice teacher training programs

in multicultural education and for future more focused studies on the

implementation of multicultural education.

Recom-mendations for Inservice Training

The current multicultural education program at the University of

Massachusetts is composed of two courses, a practicum and a seminar.

First, the "Foundations of Multicultural Education" course exposes

inservice teachers to the philosophy behind and the rationale for

multicultural education. Secondly, the inservice teachers are
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expected to take a course on "Curricular Issues, Methods and Materials,"

in which curricular approaches and tactics are explored and critiqued.

Upon completion of this course, the teachers have developed their own

framework for implementing a multicultural curriculum in their classes.

The third step is a practicum where the inservice teachers actually

implement the multicultural curriculum under the guidance and supervi-

sion of a faculty person and participant observer. Finally, a

follow-up seminar addresses the process of change in schools.

If the courses are taken in the above described order, the teach-

ers have a fairly good base for multicultural education. The partici-

pant observation methodology is an especially influential way of help-

ing the teachers effectively Implement a curriculum. In this study,

two of the teachers did not participate in the foundations course

since there was no requirement that they take it. The courses prior

to the actual "hands-on" situation are a necessary component to the

entire implementation process, while the seminar at the end is a way

of broadening the impact of the inservice multicultural program.

In this section, specific recommendations to improve the total

inservice program are made. As discussed in the previous chapter,

the key teacher competencies and skills are:

To acquire a sound philosophical and pedagogical

rationale for multicultural education.

To acquire a knowledge and understanding of ethnic

groups and their experiences and histories; a sensi-

tivity to cross-cultural issues, such as racism,

sexism, elitism and inequality; and, an awareness

of how the social structure Influences and governs

behavior.
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To have the ability to develop and implement a
multicultural curriculum (i.e., the ability to
develop and evaluate measurable objectives^ the
ability to plan teaching strategies which stimu-
late student— teacher dialogue; the ability to per-
sonalize curriculum for students; the ability to
develop bulletin boards which reflect student
needs; and the ability to involve other teachers,
school personnel, parents, and the community in
the curriculum)

.

—To be familiar with current literature in multi-
cultural education, to have the ability to deter-
mine if materials are culturally biased or per-
petuate stereotypes, and to be able to adapt
materials to their current needs.

Based on the necessary teacher competencies and skills, an

attempt has been made to formulate basic components of an inservice

program in multicultural education that could serve as a prototype or

a model. These recommendations are intended to encourage teachers to

participate more fully in determining the nature of their programs so

that inservice meets the real needs of the teachers rather than per-

ceived needs. From the findings of this study, the following five

components of an inservice program are suggested:

(1) Courses in Multicultural Education . These courses are

designed to address the objectives delineated earlier. They are more

practically oriented and geared toward the implementation of a multi-

cultural curriculum. Because the practicum is built into this frame-

work, the courses are expected to be taken in the order described

below. Further, there are interrelationships between courses. The

courses buil.d on each other. For instance, prior to developing cur-

ricula for multicultural education, it is necessary to have an under-

standing of the philosophy behind it. The recommended courses are:
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Foundations of Multicultural Education ; This course Is currently

and should continue as such because It provides teachers with

a sound philosophical and pedagogical base for multicultural educa-

tion. This course Is Intended to provide the teachers with Informa-

tion regarding the philosophy behind cultural pluralism. Over fifty

years ago, Kallen and Dewey, advocates of cultural pluralism, spoke to

the Inadequacies In the Anglo-conformlty policies employed by all

major political, economic and social Institutions In this society.

For several decades, there has been mounting concern by minorities,

ethnic groups and women over the monocultural class-biased educational

system. Prior to developing appropriate curriculum for children, a

teacher needs to reflect on the values communicated in that curriculum.

Multiethnic Group Experiences : This course is currently not

offered. An objective of this course is to provide teachers with

accurate information on the histories and experiences of different

ethnic groups. By presenting honest and comprehensive Information of

several ethnic life experiences, the inservice teacher can begin to

reexamine American History from different perspectives and reevaluate

his/her own attitudes and behaviors. The inservice teacher can gain an

awareness of how and why some ethnic groups have been victimized by

racism, sexism, discrimination and powerlessness. Also, they may more

fully understand the influence of social structure on behavior.

Basically, this addition to the inservice program is intended to help

teachers develop an ethnic literacy so they will feel more comfortable

dealing with sensitive and controversial realities in the classroom.
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Also, this course helps teachers conceptualize strategies for bring-

ing social realities into the classroom.

Curriculum Development for Multicultural Education (Part I);

This course is intended to help teachers create new ways of viewing

^'^^^icnlar problems • Current models such as those developed by

Schwab, Roberts, Freire and Ashton-Wamer are reviewed and critiqued

so teachers can begin to analyze their own curricular approaches.

They also learn to develop objectives, plan teaching strategies and

learning opportunities aiid evaluation techniques for implementing

their multicultural education programs. Finally, the inservice teach-

ers learn how to integrate the concepts of racism, sexism and dis-

crimination with materials, teaching strategies and evaluation proce-

dures. For example, teachers learn to develop teaching strategies

which will engage students in a dialogical exchange about their values.

This course is similar to that offered as part of the current inser-

vice program; hov;ever, more time is spent in this prototypical model

developing a conceptual framework for curriculum development and deter-

mining ways of integrating multicultural concepts with the curriculum.

Curriculum Development for Multicultural Education (Part II)

;

In this course, teachers work together to develop their own multi-

cultural curriculum. They observe each other in their classes and

meet to plan their implementation and provide each other with support.

Current curricular materials are critiqued by the inservice teachers

to determine if they are culturally biased or perpetuate stereotypes.

They are encouraged to see how the existing materials can be adapted



191

to their needs. Further, teachers are Invited to learn how to operate

media related equipment (i.e., videotaping equipment, close-circuit

television, etc.).

The outcome of "Curriculum Development for Multicultural

Education (Parts I and II)" is a written document which contains a

rationale for the curriculum to be implemented as well as the objec-

tives, strategies, learning opportunities and evaluation procedures.

This differs from the current offering in that this model lasts for

two semesters while the other only for one. The researcher dis-

covered that there was too much material to be covered in one semes-

ter in the current offering.

Practicum in Multicultural Education ; The course is also part

of the current inservice program. Here, the teacher actually imple-

ments the program they have developed. In their classrooms, the

teachers test out their newly developed approaches. Periodically, the

teachers came together to discuss the implementation, problems they

may have and successes they wish to share. For some inservice teach-

ers, a participant observer helps the teachers with this process.

(2) Participant Observer . The presence of a participant observer

during the implementation of a multicultural curriculum is a major

recommendation. The participant observer acts as a facilitator,

observing classroom activities and offering perspectives of formal

and informal interactions. The participant observer can assist

teachers in the organization of the unit by helping develop objectives,

plan appropriate strategies, and determine evaluatr-.on procedures.
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The participant observer is the best evaluator of a teacher’s

progress toward the objectives because the participant observer can

get to know the children and understand the needs and growth of the

children. The participant observer also is able to make close

observations of the students and give the teachers feedback about

student reactions to the material. The participant observer provides

the classroom teacher with an ongoing analysis of the situation. When

goals are not being met, the participant observer and teacher deter-

mine alternative strategies. At the end of the unit, the teacher and

participant observer evaluate student progress and the implementation

process

.

The participant observer could be a teacher who had previously

been observed during the implementation of a multicultural curriculum,

a curriculum coordinator from the school system, or advanced graduate

student from the local university; this individual must be knowledge-

able in curriculum development and have a good background in multi-

cultural education. Further, the individual assuming the role of the

participant observer must be experienced in dealing with children and

able to relate to the teachers involved with the study. An inexperi-

enced participant observer could seriously impair the process.

(3) Support Groups . In this study, many teachers indicated that

they felt very alone during the Implementation process and wanted more

exposure to what others were doing and also suggestions on how to

improve their programs. As part of an inservice program, teachers

should be encouraged to participate in support groups. Teachers could
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meet to discuss their daily problems or share concerns. A resource

center could serve as a meeting area where teachers could exchange

ideas and interact with one another. An ongoing process of this

nature reinforces and rewards teachers for multicultural endeavors.

(4) Seminars . In the current inservice program, a seminar is

offered which looks at the process of change in schools. The partici-

pants attempt to develop potential change strategies. Guest speakers

and key administrators are asked to participate in dialogue about

multicultural education and schools and to suggest possible change

strategies. The seminars are intended to help the participants

view schools as social systems and recognize the complexities and the

difficulties involved in implementing effective multicultural education

programs. The major purpose of this component of the current program

is to broaden and maximize the impact of the inservice program in

multicultural education.

(5) Other Projects . Another recommendation is that teachers be

encouraged to participate in independent studies where they develop

projects based on their own perceived needs. These projects could be

running workshops for other teachers in their school, planning a

practical experience in their classroom, or an independent inquiry

into a problem. This recommendation is intended to help the teachers

develop a "total program" in multicultural education.

Course work alone is not enough. Since teachers do not exist in

a vacuum, more opportunities must be provided which allow teachers

to participate in experiential, reality-based learning. The
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recommendations described above have the potential for getting other

people involved, discussing alternatives and making changes in the

current educational system. If multicultural education is to be truly

effective, a stronger commitment must be gathered from more members of

the academic community.

Recommendations for Future Studies in Multicultural Education

From the findings of this study, a number of areas for more

focused research are delineated. Some of these areas would require

qualitative studies using methods similar to the one employed here.

However, these studies should be conducted on a larger scale so more

valid generalizations can be drawn. Since this study was exploratory,

the sample size was small. Future studies should include a larger

sample. In some areas, hypotheses could be generated which can be

tested by future quantitative verificational studies. Each of the

proposals described below is preceded by a description of the

researcher's observation which led to that proposal.

Proposals for Future Qualitative Field Studies . The findings of

this study yielded information which suggests several related areas

in which further qualitative research might prove valuable. Since

this is a new field, there are many. However, the areas described

were selected because they appeared to be among the most significant.

(i) Observation . Participant observer methodology appears suc-

cessful for the effective implementation of a multicultural curricu-

lum.

Proposed Study ; A future study could determine the influence of
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a participant observer on changing a teacher's behavior. The partici-

pant observer could engage in different degrees of intervention, and

determine the most appropriate type of intervention in terms of the

individual characteristics and needs of the teacher.

(2) Observation . Some teachers were more effective than others.

In this study, teachers with self-confidence, sensitivity toward their

students, awareness of social realities, flexibility, and a sense of

humor appeared to be more successful at implementing a multicultural

curriculum than teachers who did not exhibit these characteristics.

Proposed Study : Future research could be done to determine the

teacher characteristics which lead to the successful or unsuccessful

implementation of a multicultural curriculum. Further, more studies

need to be conducted to determine what factors contribute to develop-

ing outstanding teachers.

(3) Observatio n . In this study, the attempts of teachers to

stimulate dialogue met with varying degrees of success. In one

instance, a teacher used a completely dialogical approach, as described

by Freire, with her students. This created a chaotic situation.

Where the dialogical approach was successful, it appeared to stimulate

more student learning.

Proposed Study ; A future study could experiment with various

approaches to stimulating dialogue and determine which are the most

effective (i.e., those approaches which increase student questioning

behavior, interactions with students and enthusiasm with the material).

Also, a researcher could try to assess the degree to which dialogue
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enhances cognitive learning.

(^) Observation . Some of the implementation efforts initially

tended to be additive. For instance, the teachers developed a special

unit and added it to their regular curriculum, without really changing

teaching strategies. Interactions with students, bulletin boards, etc.

Proposed Study ; A researcher could compare the "additive”

approach to the "integrated" approach to determine which has more

impact on both the students and teacher. The researcher could also

look at the degree to which multicultural education becomes institu-

tionalized depending on which approach is used.

(3) Observation . In this study, the school system did not have

a coherent program in multicultural education. It was pretty much a

"hit or miss" affair. Students exposed to a multicultural curriculum

in kindergarten may not receive any further multicultural education

until the fifth grade.

Proposed Study : A longitudinal study could determine long-term

effects of one-time exposure to multicultural education vs. sequential

exposure at different grade levels.

Proposed Study : A researcher could study barriers to innovative

practices within schools. A researcher could attempt to answer this

question: Why hasn't multicultural education been implemented more

broadly despite a district’s expressed commitment to multicultural

education?

(6) Observation . Most teachers felt isolated in their endeavors.

Tliere is not much collegial support for their efforts.
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Proposed Study : A future study could determine the influence of

support groups for teachers attempting to implement multicultural

education. What is the most effective way in which to structure these

groups? What should be their functions?

Proposed Hypotheses for Testing by Future Quantitative

Verif icational Studies . A purpose of this exploratory field study was

to generate some hypotheses concerning the impact of the implementation

process on observable teacher behavior. These descriptive hypotheses

may be put to a future empirical, quantitative testing.

(1) Observation . Multicultural curriculums that related to issues

personally relevant to students appeared to increase attention,

interest and the emotional involvement of students.

Proposed Hypothesis : Multicultural curriculum designed to relate

to issues that are personally relevant to students (i.e., to their

"cultural realities") will increase student interest and em.otional

involvement and lead to increased sensitivity, etc.

(2) Obs ervation . When students could relate experiences of

ocher groups to their own, they appeared to gain more understanding,

empathy and sensitivity, etc.

Proposed Hypothesis : Multicultural curriculums designed to

relate experiences of other groups to those of the learner's ethnic

group will lead to greater understanding, empathy, etc.

(3) Obs ervation . When students viewed historical events and

experiences from different ethnic perspectives, they began answering

the teacher's questions In a way which indicated that they understood
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there was more than one right answer.

Proposed Hypothesis : Multicultural curriculums that Include

comparative analysis through simulations and role playing will engage

students in answering behavior which indicate that they perceive more

than one right answer to the problem.

(^) Observation . The teachers who developed more student-

centered learning environments and bulletin boards containing informa-

tion about various cultures were those who gave a lot of attention to

multicultural education and appeared to have sensitivity for and aware-

ness of student needs.

Proposed Hypothesis : The degree to which teachers in a given

school ate involved in implementing multicultural education will be

positively correlated with the degree to which the physical environ-

ment reflects a multicultural society.

The recommendations presented above for an inservice program and

for more focused research in multicultural education are offered as

feasible proposals that will hopefully contribute to advancing our

knowledge in this newly emergent field. There is no guarantee that

these recommendations will result in a more effective multicultural

education program; however, based on the findings of this study,

these appear to be logical and viable recommendations for improving

current inservice programs and expanding research efforts.

**********
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The results of this study strongly suggest that positive and

significant changes in teacher behavior can be brought about through

a multicultural approach to education. Changes in teacher behavior

led to changes in learner behavior. As teachers became more willing

to experiment with more dialogical teaching strategies, students

became more involved with the learning process. This produced not

only more interaction between the teachers and their students but

permeated the classroom environment to include other school members,

parents and the community in discussion about socially relevant

issues

.

A multicultural approach to education can improve and enhance

the learning process for all children and also serve as a tool for

eliminating divisive forms of discrimination. While the author

realizes that multicultural education cannot cause social reconstruc-

tion, it can expose fallacies and inequalities in the existing social

structure and provide people with support and skills to take part in

a movement which will enhance the learning process and attempt to

build a "new and better society"!
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INITIAL INTERVIEW QUESTIONNAIRE FOR TEACHERS

1. Do the philosophy and goals of your school coincide with the
philosophy and goals of multicultural education?

2. To what extent is your school presently engaging in multi-
cultural education? Why do you think more has not been done?

3. Do you think you have a good multicultural approach in the
classroom? Good materials? A favorable impact on kids?

4. Do other teachers and school personnel support you? If so,
how? Are they willing to work with you in this endeavor?

5. Do students support you? If so, how?

6. Wliat other resources are available to you?

7. What behaviors would you like your students to exhibit?

8. What teacher behavior would encourage the desired student
behavior?

9. What are some areas you would like to strengthen skills in?

What are areas you have weaknesses in? What are your goals

for this project?

10. Should the students' parents be clued in to this project? If

so , how?

11. What do you see my role as? What do you want me to do?

12. What will your role be?

13. Are you willing to give your students a pre- and post-test to

determine any changes in knowledge, skills, and attitudes?

14. What techniques and instruments do you want me to use to

collect data and measure outcomes?

15. Is there any other information you need? I need?

16. Please evaluate this interview.
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FINAL INTERVIEW QUESTIONNAIRE
WITH OTHER TEACHERSAND SCHOOLPERSONNEL

1.

Specifically, what is your role in relation to the teacher under
study?

2.

When did you last visit the class or speak with
(the teacher)?

3.

How do you perceive multicultural education? What would you look
for to indicate to you that multicultural environment was present?
Do you support the concept of multicultural education?

(number) (teacher)

4.

For weeks/months has been
implementing a multicultural curriculum. Have there been any
noticeable changes in (teacher) behavior,
students' behavior, curriculum content? How has this multi-
cultural curriculum affected other teachers, parents, adminis-
trators? Has it been effective? If so, how? If not, why not?
A positive force? Negative force?

5.

I'That do you see as some of the possible ramifications of this

project?
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APPENDIX B

TEACHER I

1. PRE-TEST/POST-TEST
2 . POST-TEST
3. COMMUNICATIONWITH PARENTS
4. WRITTEN ASSIGNIIENTS
5 . OPINION SHEET
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PRE-TEST

NAME

Place an "X" under the appropriate response to each of the following
statements

:

AGREE DISAGREE DON'T KNOW

1. Native Americans (American
Indians) were willing to sign
land transfers because the con-
cept of owning land was alien
to them.

2. Native Americans were forcibly
removed from their tribal
lands and re-settled in the
West

.

3. During the settling of the
West, Native Americans were
allowed to become American
citizens.

4. Before the American Revolution,
the land which is now the
United States was settled only

by British subjects.

5. All Africans brought into

America became or remained
slaves by 1790.

6. Slaves were prevented from

learning to read, write, or

continue to speak their native

languages

.

7. Before the Civil War, slaves

revolted many times against

their masters.

8. The main reason for fighting

the Civil War was to abolish

slavery.
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AGREE DISAGREE DON'T KNOW

9.

Many free Blacks and escaped
slaves fought in the Union
Army.

10. After the Civil War, many
ex-slaves decided to become
pioneers and settle the West.

11. After the Civil War, ex-slaves
were allowed to vote and hold
elected offices in the South.

12. Right after the Civil War,
the United States Government
was committed to protecting
the rights of the ex-slaves.

13. Before the Civil War, many
abolitionists also favored
women's rights.

14. Segregation was a tradition in

the South that existed even
before the Civil War.

15. Women living on the frontier
had more independence and
rights than women living in

the East.

16. Immigration policy was the same
regardless of the country the
person came from.

17. Between 1820 and 1920, over

33 million immigrants came to

the United States.

18. Many Chinese came to the United

States during the 1840' s and

1850 's as a result of the Gold

Rush and to work on the

Transcontinental Railroad.
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AGREE DISAGREE DON'T KNOW

19. Chinese women were not allowed
to come to America; only men
could come.

20. By the 1920' s, Chinese and
Japanese were prevented from
immigrating to the United
States

.

21. Chinese and Japanese immi-
grants could not become citi-
zens or vote.

22. In the early twentieth century,
the government enacted a policy
to make sure most immigrants
came from Northern and Western
Europe.

23. During World War II, all
Japanese-Americans on the West
Coast were relocated in inter-
ment camps and were forced to

sell their homes and businesses.

24. Japanese-Americans were not

allowed to serve in the U. S.

Army during World War II.

25. The policy of segregation was

abolished when Blacks were
inducted into the Army during
World War II

.

26. Native Americans served in the

army during World War II.
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POST-TEST

Questions for Discussion

I. What do you think English should do?

II. What do you think and feel about the past unit on historical
fiction?

Are you thinking about things you hadn’t thought about before?

Have any of your ideas and opinions changed concerning the
various time periods studied?

What did you like best? Why?

Least? Why?

What do you think about keeping a journal? Discuss.

Ill, Have you talked to others about some of the issues discussed

in this unit? Parents? Brothers? Sisters? Friends? Other

Students? Other Teachers?

IV. Any Comments?????
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COMMUNICATIONWITH PARENTS

January 28, 1977

Dear Parents:

In the eighth grade, one of the our literature units is histori-
cal fiction. This year, I am attempting to approach our readings from
a multicultural perspective in accordance with our district's commit-
ment to recognize the diverse cultures and experiences of people in
this country.

The goals of this unit are:
^

1. To recognize one's own cultural background as it

relates to historical experience.

2. To empathize with individuals from various ethnic
groups through literature.

3. To recognize the common bond which exists among all

people by identifying with multi-ethnic characters

in literature.

4. To recognize that there are many possible interpre-

tations of a given historical event.

5. To evaluate commonly accepted facts about a given

historical period and to re-interpret commonly held

myths about that period.

6. To help students develop criteria for evaluating

books with minority characters.

The periods of history we will examine will be World War II, the

Civil War and Reconstruction, the settling of frontier America, and

immigration in the 19th and 20th centuries.



Parents
Page 2

January 28, 1977

In addition to helping students develop critical thinking skills,
I am also interested in measuring attitude changes brought about by
a greater awareness of the experience of different groups within the
United States. I welcome any contributions you can make to our class
activities. Please feel free to contact me if you have any concerns
or suggestions as this unit progresses.

Sincerely,

Teacher I
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WRITTEN ASSIGNMENT I

Final Writing Assignment: Freedom Road

Choose one of the following. Write in cursive, one side of
and in ink. Proofread carefully for final copy. Date Due:
March 4. Your essays will be shared with others in class.

1. I felt the violent ending of the story was/was not
appropriate because . . .

(Use examples from the story and your knowledge of
history to prove your position.)

2. Pretend you are Gideon Jackson. If he were alive,
how would he react to one of the following events
in American history ( choose one )

:

a. Desegregation ruling of the Supreme Court
of 1954.

b. The Civil Rights sit-ins in the South
during the late 1950’ s and early 1960's.

Dr. Martin Luther King Jr.’s non-violent
movement and the march on Washington, D. C.

c. The assassination of Martin Luther King Jr.

d. School busing for integration (the events

in Boston these last two years)

.

c. Another event of your own choosing (see

teacher for approval)

.

paper,
Friday

,

MINIMUM FOR LENGTH: ONE-TWOPAGES.
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WRITTEN ASSIGNMENT II

/

HISTORICAL FICTION: REQUIREMENTSFOR READING OF YOUR OWNCHOICE

I. Class Discussion: Tuesday, March 15.

Be prepared to present the following information from your
book:

1. The problems the characters in the story face.
Are they a result of discrimination?

2. Does anyone in the book have prejudices? Do they
change their opinions during the book?

3. How are the historical events of this period
presented in the book? What did you learn about

this time period? Do you think facts were
presented realistically or were they distorted?

4. How does the author treat the characters in the

book?

II. All essay in which you judge the book according to the evalua-

tion points developed in class on Friday, March 11. This

should be written in paragraph form.

III. For the book you read, choose one activity from the list

below:

a, . Pretend you are one of the characters and write

about a situation that might take place several

years after the story ends.

b. Pretend you are a character and relate an inci-

dent in the book from the character's point of

view. Do not only describe but also include the

character's feelings. This can be in diary

form.
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you rsad itiore than one book about a particu~
lar time period, compare how both books treat
that time. Are their views of what happened
similar or different?

d. Act out a key scene from the book in which the
main character faces a problem. You may work
together with someone else who has read the
book.

e. Do you have an idea of your own? See the
teacher for approval.
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OPINION SHEET

NAME:

What could be the causes leading to the following generalizations?

1. Most black people are good athletes.

2. Most women interested in medicine are nurses.

3. Most owners of laundries are Chinese.

I

4. Young people with long hair usually aren’t willing to settle
down and avoid any kind of responsible jobs.

5. Most housekeepers are women.

6.

Most Jewish boys want to be doctors.
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OPINION SHEET

NAME:

What could be the causes leading to the following generalizations?

1. Most black people are good athletes.

2. Most women Interested in medicine are nurses.

3. Most owners of laundries are Chinese.

4. Young people with long hair usually aren't willing to settle
down and avoid any kind of responsible jobs.

5. Most housekeepers are women.

&.

Most Jewish boys want to be doctors.



APPENDIX C

TEACHERII

1. PRE-TEST
2 . POST-TEST



PRE-TEST

Japanese people look
like . . .

The land of Japan
Is . . .

People in Japan like to

for fun.

Japanese people
wear . . .

2. People in Japan
eat . . .

4. Japan makes a lot
of . . .

6. Families in
Japan . . .

8. In school, Japanese
children . . .
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9.

Japanese children have
parents who are . . .

10.

People travel in Japan
by . . .

11.

The Japanese language
is . . .

12.

The Japanese language
sounds . . .

13.

Japanese people came to

America because . . .

14.

Compared to English, the
Japanese language is . . .

15.

This is a picture of a

Japanese family.

16.

This is a picture of a

Japanese house.



230

POST-TEST

NAME;
(English) and (Japanese)

What do you think?

A. About your family:

1. Did you like the members of your family? Why or
why not?

2. Who was easy to get along with? Who was difficult
to get along with?

3. Was it fun to work together?

4. Did you feel you made good decisions when you had to

decide about something? Why? Why not?

5. What three things did you learn about being in a

group?

6. Have you learned to like the people in your group

more or less? Who? Why?

B. About the activities:

Which activities did you like the best? List them.

Tell why you liked them.

2. What do you think I should change before next year's

class studies of Japan?
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APPENDIX D

TEACHER III

1 . PRE-TEST
2. POST-TESTS
3. COMMUNICATIONWITH PARENTS
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PRE-TEST

1. Write the name of an African folktale.

2. Write some foods eaten in Africa.

3. What do you think an African folktale would show as punished?

4.

What do you think would be rewarded?

5.

Where is Ghana?

6.

What is prejudice?
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POST-TEST —JAPANESE FOLKTALE

Urashima Taro

1 . What two things does this folktale say are important to the
Japanese people?

2. What things are punished?

3, Write a question you would like to ask a Japanese-American.
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POST-TEST —VISIT EVALUATION

1.

Write something you found out about being a Japanese-American
from Nathan.

2.

Circle the face that shows how you felt about his talking to us.

3.

Whose life looks easier to you, yours or Nathan’s?
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POST-TEST ~ END OF UNIT COGNITIVE EVALUATION

Folktale Test

1. What are some folktales of India?

Do you remember which folktales are from which country? Below
is a list of the folktales we have read. Mark those with an
I that are from India, a ^ if the story is from Japan, a Ch
if the story is from China and an A if the story is from
Africa.

Clever Girl and the Wedding Jacket

Ananse*s Farm

Think Fast
,

Plan Ahead
,

Wait and See

The Money Lender ' s Trick

Urashima Taro

Kan Han and the Dragon

Why the Lizard Has a Long Neck

The Dancing Kettle

Son of the Turtle Spirit

The Man \iho Made a Lion

Po Ling and His Magic Brush

2. What did the folktale "The Money Lender’s Trick" show as

,
behavior that was rewarded? -



236

3.

Wli3t k.ind of behavior was punished in these folktales i

a. The Men Who Made a Lion:

b. Urashima Taro:

c. Ananse’s Farm:

d. Why the Lizard Has a Long Neck:

4.

Name two folktales that seem to revzard the same kind of behavior:

1 .

2 .

5,

Name two folktales that seem to punish the same kind of behavior:

1 .

2 .

6.

Write the name of a country your ancestors come from:

7,

Write the name of a folktale from that country:

8.

What does the folktale say is important to that people?
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9.

Write what prejudice means.

10.

Who are people prejudiced against?

11.

Put an "S" by the sentences that are about stereotypes. Put a
’’P" by the sentence if it sounds prejudiced.

All Chinese-Americans are good students.

All Japanese people are good gardeners.

All black Americans are good dancers.

All Afro-Americans are good at sports.

Some Japanese-Americans speak Japanese
and English.

All Mexican-Americans like hot spicy
food.

Women make the best cooks and secre-
taries.

Some Afro-Americans are great enter-
tainers.

You can’t trust somebody who doesn’t
speak the same language you do

.
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POST-TEST —END OF UNIT AFFECTIVE EVALUATION

How did you feel about it?

1. Reading the folktales yourself.

3.

Seeing a filmstrip of the folktale.

Painting a mural with a group.

5. Finding out about China and making things from there (food,

money, language).

6. Mrs. Pandey visiting and showing us how women in India dress.
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7. Doing a play or puppet show about a folktale.

8. Finding on the map the country your ancestors are from and
reading your country's folktale.

9. Doing our day when blue people were special and then purple
people.

10. Write the number of the activity you liked best.
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COMMUNICATIONWITH PARENTS

May 24, 1977

Dear Family:

In connection with the multicultural unit on folktales, the
children participated today in an activity designed to help them expe-
rience and understand discrimination.

I randomly passed out colored squares to pin on them, one-half
were purple, the other blue.

The blue group became the privileged group in the morning. They
got to line-up first, sit in front for a story and be the "helpers".
The situation was reversed for the afternoon with the other group who
was "best", and who got the privileges including five minutes of extra

recess.

Both purple and blue groups became very involved in the activity.

We concluded this day by removing the colored squares and talking about

what it felt like to have others awarded special treatment, and what it

felt like to be discriminated against.

My goal was to expand the children’s understanding of prejudice

and discrimination and create empathy for people of other ethnic or

racial groups who experience it.

I hope you will give your child a chance to talk about his or her

feelings.

Sincerely,

Teacher III



APPENDIX E

TEACHERS IV AND V

1. PRE-TEST
2 . POST-TEST
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PRE-TEST
1.

What is an Afro-American?

2.

What is a Negro?
(At this point, explain the terms "Afro-American" and
"Black" if the child could not answer the first two

questions.

)

3.

Where do black people live?

4.

What do black people do?
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POST-TEST

A. True-False

T F 1. Some Africans are kings and queens.

T F 2. Africans live in cities, farming village
and tribal villages.

T F 3. Africans wanted to leave their land to

become slaves.

T F 4. George Washington Carver told black
farmers to plant peanuts and sweet
potatoes.

T iF 5. Ray Charles is a blind black singer,
composer and band leader.

Simple Essay

1. What is an Afro-American?

2. What colors are Afro-Americans?

Definitions

1. Africa:

2. Slaves:

3. Afro-American:

4. Colored:

5. Black:

6 . Negro

:
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D. Essay

1. Would you like a black child to come to your house to
play and have lunch? Yes No

If yes, why?

If no, why not?




