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Because of worldwide immigration and globalization, diversity and the
recognition of diversity are increasing in nations around the world,
including nations in Western Europe such as the United Kingdom,
France, Germany, and The Netherlands (Osler, 2012a). Diversity and its
recognition are also increasing in Asian nations such as Korea (Moon,
2012), Japan (Hirasawa, 2009), and China (Teng & Shu, 2012). The growing
Hispanic population and immigration from Asian nations such as China,
Korea, and India are the major factors that are increasing ethnic, racial,
linguistic, and religious diversity in the United States.

Immigration and Changes in the U.S. Population

The United States is currently experiencing its largest influx of immigrants
since the early 1900s (U.S. Census Bureau, 2012). In 2009, 39 million resi-
dents of the United States were foreign born, which was the largest number
of foreign-born residents in any nation. The 13 percent of foreign-born resi-
dents in the United States in 2009 was one of the highest in the world but
was lower than the foreign-born percentage of the population in Australia
and Canada (Martin & Midgley, 2010). In 2010, non-Hispanic Whites made
up 63.7 percent of the U.S. population, which was a decrease from 69.1
percent in 2000 (Mather, Pollard, & Jacobsen, 2011). The U.S. Census
Bureau projects that non-Hispanic Whites will make up 50.1 percent of the
U.S. population in 2050 and that people of color will make up 49.1 percent
(U.S. Census Bureau, 2004). Consequently, non-Hispanic Whites and peo-
ple of color will each make up close to half of the national population.
Ethnic, cultural, and religious diversity is also increasing in schools,
colleges, and universities in the United States. The percentage of White
students enrolled in U.S. public schools decreased from 67 to 54 percent
between 1990 and 2010. During the same period, the Hispanic enrollment
increased from 12 to 23 percent (National Center for Education Statistics
[NCES]) (2012). The percentage of African American students enrolled
in the public schools decreased during this period from 17 to 15 percent.

ix
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In 18 of the 20 largest school districts in 2010, less than 50 percent of the
students were White (NCES, 2012). During the 2010-2011 school year,
students of color were majorities in these 13 states: Arizona, California,
Delaware, Florida, Georgia, Hawaii, Louisiana, Maryland, Mississippi, New
Mexico, Nevada, New York, and Texas (Aud et al., 2012).

Diversity and Challenges for Education

Language diversity is also increasing in U.S. schools—19.8 percent of the
school-age population spoke a language at home other than English in
2010 (U.S. Census Bureau, 2010). English language learners are the
tfastest-growing population in U.S. public schools. It is projected that
40 percent of the students in U.S. public schools will speak English as a
second language by 2030 (Peebles, 2008). Religious diversity is also
increasing in the United States as well as in Europe. Harvard professor of
religion Diane Eck (2001) calls the United States the most religiously
diverse nation in the world. Islam is the fastest-growing religion in the
United States as well as in several European nations, such as France, The
Netherlands, and the United Kingdom.

Diversity presents both challenges and opportunities for nations,
schools, and teachers. An important goal of multicultural education is to
help educators minimize the problems related to diversity and to maxi-
mize its educational opportunities and possibilities. To respond creatively
and effectively to diversity, teachers and administrators need a sophisti-
cated grasp of the concepts, principles, theories, and practices in multi-
cultural education. They also need to examine and clarify their racial and
ethnic attitudes and to develop the pedagogical knowledge and skills
necessary to work effectively with students from diverse racial, ethnic,
cultural, gender, social-class, and religious groups.

A Review of the Organization of This Text

An Introduction to Multicultural Education, Fifth Edition, is designed to intro-
duce preservice and practicing educators to the major concepts, principles,
theories, and practices in multicultural education. It was written for read-
ers who can devote only limited time to the topic. Chapter 1 discusses the
goals of multicultural education and the misconceptions about it. Chapter 2
describes why multicultural education is essential to help students acquire
the knowledge, skills, and attitudes needed to function as effective citizens
in a diverse nation and world. This chapter incorporates some of the con-
cepts and insights from my most recent work on citizenship and multicul-
tural education in nations around the world (Banks, 2009a; 2012). The
dimensions of multicultural education and the characteristics of an
effective multicultural school are discussed in Chapter 3. Chapter 4
describes the ways in which multicultural education seeks to transform
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the curriculum so that all students can acquire the knowledge, attitudes,
and skills needed to become effective citizens in a pluralistic democratic
society. The idea that multicultural education is in the shared public inter-
est of democratic nation-states is a key tenet of this chapter.

The types of knowledge that need to be taught to students and the
knowledge components required by practicing educators to function effec-
tively in multicultural schools and classrooms are examined in Chapters 5
and 6. Chapter S—which is new to this fifth edition—describes how
knowledge reflects the life experiences, values, personal biographies, and
cultural communities of the historians and social scientists who create it.
This chapter also describes five types of knowledge and explains why stu-
dents need to understand each type as well as how to construct their own
versions of the past and present and to realize the nature and limitations
of the knowledge they create. The categories of knowledge effective teach-
ers need are described in Chapter 6. This chapter also describes the major
paradigms, key concepts, powerful ideas, and the kinds of historical and
cultural knowledge related to ethnic groups that are essential for today’s
educators. Chapter 7 discusses the characteristics of multicultural lessons
and units organized around powerful ideas and concepts. This chapter
contains two teaching units that exemplify these characteristics.

School reform and intergroup education are discussed in Chapter 8.
The need to reform U.S. schools in response to demographic changes is
examined in the first part of the chapter; the second part discusses inter-
group education and the nature of students’ racial attitudes. Guidelines
for helping students develop democratic racial attitudes and values are
presented. School reform with the goals of both increasing academic
achievement and helping students develop democratic racial attitudes is
essential if the United States is to compete successfully in an interdepen-
dent global society and to help all students become caring, committed,
and active citizens. Chapter 9 summarizes the book with a discussion of
major benchmarks that educators can use to determine whether a school
or educational institution is implementing multicultural education in its
best and deepest sense.

New to This Edition

In preparing this fifth edition of An Introduction to Multicultural Education,
I have made the following changes:

m Incorporated new developments, trends, and issues throughout the
text.

m Updated the statistics, citations, and references throughout the
book.

m Added a new chapter: Chapter 5, Knowledge Construction and Cur-
riculum Reform.
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m Added a new appendix: Appendix A, Learning in and out of School
in Diverse Environments. This appendix discusses why teachers
should use the learning that students experience in their homes
and communities to enrich learning in school.

m Revised the Glossary and added new terms, including LBGT, post-
modernism, and neoliberal.

m Updated the statistics in the Glossary.

In updating the citations and references, I have incorporated many of
the theories, findings, and examples from the Encyclopedia of Diversity in
Education—which I edited—that was published in 2012. The theories and
findings from the Encyclopedia that are incorporated into this fifth edi-
tion greatly enrich it. The Encyclopedia of Diversity in Education is the most
comprehensive reference book in multicultural education; it contains
almost 700 articles and is published in four volumes (Banks, 2012).

This book was written to provide readers with a brief, comprehensive
overview of multicultural education, a grasp of its complexity, and a help-
tul understanding of what it means for educational practice. Readers who
want to study multicultural education in greater depth will find the refer-
ences and resources at the end of this book helpful, including Appendix D,
which is “A Multicultural Education Basic Library.” I hope this book will
start readers on an enriching path in multicultural education that will
continue and deepen throughout their careers.
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Goals and Misconceptions

M ulticultural education is a reform movement designed to make some
major changes in the education of students. Multicultural education the-
orists and researchers believe that many school, college, and university
practices related to race, ethnicity, language, and religion are harmful to
students and reinforce many of the stereotypes and discriminatory prac-
tices in Western societies (Banks, 2011; Gillborn, 2008; Ladson-Billings,
2012; Nieto, 2012).

Multicultural education is an idea or concept, an educational reform
movement, and a process (Banks, 2013). Multicultural education incorpo-
rates the idea that all students—regardless of their gender, sexual orienta-
tion, social class, and ethnic, racial, or cultural characteristics—should
have an equal opportunity to learn in school. Another important idea in
multicultural education is that some students, because of these charac-
teristics, have a better chance to learn in schools as they are currently
structured than do students who belong to other groups or who have
different cultural characteristics. Theory and research in multicultural
education indicate that the total school must be reformed in order to
implement multicultural education comprehensively and effectively.
The variables of the school that must be reformed in order to implement
multicultural education are illustrated in Figure 1.1.

Multicultural education assumes that race, ethnicity, culture, reli-
gion, and social class are salient parts of the United States and other
Western nations. It also assumes that diversity enriches a nation and
increases the ways in which its citizens can perceive and solve personal
and public problems. In addition, diversity enriches a nation by provid-
ing all citizens with rich opportunities to experience other cultures and
thus to become more fulfilled as human beings. When individuals are
able to participate in a variety of cultures, they are more able to benefit
from the total human experience.
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School Policy
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FIGURE 1.1 The Total School Environment

Multicultural education focuses on how race, ethnicity, class, gender,
religion, language, exceptionality, sexual orientation (lesbian, gay, bisex-
ual, or transgender [LGBTY]), and religion influence student learning and
behavior. Multicultural education examines the ways in which these
variables singly and interactively influence student behavior. Multicul-
tural educators use the term intersectionality to describe the ways in which
these variables interact to influence the behavior of students (Grant &
Sleeter, 1986; Grant & Zwier, 2012). Teachers cannot comprehensively
understand the behavior of a student by knowing only her race or eth-
nicity. Teachers will gain a better understanding of the student and her
behavior if the teacher also knows her primary language, social class,
ethnic identity, and the extent to which the student identifies with her
ethnic group. Figure 1.2 illustrates how these variables intersect and
interact to influence student behavior.

The Goals of Multicultural Education

Individuals who know the world only from their own cultural perspec-
tives are denied important parts of the human experience and are cultur-
ally and ethnically encapsulated. These individuals are also unable to
know their own cultures fully because of their cultural blinders. We can
get a full view of our own backgrounds and behaviors only by viewing
them from the perspectives of other cultures. Just as fish are unable to
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/ Social Class \
Gender \ / Ethnic Identity

Sexual Orientation Racial Group

Intersectionality

Religion
\ Abilities and Disabilities /

FIGURE 1.2 Intersection of Diversity Variables

Language

appreciate the uniqueness of their aquatic environment, so are many
mainstream individuals and groups within a society unable to fully see
and appreciate the uniqueness of their cultural characteristics. A key goal
of multicultural education is to help individuals gain greater self-
understanding by viewing themselves from the perspectives of other
cultures. Multicultural education assumes that with acquaintance and
understanding, respect may follow.

Another major goal of multicultural education is to provide stu-
dents with cultural, ethnic, and language alternatives. Historically, the
school curriculum in the United States and other Western nations has
focused primarily on the cultures and histories of mainstream groups
with power and influence. The school culture and curriculum in the
United States were primarily extensions of the culture of mainstream
Anglo American students (Spring, 2010). The school rarely presented
mainstream students with cultural and ethnic alternatives.

The Anglocentric curriculum, which still exists to varying degrees in
U.S. schools, colleges, and universities, has harmful consequences for
both mainstream Anglo American students and students of color, such as
African Americans and Mexican Americans (Lomawaima, 2012; Nieto,
2010; Nussbaum, 2012). By teaching mainstream students only about
their own cultures, the school is denying them the richness of the music,
literature, values, lifestyles, and perspectives of such ethnic groups as
African Americans, Puerto Rican Americans, and Polish Americans.
Mainstream American students should know that African American
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literature is uniquely enriching (Morrison, 2012) and that groups such as
Italian Americans and Mexican Americans have values they can embrace.

The Anglocentric curriculum negatively affects many students of
color because they often find the school culture alien, hostile, and self-
defeating. Because of the negative ways in which students of color and
their cultures are often viewed by educators and the negative experiences
of these students in their communities and in the schools, many of them
do not attain the skills needed to function successfully in a highly tech-
nological, knowledge-oriented society (Conchas & Vigil, 2012; Darling-
Hammond, 2010).

A major goal of multicultural education is to provide all students
with the skills, attitudes, and knowledge needed to function within their
community cultures, within the mainstream culture, and within and
across other ethnic cultures (Banks, 2011). Mainstream American stu-
dents should have a sophisticated understanding and appreciation for
the uniqueness and richness of Black English (also called “Ebonics,”
which is formed from the words ebony and phonics). African American
students should be able to speak and write Standard English and to func-
tion successfully within mainstream institutions without experiencing
cultural alienation from family and community (Alim & Baugh, 2007;
Hudley & Mallinson, 2011).

Another major goal of multicultural education is to reduce the pain
and discrimination that members of some ethnic and racial groups expe-
rience because of their unique racial, physical, and cultural characteris-
tics. Filipino Americans, Mexican Americans, Puerto Rican Americans,
and Chinese Americans often deny their ethnic identity, ethnic heritage,
and family in order to assimilate and participate more fully in main-
stream institutions (Cross, 2012). Jewish Americans, Polish Americans,
and Italian Americans also frequently reject parts of their ethnic cultures
when trying to succeed in school and in mainstream society (Brodkin,
1998; Jacobson, 1998). As Dickeman (1973) has insightfully pointed out,
schools often force members of these groups to experience “self-
alienation” in order to succeed. Wong Fillmore (2005) describes how the
school alienates immigrant children from their families when it forces
them to give up their home languages. These are high prices to pay for
educational, social, and economic mobility. Students who become suc-
cessful in school and in the larger society but become alienated from self,
tamily, and community experience what Fordham (1988) has called a
“pyrrhic victory”—a victory with pain and losses.

Some individuals of color in the United States—such as many African
Americans, Native Americans, and Puerto Rican Americans—in their
effort to assimilate and to participate fully in mainstream institutions,
become very Anglo-Saxon in their ways of viewing the world and in their
values and behavior. However, highly culturally assimilated members of
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ethnic groups of color are often denied full participation in mainstream
institutions because of their skin color (Touré, 2011; Robinson, 2010).
These individuals may also become alienated from their community cul-
tures and families in their attempts to fully participate in mainstream
institutions. They may become alienated from both their community
cultures and mainstream society and consequently experience
marginality.

Jewish Americans and Italian Americans may also experience mar-
ginality when they deny their cultures in an attempt to become fully
assimilated into American mainstream society and culture (Dershowitz,
1997). Although they usually succeed in looking and acting like Anglo
Americans, they are likely to experience psychological stress and identity
conflict when they deny and reject their family and their ethnic lan-
guages, symbols, behaviors, and beliefs (Brodkin, 1998). Ethnicity plays
a major role in the socialization of many members of ethnic groups; eth-
nic identity is an important part of the identity of such individuals
(Appiah, 2006; Gutmann, 2003). When these individuals deny their eth-
nic cultures and identities, they reject an important part of self.

It is important for educators to realize that ethnic group membership
is not an important part of personal identity for many individual mem-
bers of ethnic groups. Other group affiliations—such as religion, social
class, gender, or sexual orientation—are more important identities for
these individuals. Some people identify with more than one ethnic or
cultural group. This is especially likely to be the case for individuals who
are racially and ethnically mixed—an increasing population within
American society (Joseph, 2012). Ethnic identity becomes complicated
for individuals of color for whom ethnic identity is not significant. Even
though such individuals may not view their ethnic group membership as
important, other people, especially those within other racial and ethnic
groups, may view these individuals as members of a racial/ethnic group
and think that ethnicity is their primary identity.

Ethnic group members who experience marginality are likely to be
alienated citizens who feel that they have little stake in society. Those
who reject their basic group identity are incapable of becoming fully
functioning and self-actualized citizens and are more likely to experience
political and social alienation. It thus is in the best interests of a political
democracy to protect the rights of all citizens to maintain allegiances to
their ethnic and cultural groups (Banks, 2011; Benhabib, Shapiro, &
Petranovic, 2007; Kymlicka, 2004). Individuals are capable of maintain-
ing allegiance both to their ethnic group and to the nation-state.

Another goal of multicultural education is to help students to
acquire the reading, writing, and math skills needed to function effec-
tively in a global and “flat” technological world—that is, one in which
students in New York City, London, Paris, and Berlin must compete for
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jobs with students educated in developing nations such as India and
Pakistan (Darling-Hammond, 2010). Technology enables companies to
outsource jobs to developing nations to reduce the costs of products and
services. Multicultural education assumes that multicultural content can
help students to master basic skills essential to function in a global and
tlat world. Providing multicultural readings and data can be highly moti-
vating and meaningful for students (Lee, 2007). Students are more likely
to master skills when the teacher uses content that deals with significant
human problems related to race, ethnicity, and social class within soci-
ety. Students around the world, including American students, live in
societies in which ethnic, racial, language, and religious problems are
real and salient (Banks, 2009a). Providing content related to these issues
and to the cultural communities in which students live is significant and
meaningful to students. Multicultural education theorists and research-
ers maintain that skill goals are extremely important (Lee & Buxton,
2010; Nasir & Cobb, 2007).

Education within a pluralistic society should affirm and help stu-
dents understand their home and community cultures. It should also
help free them from their cultural boundaries. To create and maintain a
civic community that works for the common good, education in a demo-
cratic society should help students acquire the knowledge, attitudes, and
skills needed to participate in civic action to make society more equitable
and just.

Education and Global Citizenship

Another important goal of multicultural education is to help individuals
from diverse racial, cultural, language, and religion groups to acquire the
knowledge, attitudes, and skills needed to function effectively within
their cultural communities, the national civic culture, their regional cul-
ture, and the global community (Banks, 2004a, 2008). In the past, most
nation-states required citizens to experience cultural assimilation into
the national culture and to become alienated from their community cultures
in order to become citizens. The assimilationist conception of citizen-
ship and citizenship education have come into question in view of the
historical, political, social, and cultural developments that have occurred
around the world since World War II. Institutionalized notions of citi-
zenship have been vigorously contested since the ethnic revitalization
movements began in the 1960s and 1970s. Worldwide immigration, the
challenges to nation-states brought by globalization, and the tenacity of
nationalism and national borders have stimulated debate, controversy,
and rethinking about citizenship and citizenship education (Benhabib,
2004; Castles, 2009).
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Traditional notions of citizenship assume that individuals from dif-
terent groups had to give up their homes and community cultures and
languages in order to attain inclusion and participate effectively in the
national civic culture. Assimilationist conceptions of citizenship educa-
tion need to be questioned. Citizenship education needs to be expanded
to include cultural rights for citizens from diverse racial, cultural, ethnic,
language, and religious groups (Gutmann, 2004; Young, 2000).

An effective citizenship education helps students to acquire the
knowledge, skills, and values needed to function effectively within their
cultural communities, nation-states, regions, and the global community.
Such an education helps students acquire the cosmopolitan perspectives
and values needed to work to attain equality and social justice for people
around the world (Nussbaum, 2002). Schools should be reformed so that
they can implement a transformative and critical conception of citizen-
ship education that will enhance educational equality for all students.

The Standardization Movement

The No Child Left Behind Act (NCLB) was enacted by the U.S. Congress
in 2001 and signed by President George W. Bush in 2002 to address the
academic achievement gap between White students and students of
color. One of the stated goals of the act is to make school districts and
states accountable for the academic achievement of students from diverse
racial, ethnic, and language groups. The act requires states to formulate
rigorous standards in reading, mathematics, and science and to annually
test all students in grades 3 through 8 in these subjects. The act also
requires that the results of the assessments be disaggregated by income,
race, ethnicity, disability, and limited English proficiency (Guthrie, 2003).

Many of the standards-based school reforms were created to respond
to the requirements of the NCLB. However, many states had initiated
standards-based reforms prior to the passage of NCLB. President Barack
Obama and Secretary of Education Arne Duncan announced the Race
to the Top initiative on July 24, 2009. The Race to the Top initiative is
very similar to the NCLB initiative because it awards points to states for
performance-based standards for teachers and principals and for establish-
ing charter schools.

The national focus on creating high academic standards and holding
educators accountable for student achievement is having mixed results in
the nation’s schools. Some researchers and educational leaders view the
focus on national standards and standardized testing as promising. A study
by Roderick, Jacob, and Bryk (2002) indicates that performance improved
in low-performing schools after the implementation of standards-
based reform. Some school leaders in high-minority, low-achieving
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schools have applauded NCLB because it requires school districts and
states to disaggregate achievement data by income, race, ethnicity,
disability, and limited English proficiency. These administrators believe
that the disaggregation of achievement data has helped to focus atten-
tion on the academic achievement gap between White students and
students of color such as African Americans, Mexican Americans, and
Native Americans.

The NCLB, Race to the Top, and related reforms have evoked a cho-
rus of criticism from other researchers and school reformers (Au, 2012b;
Darling-Hammond, 2010; Meier & Wood, 2005). The critics of the act
argue that standards-based reforms have had many negative conse-
quences on the curriculum and on school life (Kumashiro, 2012). They
contend that these reforms have forced many teachers to focus on nar-
row literacy and numeracy skills rather than on critical thinking and the
broad goals of schooling in a democratic society. In addition, concerns
are voiced about an overemphasis on testing, less focus on teaching, and
deskilled and deprofessionalized teachers (Au, 2009; Giroux, 1988).
Amrein and Berliner (2002) analyzed 18 states to determine how high-
stakes tests were affecting student learning. They concluded that in all
but one of their analyses, student learning was indeterminate, remained
at the same level before high-stakes testing was implemented, or went
down when high-stakes testing policies were initiated.

Sleeter (2005) makes an important distinction between standards and
standardization and explains why she supports standards but is opposed to
standardization. Standards—which describe quality—can be used by
teachers to help students attain high levels of academic achievement.
Standardization has negative effects on students, teachers, and schools
because it leads to bureaucratization and to a focus on low-level knowl-
edge and skills that can be easily measured by norm-referenced tests.

Teachers face a dilemma when they try to teach in culturally respon-
sive ways as well as help students acquire the knowledge and skills needed
to perform successfully on state and national standardized tests. If teach-
ers ignore the tests, low-achieving students will become further margin-
alized within schools and society, and the existing social, political, and
economic structures will be perpetuated. Teachers may also put their
own professional reputations and status at risk because of punitive sanc-
tions they can experience in many school districts if the test scores of
their students do not increase between testing cycles.

Sleeter (2005) recommends that teachers use multicultural con-
tent—which is highly motivating to students when it focuses on their
own historical and cultural experience—to help students from diverse
groups attain the knowledge and skills needed to reach high levels of
achievement on standardized tests. At the same time, teachers should
help students conceptualize actions they can take to change the political,
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economic, and social systems that have victimized their groups histori-
cally and that still victimize them today (Baldwin, 1985a; Freire, 2000).

The Multicultural Debate

Multicultural education is an education for freedom that is essential in
today’s ethnically polarized and troubled world (Parekh, 2006). During
the early 1990s, multicultural education evoked a divisive national
debate, in part because of the divergent views that citizens hold about
what constitutes an American identity and about the roots and nature of
American civilization. In turn, the debate sparked a power struggle over
who should participate in formulating the canon used to shape the cur-
riculum in the nation’s schools, colleges, and universities.

During the 1990s, the bitter canon debate in the popular press and
in several widely reviewed books overshadowed the progress in multicul-
tural education that had been made since the civil rights movement of
the 1960s and 1970s. The debate also perpetuated harmful misconcep-
tions about theory and practice in multicultural education. It conse-
quently increased racial and ethnic tension and trivialized the field’s
remarkable accomplishments in theory, research, and curriculum devel-
opment (Nieto, 2012). The truth about the development and attain-
ments of multicultural education needs to be told, for the sake of balance,
scholarly integrity, and accuracy.

Misconceptions

Multicultural Education Is for the Others

To reveal the truth about multicultural education, some of the frequently
repeated and widespread myths and misconceptions about it must be
identified and debunked. One such misconception is that multicultural
education is an entitlement program and curriculum movement for African
Americans, Latinos, the poor, women, and other marginalized groups
(Chavez, 2010; Glazer, 1997).

The major theorists and researchers in multicultural education agree
that it is a reform movement designed to restructure educational institu-
tions so that all students—including White, male, and middle-class
students—will acquire the knowledge, skills, and attitudes needed to
function effectively in a culturally and ethnically diverse nation and
world (Banks & Banks, 2004; Gay, 2010; Ladson-Billings, 2012; Nieto,
2012). Multicultural education, as defined and conceptualized by its
major architects during the last decade, is not an ethnic- or gender-specific
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movement, but a movement designed to empower all students to become
knowledgeable, caring, and active citizens in a deeply troubled and
ethnically polarized nation and world.

The claim that multicultural education is only for ethnic groups of
color and the disenfranchised is one of the most pernicious and damaging
misconceptions with which the movement has to cope (Chavez, 2010;
Glazer, 1997). It has caused serious problems and has haunted the multi-
cultural education movement since its inception. Despite everything writ-
ten and spoken about multicultural education being for all students, the
image of multicultural education as an entitlement program for the
“others” remains strong and vivid in the public imagination as well as in
the hearts and minds of many teachers and administrators. Teachers who
teach in predominantly White schools and districts often state that they
do not have a program or plan for multicultural education because they
have few African American, Latino, or Asian American students.

When multicultural education is viewed by educators as the study
of the “other,” it is marginalized and prevented from becoming a part of
mainstream educational reform. During the 1990s, the critics of multi-
cultural education, such as Schlesinger (1991) and Glazer (1997), per-
petuated the idea that multicultural education is the study of the “other”
by defining it as the same as Afrocentric education.

The history of intergroup education teaches us that only when educa-
tional reform related to diversity is viewed as essential for all students—and
as promoting the broad public interest—will it have a reasonable chance of
becoming institutionalized in the nation’s schools, colleges, and universi-
ties (C. A. M. Banks, 2005). The intergroup education movement of the
1940s and 1950s failed in large part because intergroup educators were
never able to get mainstream educators to believe that it was needed by
and designed for all students (Taba, Brady, & Robinson, 1952). To its bitter
and quiet end, intergroup education was viewed as something for schools
with racial problems and as something for “them” and not for “us.”

Multicultural Education Is Against the West

Another harmful misconception about multicultural education has been
repeated so often by its critics that it is frequently viewed by readers as
self-evident. This is the claim that multicultural education is a move-
ment against the West and Western civilization. Multicultural education
is not against the West because most writers of color—such as Rudolfo A.
Anaya, Paula Gunn Allen, N. Scott Momaday, Maxine Hong Kingston,
Maya Angelou, and Toni Morrison—are Western. Multicultural educa-
tion itself is a thoroughly Western movement. It grew out of a civil rights
movement grounded in Western democratic ideals such as freedom, jus-
tice, and equality. Multicultural education seeks to expand for all people
ideals that were meant for an elite few at the nation’s beginning.
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Although multicultural education is not against the West, its theorists
believe that the truth about the West should be told, that its debt to people
of color and women be recognized and included in the curriculum, and that
the discrepancies between the ideals of freedom and equality and the reali-
ties of racism and sexism be taught to students. Reflective citizen action is
also an integral part of multicultural theory. Multicultural education views
citizen action to improve society as an integral part of education in a democ-
racy. It links knowledge, values, empowerment, and action (Banks, 1996).
Multicultural education is postmodern in its assumptions about knowledge
and knowledge construction. It challenges Enlightenment, positivist assump-
tions about the relationship between human values, knowledge, and action.

Positivists, who are heirs of the Enlightenment, believe that it is
possible to structure knowledge that is objective and beyond human val-
ues and interests. Multicultural theorists maintain that knowledge is
positional, that it relates to the knower’s values and experiences, and
that knowledge implies action (Harding, 2012). Consequently, different
concepts, theories, and paradigms imply different kinds of actions. Mul-
ticultural theorists believe that in order to have valid knowledge, infor-
mation about the social condition and experiences of the knower is
essential (Code, 1991; Collins, 2000; Harding, 2012).

Multicultural Education Will Divide the Nation

Many of its critics claim that multicultural education will divide the
nation and undercut its unity. Schlesinger (1991) underscores this view
by titling his book The Disuniting of America: Reflections on a Multicultural
Society. This misconception of multicultural education is based partly on
questionable assumptions about the nature of U.S. society and partly on
a mistaken view about multicultural education. The claim that multi-
cultural education will divide the nation assumes that the nation is
already united. Although we are one nation politically, sociologically
our nation is deeply divided along racial, gender, sexual orientation,
and class lines. Class is one of the most pernicious divisions in the
United States; the gap between the classes is widening. The percentage
of the nation’s wealth owned by the top 1 percent increased from 20
percent in 1976 to more than a third of the nation’s wealth in 2007
(DeNavas-Walt, Proctor, & Lee, 2005; Stiglitz, 2012). Writes Stiglitz,

America has been growing apart, at an increasingly rapid rate. In the first
post-recession years of the new millennium (2002-2007), the top 1 percent
seized more than 65 percent of the gain in the total national income. (p. 2)

In his book, Coming Apart: The State of White America, 1960-2010, Murray
(2012) argues compellingly that the widening income gap in the United
States is causing Whites in the nation to “come apart.”
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Multicultural education is designed to help unify a deeply divided
nation rather than to divide a highly cohesive one. Multicultural educa-
tion supports the notion of e pluribus unum—one out of many. The
multiculturalists and the Western traditionalists, however, often differ
about how the unum can best be attained. Traditionally, the larger U.S.
society as well as the schools have tried to create the unum by assimilat-
ing students from diverse racial and ethnic groups into a mythical Anglo
American culture that required them to experience a process of self-
alienation and harsh assimilation. Spring (2010) calls this process decul-
turalization. Valenzuela (2012) calls it subtractive schooling. However, even
when people of color became culturally assimilated, they were often
structurally excluded from mainstream institutions.

Multicultural educators view e pluribus unum as the appropriate
national goal but believe that the goal must be negotiated, discussed,
and restructured to reflect a nation’s ethnic, cultural, language, and reli-
gious diversity. The reformulation of the unum must be a process and
must involve the participation by diverse groups within the nation, such
as people of color, women, straights, gays, the powerful, the powerless,
the young, and the old. The reformulation of the unum must also involve
power sharing and participation by people from many different cultural
communities. They must discuss, debate, share power, experience equal
status, and reach beyond their cultural and ethnic borders in order to
create a common civic culture that reflects and contributes to the well-
being of all. This common civic culture will extend beyond the cultural
borders of each group and constitute a civic borderland culture.

In Borderlands, Anzaldua (1999) contrasts cultural borders and bor-
derlands. She indicates the need to weaken cultural borders and to create
a shared borderland culture in which people from many different cul-
tures can interact, relate, and engage in civic talk and action. Anzaldua
states that

borders are set up to define the places that are safe and unsafe, to distin-
guish us from them. A border is a dividing line, a narrow strip along a steep
edge. A borderland is a vague and undetermined place created by the resi-
due of an unnatural boundary. It is in a constant state of transition. (p. 3)

Progress in Multicultural Education

Multicultural Education Has Made Significant
Curriculum Inroads

While it is still not the center of the curriculum in many schools, colleges,
and universities, multicultural content and perspectives have made sig-
nificant inroads into both the school and the higher education curriculum
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within the last five decades. The truth lies somewhere between the claim
that no progress has been made in infusing and transforming the school
and college curriculum with multicultural content and the claim that
such content has replaced the European and American classics.

In the elementary and high schools, much more ethnic content
appears in social studies and language arts textbooks today than was the
case 10 or 20 years ago. Also, some teachers assign works written by
authors of color along with the more standard American classics. More
classroom teachers today have studied multicultural education concepts
than at any previous point in U.S. history. A significant percentage of
today’s classroom teachers took a required teacher education course in
multicultural education when they were in college. The multicultural
education standard adopted by the National Council for the Accredita-
tion of Teacher Education (NCATE) in 1977—which became effective
January 1, 1979—was a major factor that stimulated the growth of mul-
ticultural education in teacher education programs. The NCATE diversity
standard (standard 4) requires individuals preparing to become teachers
to acquire the knowledge, skills, and professional dispositions needed to
work effectively with diverse student population groups (NCATE, 2008).
In commenting on the diversity standard, NCATE gives examples of
behaviors expected of teacher education programs and candidates, which
includes the ability to use examples of the cultures of students when
teaching concepts and principles and to engage all students (including
English language learners) in reflective interactions about challenging
content (NCATE, 2008).

The teacher education market in multicultural education textbooks
is now a substantial one. Most major publishers currently publish several
major college textbooks in the field. Most major textbooks in other
required education courses—such as educational psychology and the
foundations of education—have separate chapters or sections that exam-
ine concepts and developments in multicultural education. Some of the
nation’s leading colleges and universities—such as the University of
California, Berkeley; the University of Minnesota—Twin Cities; and
Stanford University—revised their core curriculum within the last several
decades to include ethnic content or established an ethnic studies course
requirement.

However, the transformation of the traditional canon on college and
university campuses has often been bitter and divisive (Nussbaum, 2012).
All curriculum changes come slowly and painfully to university campuses.
The linkage of curriculum change with issues related to race evokes latent
primordial feelings and reflects the racial crisis in Western societies,
including the United States. On some campuses—such as the University
of Washington, Seattle—a bitter struggle ended with the defeat of the
ethnic studies requirement. Ironically, the undergraduate population of
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TABLE 1.1 Number and Percentage Distribution of Public Elementary and
Secondary Students, by Race/Ethnicity: Selected Years, 2000-01 Through
2010-11

American
Asian/  Indian/
Total Pacific  Alaska
Year Enrollment Total White Black Hispanic Islander Native
2000-01 46,120,425 100.0 61.0 17.0 16.6 4.2 1.2
2003-04 47,277,389 100.0 58.4 17.1 18.8 4.5 1.2
2007-08 48,397,895 100.0 55.8 17.0 21.2 4.8 1.2
2010-11 49,402,385 100 524 16.0 23.1 4.6 1.1

Source: U.S. Department of Education, National Center for Education Statistics, Common
Core of Data (CCD), “Public Elementary/Secondary School Universe Survey,” 2000-01,
2003-04, 2007-08, and 2010-2011.

students of color at the University of Washington is increasing substan-
tially. In autumn 2010, they made up 38.3 percent of the Washington
undergraduate population on the Seattle campus, most of whom were
Asian Americans (22.7 percent; University of Washington, 2011).

Significant changes are also being made in elementary and high
school textbooks. The demographic imperative is an important factor
driving the changes in school textbooks. The color of the nation's stu-
dents is changing rapidly. In the 2010-11 school year, 47.6 percent of
the nation’s public elementary and secondary students were students of
color (National Center for Education Statistics [NCES], 2011). Table 1.1
shows the enrollment in public elementary and secondary schools by
race or ethnicity in school years 2000-01, 2003-04, 2007-08, and 2010-
11. It is projected that 66 percent of the students in the United States
will be African American, Asian, Latino, or Native American by 2020
(Johnson, 2008).

Language diversity is also increasing in the United States. The 2010
American Community Survey indicates that approximately 19.8 percent
of the school-age population spoke a language at home other than Eng-
lish in 2010 (U.S. Census Bureau, 2010). It is projected that by 2030 about
40 percent of the students in the United States will speak English as a
second language (Peebles, 2008). Table 1.2 shows the 20 most frequently
spoken languages at home other than English by people who live in the
United States. Parents of color and parents who speak a first language
other than English are demanding that their leaders, images, hopes, and
dreams be mirrored in the curriculum and in the textbooks their chil-
dren study in school.
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TABLE 1.2 Twenty Languages Most Frequently Spoken at Home for the
Population Ages 5 Years and Over, 1990, 2000, and 2010

1990 2000 2010

Language Spoken Number of Number of Number of
at Home Rank Speakers Rank Speakers Rank Speakers
United States (X) 230,445,777 (X) 262,375,152 (X) 289,215,746
English only (X) 198,600,798 (X) 215,423,557 (X) 229,673,150
Total non-English (X) 31,844,979 (X) 46,951,595 (X) 59,542,596
Spanish 1 17,339,172 1 28,101,052 1 36,995,602
Chinese 5 1,249,213 2 2,022,143 2 2,808,692
Tagalog 6 843,251 5 1,224,241 3 1,573,720
Vietnamese! 9 507,069 6 1,009,627 4 1,381,488
French 2 1,702,176 3 1,643,838 5 1,322,650
Korean 8 626,478 8 894,063 6 1,137,325
German 3 1,547,099 4 1,382,613 7 1,067,651
Arabic 13 355,150 11 614,582 8 864,961
Russian 15 241,798 9 706,242 9 854,955
French Creole 19 187,658 14 453,368 10 746,702
Italian! 4 1,308,648 7 1,008,370 11 725,223
Portuguese? 10 429,860 12 564,630 12 688,326
Hindi3 14 331,484 16 317,057 13 609,395
Polish 7 723,483 10 667,414 14 608,333
Japalnese2 11 427,657 13 477,997 15 443,497
Urdu? (NA) (NA) 18 262,900 16 388,909
Persian 18 201,865 17 312,085 17 381,408
Gujarati 26 102,418 19 235,988 18 356,394
Armenian 20 149,694 20 202,708 X X
Greek 12 388,260 15 365,436 19 307,178
Serbo-Croatian (NA) (NA) (NA) (NA) 20 284,077
All other languages (X) 3,182,546 (X) 4,485,241 5,996,110

NA Not available. X Not applicable.

In 2000, the number of Vietnamese speakers and the number of Italian speakers were not
statistically different from one another.

2In 1990, the number of Portuguese speakers and the number of Japanese speakers were
not statistically different from one another.

3In 1990, Hindi included those who spoke Urdu.

Note: The estimates in this table vary from actual values due to sampling errors. As a result,
the number of speakers of some languages shown in this table may not be statistically
different from the number of speakers of languages not shown in this table.

Source: U.S. Census Bureau (2003); U.S. Census Bureau (2010), American Community Survey.
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Textbooks have always reflected the myths, hopes, and dreams of the
people in society with money and power. As African Americans, Latinos,
Asians, and women become more influential participants on the power
stage, textbooks will increasingly reflect their hopes, dreams, and disap-
pointments. Textbooks will have to survive in the marketplace of a nation
that is increasingly racially, ethnically, linguistically, and religiously
diverse. Because textbooks still carry the curriculum in U.S. public schools,
they remain an important focus for multicultural curriculum reformers.

The Challenges to Multicultural Education

Within the last two decades, neoliberal movements have become influen-
tial in most of the Western nations, including Canada, Germany, the
United Kingdom, and the United States. These movements are a conse-
quence of the terrorism that occurred on and after September 11, 2001,
as well as of the wrenching economic problems around the world. In
Canada (Joshee, 2009) and in the United Kingdom (Tomlinson, 2012),
the leaders of the neoliberal movement have called for “social cohesion,”
which is a veiled form of assimilation. Joshee states that “the hallmark of
neoliberalism is a belief in the free market system and an acceptance that
society should operate as a marketplace” (p. 96). Consequently, the
emphasis shifts from a focus on social justice and educational equality to
competition, standardization, and marketization. The call for vouchers,
charter schools, extensive standardized testing of students (Au, 2009),
the criticism of the public schools, teachers, and unions (Kumashiro,
2012), and the support of fast-track teacher certification reforms are
manifestations of neoliberalism in education.

The chancellor of Germany and prime minister of the United
Kingdom have publicly criticized multicultural initiatives in their coun-
tries. At a meeting in October 2010, in Potsdam, German Chancellor
Angela Merkel said, “[T]he approach [to build] a multicultural [society]
and to live side by side and to enjoy each other . . . has failed, utterly
tfailed” (Weaver, 2010). Prime Minister David Cameron—speaking at a
conference in Munich, Germany, on February 5, 2011—said that multi-
culturalism has encouraged “segregated communities” where Islamic
extremism can survive. He also said that the “hands-off tolerance” policy
in the United Kingdom and other European nations has encouraged
Muslims and other immigrant groups to “live separate lives apart from
each other and the mainstream” (BBC News, 2011).

An important manifestation of the neoconservative movement in
the United States was the passage of a bill in Arizona —which became
effective on January 1, 2011— that bans ethnic studies courses “designed
primarily for pupils of one ethnic group”, which “advocate ethnic soli-
darity instead of the treatment of pupils as individuals,” or which teach
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“resentment toward a race or class of people” (Liu, 2012). The target of
the bill was the Mexican American studies program in the Tucson Uni-
fied School District, which the teachers who developed it called “The
Social Justice Education Project” (SJEP) (Cammarota & Augilera, 2012).
John Huppenthal, the state superintendent of public instruction, con-
cluded that the Mexican American program violated the state law because
it taught “divisive ethnic studies.” His decision was upheld in an Arizona
court. However, research conducted by Cammarota (cited in Sleeter,
2011) indicates that the program had a positive effect on students,
including decreasing the dropout rate of Mexican American students.
According to Cammarota, the students who participated in the program
during its first year “overwhelmingly reported that the project made
them think more about their other classes, about their future, and about
going to college” (cited in Sleeter, p. 14).

In 2012, Bruce Bawer renewed the attack on ethnic studies at the
university level with his book The Victims’ Revolution: The Rise of Identity
Studies and the Closing of the American Mind. In a critical and compelling
review of Bawer’s book in The New York Times Book Review, Andrew
Delbanco (2012) states that although there is a modicum of truth in Bawer’s
critique of ethnic studies, women’s studies, and gay studies programs, his
book is “mostly a caricature” and a misrepresentation. Delbanco correctly
points out that Bawer’s critique of these programs is out-of-date and mis-
leading, and that Bawer is “over-wrought by his own outrage” (p. 20). We
need accurate descriptions of ethnic studies and multicultural education
programs in the schools, colleges, and universities. Accounts such as those
by Bawer distract from the significant research and scholarship that have
been done in ethnic studies, women'’s studies, and gay studies.

The Debate over Ethnic Studies

In an editorial in the Dallas Morning News, Linda Chavez (2010)—who
speaks frequently to the media about education and diversity—argued
teachers should teach American history rather than ethnic studies. This is a
false dichotomy because ethnic studies is an integral part of American his-
tory, and we cannot accurately teach the American story unless we teach
about the ways in which it has been shaped and influenced by American
ethnic groups—and how ethnic groups in America have both shaped and
have been shaped by their experiences in America. Although he left people
of color out of his narrative, Oscar Handlin’s (1951/2002) classic book, The
Uprooted, has the subtitle The Epic Story of the Great Migrations That Made the
American People. Handlin started out to write the history of immigration,
and in the end decided that immigration was the story of America.

To teach American history without the experiences and perspec-
tives of ethnic groups (both White and people of color)—which has been
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often done in the past and is sometimes done today—is to teach a dis-
torted version of American history. The ethnic studies movement
emerged largely because the roles of people of color were either distorted
or left out of American history (Takaki, 1993). In other words, the ethnic
studies movement emerged to make “American” history “American,”
and not just Anglo American history. People of color have had—and still
have—a deep influence on American history, literature, and culture. The
history of Whites in the United States and the history of people of color
are also deeply and tightly connected. In Playing in the Dark: Whiteness in
the Literacy Imagination, Toni Morrison (1992) argues that Blacks are pres-
ent in American literature even when they are not visible because
throughout their history in the United States, Whites have defined them-
selves in opposition to Blacks—Blacks were essential for Whites to con-
struct their identity as Americans. Writes Morrison:

Through significant and understood omissions, startling contradictions,
heavily nuanced conflicts, through the way writers peopled their work
with the signs and bodies of this presence—one can see that a real or fabri-
cated Africanist presence was crucial to their sense of Americanness. And it
shows. (p. 6)

The critics of ethnic studies— such as Chavez (2010) and Glazer
(1997)—also argue that educators should develop students’ identities as
Americans and not their ethnic identities. These critics call efforts to help
students clarify their ethnic identities “identity politics.” It is also a false
dichotomy to argue that we should focus on developing students’
national identities rather than their ethnic identities. In my work, I concep-
tualize cultural identity, national identity, and global identity as highly inter-
connected, complex, changing, and contextual (Banks, 2008; see Figure
2.1, page 33). My work and that of other citizenship education theorists,
such as Kymlicka (1995) and Ladson-Billings (2004), indicate that stu-
dents from culturally, ethnically, linguistically, and religiously diverse
communities will find it difficult to develop strong commitments and
identities with the nation-state if the nation-state does not reflect and
incorporate important aspects of their ethnic and community cultures.
Gutmann (2004) calls this phenomenon “recognition,” and argues that
students need to experience civic equality, recognition, and tolerance in
order to develop civic commitments to the nation-state.

Multicultural Education and the Future

Despite its past and present challenges, the attainments of multicultural
education since the civil rights movement of the 1960s and 1970s are
noteworthy and should be acknowledged. Its shapers have been able to
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establish goals, aims, and approaches on which there is a high level of
agreement (Banks, 2009a, 2013). Most multicultural education theorists
agree that the major goal of multicultural education is to restructure
schools, colleges, and universities so that all students will acquire the
knowledge, attitudes, and skills needed to function in an ethnically and
racially diverse nation and world (Gay, 2012; Nieto, 2012). As in other
interdisciplinary fields of study—such as social studies, leadership, and
special education—there are internal debates within the field. These
debates are consistent with a field that values democracy and diversity
and are a source of strength.

Multicultural education is experiencing impressive success in its
implementation in the nation’s schools, colleges, and universities. The
number of national conferences and teacher education courses in multi-
cultural education are evidence of its success and perceived importance.
It is increasingly becoming institutionalized in educational institutions
in nations such as the United States, Canada, Australia, China, and Korea,
as is documented by researchers and scholars from many different nations
in The Routledge International Companion to Multicultural Education (Banks,
2009a). Although the process is slow and sometimes contentious, multi-
cultural content is increasingly becoming a part of core courses in school,
college, and university. Textbook publishers are also integrating their
books with ethnic and cultural content and perspectives. The publica-
tion of the Encyclopedia of Diversity in Education by Sage in 2012 is another
significant indication of the increasing legitimacy and institutionaliza-
tion of multicultural education (Banks, 2012). With about 700 signed
entries with cross-references and recommended reading, the Encyclopedia
of Diversity in Education—four volumes in both print and electronic for-
mats—presents research and statistics, case studies, and best practices,
policies, and programs at pre- and postsecondary levels. It is the most
comprehensive publication in the field of multicultural education.

Despite its impressive successes, multicultural education faces
important opportunities and challenges. The debate about diversity
reflects the value dilemma and identity crisis in U.S. society. The American
identity is being reshaped as groups on the margins of society begin to
participate in the center and demand that their visions be reflected in a
transformed America. The power sharing and identity transformation
required to make racial peace may be valued rather than feared in the
tuture because of the contributions these groups will make to our national
and global salvation.

As the ethnic texture of nations such as the United States, Canada,
France, the United Kingdom, and Korea continues to deepen, educa-
tional programs related to ethnic and cultural diversity will continue to
emerge and will take various shapes and forms. New challenges will con-
tinue to evolve in pluralistic democratic societies. The extent to which
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these challenges will be transformed into opportunities will depend
largely on the vision, knowledge, and commitment of each nation’s edu-
cators. You will have to take a stand on multicultural education and
determine what related actions you will take in your classroom and
school. The chapters in this book are designed to help you conceptualize
and take informed and reflective actions that will make your classroom
and school a more caring and humane place for all students.
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Citizenship Education and
Diversity in a Global Age

Migration within and across nation-states is a worldwide phenome-
non. The movement of peoples across national boundaries is as old as
the nation-state itself. However, never before in the history of the
world has the movement of diverse racial, cultural, ethnic, religious,
and language groups within and across nation-states been as frequent
and rapid or raised such complex and difficult questions about citizen-
ship, human rights, democracy, and education. In 2008, the world’s
population was almost 7 billion, and approximately 200 million
migrants were living outside the nation in which they were born—
which was about 3 percent of the world’s population (De Blij, 2008).
Many worldwide trends and developments are challenging the notion
of educating students to function in one nation-state. These trends
include the ways in which people are moving back and forth across
national borders, the rights of movement permitted by the European
Union, and the rights codified in the Universal Declaration of Human
Rights (Starkey, 2012).

In nation-states throughout the world, there is increasing diver-
sity as well as increasing recognition of diversity. After World War II,
large numbers of people from former colonies in Asia and the West
Indies immigrated to the United Kingdom to improve their economic
status (Tomlinson, 2012). Since the late 1960s, Canada, Germany,
France, and The Netherlands have experienced an increase in racial,
cultural, language, religious, and ethnic diversity when thousands of
people seeking better economic opportunities emigrated to these
nations (Bauder, 2011; Castles, 2009; Joppke, 2010; Schierup, Hansen,
& Castles, 2006). Australia (Inglis, 2009), Japan (Hirasawa, 2009), and
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Korea (Moon, 2012) also experienced an increase in racial, cultural, lan-
guage, religious, and ethnic diversity when many people—who were
seeking better economic opportunities—emigrated to those nations.
China is giving increasing recognition and educational opportunities to
its 55 officially designated ethnic minority groups (Law, 2011; Postiglione,
2009; Teng & Zhu, 2012).

Although the United States has been diverse since its founding, its
ethnic texture has changed dramatically since 1965 when the Immigra-
tion Reform Act was enacted. In the late 19th and early 20th centuries,
most immigrants to the United States came from Europe; today, most
come from nations in Asia, Latin America, and the Caribbean. Large
numbers of immigrants are now entering from Mexico, the Caribbean,
the Philippines, China, Korea, and India. The United States is presently
experiencing its largest influx of immigrants since the early 1900s (U.S.
Census Bureau, 2012).

The U.S. Census (2010) estimated that people of color made up
36.3 percent of the nation’s population in 2010 and predicts that they
will make up 50 percent in 2042 (Mather, Pollard, & Jacobsen, 2011).
Forty-six percent of the students enrolled in U.S. public schools in 2010
were ethnic minorities (NCES, 2012). This percentage is increasing each
year, primarily because of the growth in the percentage of Latino stu-
dents (NCES, 2012). Language diversity is also increasing in the U.S.
student population. In 2010, about 19.8 percent of the school-age pop-
ulation spoke a language at home other than English (U.S. Census Bureau,
2010).

Religious diversity is increasing in the United States and in other
nations around the world. Writes Diana Eck (2001), Harvard professor of
comparative religion and Indian studies, “The United States is the most
religiously diverse nation on earth” (p. 4). The fastest-growing religion in
the United States is Islam. Almost half of the growth in Islam in the
United States is from converts; the majority of these converts are African
Americans (Cesari, 2004). Most Muslims in the United States come from
a variety of countries and ethnic groups (Cesari, 2004).

Religion is a major issue in Europe and has become an increasingly
divisive issue since September 11, 2001, and other terrorist activities by
extremist Muslim groups. Muslims make up the “largest religious
minority in Europe” (Cesari, 2004, p. 9). France, Germany, the United
Kingdom, The Netherlands, and Greece have significant Muslim popu-
lations (Schierup, Hansen, & Castles, 2006). Because of the terrorist
activities by groups of Muslim extremists, Islamophobia has increased
in nations throughout Western Europe, including in France, the United
Kingdom, and The Netherlands (van Driel, 2012). Islamophobia has
also increased in the United States since September 11, 2001 (King,
2012).



Citizenship Education and Diversity in a Global Age 23

Increasing World Diversity
and Citizenship Education

The quests for rights by ethnic minority groups that intensified in the
1960s and 1970s, the increase in international migration, the tightening
of national borders, and the growth in the number of nation-states raise
complex questions about diversity and citizenship education in a global
world. The number of recognized nation-states continues to increase.
The number of people living outside their country of birth or citizenship
grew from 120 million in 1990 to 160 million in 2000 (Martin & Widgren,
2002).

The growth in international migration, the increasing recognition
of structural inequality within democratic nation-states, and the growing
recognition and legitimacy of international human rights (Starkey, 2012)
have raised complex issues related to citizenship and citizenship educa-
tion in nation-states around the world, and especially in the Western
democracies. The Western world is perplexed and fear ridden as it attempts
to envision and implement viable and creative strategies to respond effec-
tively to the conflicts in the Middle East, Islamic fundamentalism, and
ethnic protest and violence in their own societies (Appadurai, 2006).
Bruce Bawer (2006), an American who has lived in Europe since 1998,
wrote While Europe Slept: How Radical Islam Is Destroying the West from
Within, an alarming book about how Islam is detrimental to Europe.

Islamic fundamentalists have initiated bombings that have created
a reign of terror throughout the world—including the bombing of the
Pentagon and the World Trade Center on September 11, 2001; the bomb-
ings of four commuter trains in Madrid, Spain, on March 11, 2004; the
bombings in the London transportation system on July 7, 2005; and the
bombing of a Red Sea resort at Sharm el-Sheikh in Egypt on July 23,
2005.

We are living in a dangerous, confused, and troubled world that
demands leaders, educators, and classroom teachers who can bridge cul-
tural, ethnic, and religious borders, envision new possibilities, invent
novel paradigms, and engage in personal transformation and visionary
action. The concepts, paradigms, and projects that facilitated the rise
and triumph of the West between the 16th and the 20th centuries are
ineffective in the recreated world of the 21st century.

The world is undergoing a transformation—and in the words of
Thomas L. Friedman (2005), “the world is flat.” In the flat world described
by Friedman, scientific and technological workers educated in Asian
nations such as India and China are competing successfully with—and
sometimes outperforming—scientific and technological workers edu-
cated at universities in the United States, the United Kingdom, and other
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Western nations. The Western nations can no longer take their scientific
and technological superiority for granted because of the leap in scientific
and technological education in Asian nations such as India and China.
Students in the United States are scoring lower than many other nations
on the Program for International Assessment (PISA). On the 2009 PISA,
15-year-olds “in the U.S. ranked 25th among peers from 34 countries
on a math test and scored in the middle in science and reading, while
China’s Shanghai topped the charts, raising concern that the U.S. isn't
prepared to succeed in the global economy” (Hechinger, 2010).

Balancing Unity and Diversity

Multicultural societies are faced with the problem of constructing nation-
states that reflect and incorporate the diversity of their citizens yet have an
overarching set of shared values, ideals, and goals to which all of their citi-
zens are committed (Banks, 2011). Only when a nation-state is unified
around a set of democratic values such as justice and equality can it protect
the rights of cultural, ethnic, language, and religious groups and enable
them to experience cultural democracy and freedom. Kymlicka (1995), a
Canadian political theorist, and Rosaldo (1997), a New York University
anthropologist, have constructed theories about diversity and citizenship.
Both Kymlicka and Rosaldo argue that in a democratic society, ethnic and
immigrant groups should have the right to maintain their cultures and
languages as well as to participate in the national civic culture. Kymlicka
calls this concept “multicultural citizenship”; Rosaldo refers to it as “cul-
tural citizenship.” In 1920, Drachsler called it “cultural democracy.”

Cultural, ethnic, racial, language, and religious diversity exist in
most nations around the world. One of the challenges for diverse demo-
cratic nation-states is to provide opportunities for various groups to
maintain aspects of their community cultures while building a nation in
which these groups are structurally included and to which they feel alle-
giance. A delicate balance of diversity and unity should be an essential goal of
democratic nation-states and of teaching and learning in democratic societies
(Banks et al., 2001). Unity without diversity results in cultural repression and
hegemony, as was the case in the former Soviet Union and during the
Cultural Revolution that occurred in China from 1966 to 1976. Diversity
without unity leads to Balkanization and the fracturing of the nation-state, as
occurred during the Iraq war when sectarian conflict and violence threat-
ened that fragile nation in the late 2000s. Unity must be an important
aim when nation-states are responding to diversity within their popula-
tions. They can protect the rights of minorities and enable diverse groups
to participate only when they are unified around a set of democratic val-
ues such as justice and equality (Gutmann, 2004).
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Citizenship education must be transformed in the 21st century
because of the deepening racial, ethnic, cultural, language, and religious
diversity in nation-states around the world. Citizens in a diverse demo-
cratic society should be able to maintain attachments to their cultural
communities as well as participate effectively in the shared national cul-
ture. Diversity and unity should coexist in a delicate balance in demo-
cratic multicultural nation-states.

Nations such as France, the United Kingdom, The Netherlands,
Australia, and Japan are struggling to balance unity and diversity. France
prevented Muslim girls from wearing a headscarf to state schools because
it is a religious symbol. This was an attempt to deal with the issue of
unity and diversity within the context of the French concept of integra-
tion, which interprets equality to mean that “citizens . . . should be
treated identically under the law . . . [and] that no distinction can be
made between citizens on the basis of race, religion or national origin”
(Limage, 2000, pp. 74-75). The riots in France in 2005 indicated that the
French notion of integration is not functioning effectively in the real
world (Lemaire, 2009).

Many Arab, Muslim, and Black youths are alienated in France;
they have a difficult time attaining a French identity and believe that
most White French citizens do not view them as French. On Novem-
ber 7, 2005, a group of young Muslim males in France were inter-
viewed on the public television station (PBS) in the United States. One
of the young men said, “I have French papers but when I go to the
police station they treat me like [ am not French.” Abd Al Malik— an
acclaimed French rapper and poet, and a son of Congolese immigrants
who converted to Muslim—was profiled in the New York Times, on
Saturday, August 25, 2012. He said that although he “views himself as
profoundly French,” he “nonetheless feels a ‘deep’ and ‘perverse” rac-
ism” (cited in Sayare, 2012, p. A7). He also said, “There’s really a lag
between how France sees itself and what France really is” (cited in
Sayare, p. A7).

The French prefer the term integration to race relations or diversity,
and integration has been officially adopted by the state. Integration is
predicated on the assumption that differences are or should be reduced
during the process of integration (Hargreaves, 1995).

The London subway and bus bombings that killed at least 56 people
and injured more than 700 on July 7, 2005, deepened ethnic and reli-
gious tension and Islamophobia in Europe after the police revealed that
the suspected perpetrators were Muslim suicide bombers. The young
men who were accused of these bombings were British citizens who
apparently had weak identities with most of their fellow White main-
stream British citizens.
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Defining Citizenship and Citizenship Education

The definition of citizen in Webster’s Encyclopedic Unabridged Dictionary of
the English Language (1989, p. 270) is a “native or naturalized member of
a state or nation who owes allegiance to its government and is entitled to
its protection.” This same dictionary defines citizenship as the “state of
being vested with the rights, privileges, and duties of a citizen” (p. 270).
Absent from these minimal definitions of citizen and citizenship are the
deep and complex meanings of these terms in democratic multicultural
societies that were developed by the scholars who participated in a con-
terence on diversity and citizenship education held in Bellagio, Italy, in
2002 that was sponsored by the Center for Multicultural Education at the
University of Washington (Banks, 2004a).

The scholars at the Bellagio conference stated that citizens within
democratic multicultural nation-states endorse the overarching ideals of
the nation-state such as justice and equality, are committed to the main-
tenance and perpetuation of these ideals, and are willing and able to take
action to help close the gap between their nation’s democratic ideals and
practices that violate those ideals, such as social, racial, cultural, and eco-
nomic inequality (Banks, 2004a). Consequently, an important goal of
citizenship education in a democratic multicultural society is to help
students acquire the knowledge, attitudes, and skills needed to make
reflective decisions and to take actions to make their nation-states more
democratic and just (Banks, 2011).

To become thoughtful decision makers and citizen actors, students
need to master social science knowledge, clarify their moral commit-
ments, identify alternative courses of action, and act in ways consistent
with democratic values (Banks, 2006¢; Banks & Banks, 1999). Gutmann
(2004) states that democratic multicultural societies are characterized by
civic equality, toleration, and recognition. Consequently, an important goal
of citizenship education in multicultural societies is to teach toleration
and recognition of cultural differences. Gutmann views deliberation as an
essential component of democratic education in multicultural societies.
Gongalves e Silva (2004), a Brazilian scholar, states that citizens in a dem-
ocratic society work for the betterment of the whole society, not just for
the rights of their particular racial, social, or cultural group. She writes,

A citizen is a person who works against injustice not for individual recogni-
tion or personal advantage, but for the benefit of all people. In realizing
this task—shattering privileges, ensuring information and competence,
acting in favor of all—each person becomes a citizen. (p. 197)

Gongalves e Silva (2004) also states that becoming a citizen is a
process and that education must play an important role to facilitate
the development of civic consciousness and agency within students. She
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provides powerful examples of how civic consciousness and agency
are developed in community schools for the children of indigenous
peoples and Blacks in Brazil. Osler (2005) points out that students
should experience citizenship within the schools and should not be
“citizens-in-waiting.”

Multiple Views of Citizenship

In the discussion of his citizenship identity in Japan, Murphy-Shigematsu
(2004, 2012) describes how complex and contextual citizenship identifi-
cation is within a multicultural nation-state such as Japan. Becoming a
legal citizen of a nation-state does not necessarily mean that an individ-
ual will attain structural inclusion in the mainstream society and its
institutions or will be perceived as a citizen by most members of the
dominant group within the nation-state. A citizen’s racial, cultural, lan-
guage, and religious characteristics often significantly influence whether she is
viewed as a citizen within her society. It is not unusual for American citizens
to assume that Asian Americans born in the United States emigrated
from another nation. Asian Americans are sometimes asked, “What
country are you from?”

Brodkin (1998) makes a conceptual distinction between ethnoracial
assignment and ethnoracial identity that is helpful in considering the rela-
tionship between citizenship identification and citizenship education.
She defines ethnoracial assignment as the way outsiders define people
within another group. Ethnoracial identities are how individuals define
themselves “within the context of ethnoracial assignment” (p. 3). Indi-
viduals who are Arab Americans, are citizens of the United States, and
have a strong national identity as Americans are sometimes defined by
many of their fellow American citizens as non-Americans (Sensoy, 2012).

The Bellagio Diversity and Citizenship Education
Project

Citizenship education needs to be changed in significant ways because of
the increasing diversity within nation-states throughout the world and the
quests by racial, ethnic, cultural, and religious groups for cultural recogni-
tion and rights (Banks, 2004a, 2011; Castles, 2004, 2009). The Center for
Multicultural Education at the University of Washington has implemented
a project to reform citizenship education so that it will advance democracy
as well as be responsive to the needs of cultural, racial, ethnic, religious,
and immigrant groups within multicultural nation-states.

The first part of this project consisted of a conference, “Ethnic
Diversity and Citizenship Education in Multicultural Nation-States,”
held at the Rockefeller Foundation’s Study and Conference Center in
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Bellagio, Italy, June 17-21, 2002. The conference, which was supported
by the Spencer and Rockefeller Foundations, included participants from
12 nations: Brazil, Canada, China, Germany, India, Israel, Japan, Pales-
tine, Russia, South Africa, the United Kingdom, and the United States.

The papers from this conference are published in a book titled
Diversity and Citizenship Education: Global Perspectives (Banks, 2004a). One
of the conclusions of the Bellagio conference was that world migration
and the political and economic aspects of globalization are challenging
nation-states and national borders (Banks, 2004a). At the same time,
national borders remain tenacious; the number of nations in the world is
increasing rather than decreasing. The number of U.N. member states
increased from 80 in 1950 to 193 in 2012. Globalization and nationalism
are coexisting and sometimes conflicting trends and forces in the world
today (Banks et al., 2005). Consequently, educators throughout the
world should rethink and redesign citizenship education courses and
programs. Citizenship education should help students acquire the knowl-
edge, attitudes, and skills needed to function in their nation-states as
well as in a diverse world society that is experiencing rapid globalization
and quests by ethnic, cultural, language, and religious groups for recog-
nition and inclusion. Citizenship education should also help students to
develop a commitment to act to change the world to make it more just.

Another conclusion of the Bellagio Conference is that citizenship
and citizenship education are defined and implemented differently in
various nations and in different social, economic, and political contexts
(Banks, 2004a; Osler, 2012b). Citizenship and citizenship education are
contested ideas in nation-states around the world. However, there are
shared problems, concepts, and issues, such as the need to prepare stu-
dents in various nations to function within as well as across cultural and
national borders. The conference also concluded that these shared issues
and problems should be identified by an international group that would
formulate guidelines for dealing with them.

Democracy and Diversity

In response to the Bellagio Conference recommendations, the Center for
Multicultural Education at the University of Washington created an
International Consensus Panel that was supported by the Spencer Foun-
dation in Chicago and the University of Washington. The Consensus
Panel formulated four principles and identified 10 concepts for educat-
ing citizens for democracy and diversity in a global age. The panel’s
report is titled Democracy and Diversity: Principles and Concepts for Educat-
ing Citizens in a Global Age (Banks et al., 2005). Its principles and concepts
are shown in Table 2.1. The entire report can be downloaded as a PDF file
at http://education.washington.edu/cme/demdiv.htm
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TABLE 2.1 Principles and Concepts for Educating Citizens in a Global Age

Principles
Section I. Diversity, Unity, Global Interconnectedness, and Human Rights

1. Students should learn about the complex relationships between unity and
diversity in their local communities, the nation, and the world.

2. Students should learn about the ways in which people in their community,
nation, and region are increasingly interdependent with other people
around the world and are connected to the economic, political, cultural,
environmental, and technological changes taking place across the planet.

3. The teaching of human rights should underpin citizenship education
courses and programs in multicultural nation-states.

Section II. Experience and Participation

4. Students should be taught knowledge about democracy and democratic
institutions, and they should be provided opportunities to practice
democracy.

Concepts

1. Democracy

. Diversity

. Globalization

. Sustainable Development

. Empire, Imperialism, Power

. Prejudice, Discrimination, Racism
. Migration

. Identity/Diversity

O 0 N & »n b W N

. Multiple Perspectives

—
o

. Patriotism and Cosmopolitanism

Source: J. A. Banks et al. (2005), Democracy and Diversity: Principles and Concepts for
Educating Citizens in a Global Age. Seattle: University of Washington, Center for
Multicultural Education. Reprinted with permission.

One of the conclusions of Democracy and Diversity is that diversity
describes the wide range of racial, cultural, ethnic, linguistic, and reli-
gious variations that exists within and across groups that live in multi-
cultural nation-states. The publication presents a broad view of diversity
and points out that the variables of diversity—such as race, gender, social
class, and religion—interact in complex ways and are highly interactive
and interrelated. Consequently, a student might be female, Mexican
American, Catholic, and working-class at the same time. Each of these
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group memberships will influence her behavior. However, how these
variables influence her behavior will vary with the specific context and
situation. For example, her ethnic group may influence her behavior
more significantly when she is at home and in her community than
when she is at school. The dynamic relationships of the variables of
diversity are illustrated in Figure 1.2 on page 3.

Assimilationist Theory and Citizenship Education

In the assimilationist conception of citizenship education that existed in
the United States and in other Western nations prior to the civil rights
movement of the 1960s and 1970s, community cultures and languages
of students from diverse groups were to be eradicated. One consequence
of assimilationist citizenship education was that many students lost their
first cultures, languages, and ethnic identities (Wong Fillmore, 2005).
Some students also became alienated from their families and communi-
ties. Another consequence was that many students became socially and
politically alienated within the national civic culture, as many Muslim
youths in France and the United Kingdom are today (Osler, 2012a).

Members of identifiable racial groups often become marginalized
both in their community cultures and in the national civic culture
because they can function effectively in neither. When they acquire the
language and culture of the mainstream dominant culture, they are often
denied structural inclusion and full participation in the civic culture
because of their racial characteristics (Leonardo, 2012). Teachers and
schools must practice democracy and human rights in order for these
ideals to be internalized by students. The concept of democracy concep-
tualized in this book includes cultural democracy in addition to political
and economic democracy. Cultural democracy means that students have
a right to express their cultural identity and to use their home languages
in schools.

Schools and classrooms must become microcosms and exemplars of
democracy and social justice in order for students to develop democratic
attitudes and learn how to practice democracy. As Dewey (1959) stated,
“All genuine education comes through experience” (p. 13). However,
much work must be done—in nation-states throughout the world—
before most teachers and schools in democratic multicultural nation-
states actualize democracy and social justice in their curricula, their
teaching materials, and their attitudes, expectations, and behaviors.

Multicultural democratic nation-states must find ways to help stu-
dents develop balanced and thoughtful attachments and identifications
with their cultural community, their nation-state, and the global com-
munity. In some cases, such as in the European Union and in parts of
Asia, it is also important for citizens to develop a regional identification.



Citizenship Education and Diversity in a Global Age 31

Nation-states have generally failed to help students develop a delicate
balance of identifications. Rather, they have given priority to national
identifications and have neglected the community cultures of students
as well as the knowledge and skills students need to function in an inter-
dependent global world.

Nationalists and assimilationists in nation-states throughout the
world worry that if they help students develop identifications and attach-
ments to their cultural communities, they will not acquire sufficiently
strong attachments to their nation-states. Kymlicka (2004) points out
that nationalists have a “zero-sum conception of identity” (p. xiv). Nuss-
baum (2002) believes that a focus on nationalism may prevent students
from developing a commitment to cosmopolitan values such as human
rights and social justice—values that transcend national boundaries, cul-
tures, and times. Nussbaum states that we should help students develop
cosmopolitanism.

Cosmopolitanism and Local Identity

Cosmopolitans view themselves as citizens of the world. Nussbaum
(2002) states that their “allegiance is to the worldwide community of
human beings” (p. 4). She contrasts cosmopolitan universalism and
internationalism with parochial ethnocentrism and inward-looking
patriotism. She points out, however, that “to be a citizen of the world
one does not need to give up local identifications, which can be a source
of great richness in life” (p. 4).

Appiah (2006), another proponent of cosmopolitanism, also views
local identities as important. He writes,

In the final message my father left for me and my sisters, he wrote, “Remem-
ber you are citizens of the world.” But as a leader of the independence
movement in what was then the Gold Coast, he never saw a conflict
between local partialities and universal morality—between being a part of
the place you were and a part of a broader human community. . . .

Raised with this father and an English mother, who was both deeply
connected to our family in England and fully rooted in Ghana, where she
has now lived for half a century, I always had a sense of family and tribe
that was multiple and overlapping; nothing could have seemed more com-
monplace. (p. xviii)

Identity is multiple, changing, overlapping, and contextual, rather than
fixed and static. The multicultural conception of identity is that citizens
who have clarified and thoughtful attachments to their community cul-
tures, languages, and values are more likely than citizens who are stripped
of their cultural attachments to develop reflective identifications with
their nation-state (Banks, 2004b; Kymlicka, 2004). They will also be
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better able to function as effective citizens in the global community.
Nation-states, however, must make structural changes that reduce struc-
tural inequality and that legitimize and give voice to the hopes, dreams,
and visions of their marginalized citizens in order for them to develop
strong and clarified commitments to the nation-state and its goals.

The Development of Cultural, National, Regional, and
Global Identifications

Assimilationist notions of citizenship are ineffective today because of the
deepening diversity throughout the world and the quests by marginal-
ized groups for cultural recognition and rights. Multicultural citizenship is
essential for today’s global age (Kymlicka, 19935; Uberoi & Modood,
2012). It recognizes and legitimizes the right and need of citizens to
maintain commitments both to their cultural communities and to the
national civic culture. Only when the national civic culture is trans-
formed in ways that reflect and give voice to the diverse ethnic, racial,
language, and religious communities that constitute it will it be viewed
as legitimate by all of its citizens (Banks, 2004b, 2011; Kymlicka, 19959).
Only then can they develop clarified commitments to the nation-state
and its ideals.

Students should develop a delicate balance of cultural, national, regional,
and global identifications and allegiances. (See Figure 2.1.) Citizenship edu-
cation should help students develop thoughttful and clarified identifica-
tions with their cultural communities and their nation-states (Banks,
2004b).

Regional identifications are especially important for students who
live in some parts of the world, such as in the European Union (Osler,
2012b) and in Asia (Lee, 2012). Citizenship education should also help
students develop clarified global identifications and deep understand-
ings of their roles in the world community. Students need to understand
how life in their cultural communities and nations influences other
nations and the cogent influence that international events have on their
daily lives. Global education should have as major goals helping students
develop understandings of the interdependence among nations in the
world today, clarified attitudes toward other nations, and reflective iden-
tifications with the world community. I conceptualize global identifica-
tion similar to the way in which Nussbaum (2002) and Appiah (2006)
define cosmopolitanism.

Nonreflective and unexamined cultural attachments may prevent
the development of a cohesive nation with clearly defined national goals
and policies (Banks, 2004b). Although we need to help students develop
reflective and clarified cultural identifications, they must also be helped
to clarify their identifications with their nation-states. However, blind
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Cultural
Identification

National The Individual Regional
Identification Identification

Global
Identification

FIGURE 2.1 Cultural, National, Regional, and Global Identifications

Source: Adapted from J. A. Banks, Ed. (2004). Diversity and Citizenship Education: Global
Perspectives. San Francisco: Jossey-Bass. Reprinted with permission.

nationalism may prevent students from developing reflective and posi-
tive regional and global identifications (Westheimer, 2012). Nationalism
and national attachments in most nations are strong and tenacious. An
important aim of citizenship education should be to help students
develop global identifications. Students also need to develop a deep
understanding of the need to take action as citizens of the global com-
munity to help solve the world’s difficult global problems. Cultural,
national, regional, and global experiences and identifications are interac-
tive and interrelated in a dynamic way (Banks, 2004b) (See Figure 2.1.).

A nation-state that alienates and does not structurally include all
cultural groups in the national culture runs the risk of creating alienation
and causing groups to focus on their specific concerns and issues rather
than on the overarching goals and policies of the nation-state. To develop
reflective cultural, national, regional, and global identifications, students
must acquire the knowledge, attitudes, and skills needed to function
within and across diverse groups and the commitment to make their
nations and the world more just and humane.

As a teacher, you can play an important role in helping students
develop balanced cultural, national, and global identifications and
attachments by giving recognition to their home languages and cultures,
and by helping them to identify ways in which their ethnic and cultural
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groups have influenced the national American culture. You can also help
students become effective global citizens by helping them understand
how they are connected to peoples throughout the world even if they
have never traveled outside their community or city; and by describing
the ways globalization influences the work done by family members,
the foods they eat, and the technology they use each day. You can use the
media in creative ways to connect your students to people around the
globe.
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Dimensions and School
Characteristics

One problem that continues to haunt the multicultural education
movement—from both within and without—is the tendency by the
public, teachers, administrators, and policy makers to oversimplify the
concept. Multicultural education is complex and multidimensional,
yet media commentators and educators alike often focus on only one
of its many dimensions. Some teachers view it only as the inclusion of
content about ethnic groups into the curriculum; others view it as prej-
udice reduction; still others view it as the celebration of ethnic holidays
and events. Some educators view it as a movement to close the achieve-
ment gap between White mainstream students and low-income stu-
dents of color. After a presentation in a school in which I described the
major goals of multicultural education, a math teacher told me that
what I said was fine and appropriate for language arts and social studies
teachers but it had nothing to do with mathematics teachers like him.
After all, he said, math was math, regardless of the color of the
students.

The Dimensions of Multicultural
Education

This statement by a respected teacher at a prestigious independent
school, and his reaction to multicultural education, caused me to think
deeply about the images of multicultural education that had been cre-
ated by the key theorists in the field. I wondered whether we were
partly responsible for this teacher’s narrow conception of multicultural
education as merely content integration. It was in response to these
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kinds of statements by classroom teachers that I conceptualized the
dimensions of multicultural education. I use the dimensions in this
chapter to describe the field’s major components and to highlight
important developments within the last two decades (Banks, 2004c¢).
The dimensions of multicultural education are (1) content integration,
(2) the knowledge construction process, (3) prejudice reduction, (4) an
equity pedagogy, and (5) an empowering school culture and social
structure. (See Figure 3.1.)

Content Integration

Content integration deals with the extent to which teachers use exam-
ples, data, and information from a variety of cultures and groups to illus-
trate the key concepts, principles, generalizations, and theories in their
subject area or discipline. In many school districts as well as in popular
writings, multicultural education is viewed only (or primarily) as content
integration. This narrow conception of multicultural education is a
major reason that many teachers in subjects such as biology, physics,
and mathematics believe that multicultural education is irrelevant to
them and their students.

In fact, this dimension of multicultural education probably does
have more relevance to social studies and language arts teachers than it
does to physics and math teachers. Physics and math teachers can insert
multicultural content into their subjects, for example, by using biogra-
phies of physicists and mathematicians of color and examples from dif-
ferent cultural groups. However, these kinds of activities are probably not
the most important multicultural tasks that can be undertaken by sci-
ence and math teachers. Activities related to the other dimensions of
multicultural education—such as the knowledge construction process,
prejudice reduction, and an equity pedagogy—are probably the most
fruitful areas for the multicultural involvement of science and math
teachers (Lee & Buxton, 2010; Nasir & Cobb, 2007).

The Knowledge Construction Process

The knowledge construction process describes the procedures by which
social, behavioral, and natural scientists create knowledge and how the
implicit cultural assumptions, frames of reference, perspectives, and
biases within a discipline influence the ways that knowledge is con-
structed within it. The knowledge construction process is an important
part of multicultural teaching. Teachers help students to understand how
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facilitate the academic
achievement of
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racial, cultural, and
social-class groups.
This includes using a
variety of teaching
styles that are
consistent with the
wide range of learning
styles within various
cultural and ethnic
groups.

Education

This dimension
focuses on the
characteristics of
students’ racial
attitudes and how they
can be modified by
teaching methods and
materials.

An Empowering School Culture and
Social Structure

Grouping and labeling practices, sports participation,
disproportionality in achievement, and the interaction of the ||
staff and the students across ethnic and racial lines are
among the components of the school culture that must be
examined to create a school culture that empowers
students from diverse racial, ethnic, and cultural groups.

FIGURE 3.1 The Dimensions of Multicultural Education

Source: J. A. Banks (2006). Cultural Diversity and Education: Foundations, Curriculum, and
Teaching (5th ed.). Boston: Pearson, p. 5. Reprinted with permission.
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knowledge is created and how it is influenced by the racial, ethnic, gen-
der, and social-class positions of individuals and groups.

Important landmark work related to the construction of knowledge
has been done by feminist social scientists and epistemologists as well as by
scholars in ethnic studies. Working in philosophy and sociology, Sandra
Harding (1998, 2012), Lorraine Code (1991), and Patricia Hill Collins (2000)
have done some of the most important work in knowledge construction.
This seminal work in knowledge construction being done by scholars such
as Harding, Code, and Collins, although influential among scholars and
curriculum developers, has been overshadowed in the popular media by
the polarized canon debates. These writers and researchers have seriously
challenged the claims made by the positivists that knowledge is value free
and have described the ways in which knowledge claims are influenced by
the gender and ethnic characteristics of the knower. These scholars argue
that the human interests and value assumptions of those who create knowl-
edge should be identified, discussed, and examined.

Code (1991) states that the gender of the knower is epistemologically
significant because knowledge is both subjective and objective, and that both
aspects should be recognized and discussed. Collins (2000), an African Ameri-
can sociologist, extends and enriches the works of writers such as Code (1991)
and Harding (1991, 2012) by describing the ways in which race and gender
interact to influence knowledge construction. Collins calls the perspective of
African American women “the outsider-within perspective.” She writes,

As outsiders within, Black women have a distinct view of the contradic-
tions between the dominant group’s actions and ideologies. (p. 11)

Curriculum theorists, scholars in multicultural education, and his-
torians are conceptualizing and developing ways to apply the work being
done by feminist and ethnic studies epistemologists to the classroom.
My book Teaching Strategies for Ethnic Studies (Banks, 2009b) contains
conceptual and transformative lessons for teaching about the various
ethnic groups, including African Americans, Mexican Americans, Asian
Americans, and European Americans. Rethinking Schools, Ltd., a non-
profit educational publisher in Milwaukee founded by teachers, pub-
lishes a number of publications that help teachers conceptualize and
teach transformative lessons about diversity, including Rethinking Our
Classrooms: Teaching for Equity and Justice, Volume 1 (Au, Bigelow, & Karp,
2007), and Rethinking Globalization: Teaching for Justice in an Unjust World
(Bigelow & Peterson, 2002). Loewen has written four books that contain
transformative perspectives about race in the United States that are
highly accessible and useful for teachers: Lies My Teachers Told Me: Every-
thing Your American History Textbook Got Wrong (Loewen, 19935); Lies Across
America: What Our Historic Sites Get Wrong (Loewen, 1999); Sundown
Towns: A Hidden Dimension of American Racism (Loewen, 2005); and
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Teaching What Really Happened: How to Avoid the Tyranny of Textbooks and
Get Students Excited About Doing History (Loewen, 2010).

Prejudice Reduction

The prejudice reduction dimension of multicultural education describes
the characteristics of children’s racial attitudes and strategies that can
be used to help students to develop more positive racial and ethnic
attitudes (Aboud, 2009; Stephan & Mealy, 2012; Stephan & Vogt, 2004).
Since the 1960s, social scientists have learned a great deal about how
racial attitudes in children develop and about ways in which educators
can design interventions to help children to acquire more positive feel-
ings toward other racial groups. Stephan and Vogt (2004), Stephan and
Mealy (2012), and Stephan and Stephan (2004) provide extensive dis-
cussions about the research on children’s racial attitudes and strategies
that can be used to help students attain democratic racial attitudes and
behaviors.

The research on children’s racial attitudes tells us that by the age of
4, African American, White, and Mexican American children are aware
of racial differences and often make racial preferences that are biased
toward Whites. Students can be helped to develop more positive racial
attitudes if realistic images of ethnic and racial groups are included in
teaching materials in a consistent, natural, and integrated fashion.
Involving students in vicarious experiences and in cooperative learning
activities with students of other racial groups will also help them to
develop more positive racial attitudes and behaviors. Researchers such as
Cross (1991) and Wright (1998) question the research showing that African
American children have negative attitudes toward themselves and other
African Americans. The second part of Chapter 8 in this book discusses
the research on children’s racial attitudes, strategies that can be used to
help students develop positive racial attitudes, and guidelines for reduc-
ing prejudice in students.

Equity Pedagogy

An equity pedagogy exists when teachers use techniques and teaching
methods that facilitate the academic achievement of students from
diverse racial, ethnic, and social-class groups. Teaching techniques
responsive to the learning and cultural characteristics of diverse groups
(Au, 2011; Boykin, 2012; Gay, 2010; Moll & Spear-Ellinwood, 2012) and
cooperative learning techniques (Horn, 2012; Lotan, 2012) are some of
the interventions that teachers have found effective with students from
diverse racial, ethnic, social-class, and language groups.



40 CHAPTER 3

If teachers are to increase learning opportunities for all students,
they must be knowledgeable about the social and cultural contexts of
teaching and learning (Au, 2011; Lee, 2007). Although students are not
solely products of their cultures and vary in the degree to which they
identify with them, there are some distinctive cultural behaviors associ-
ated with ethnic groups (Au, 2011; Boykin, 2012). Effective teachers are
aware of the distinctive backgrounds of their students and have the skills
to translate that knowledge into effective instruction (Gay, 2010; Ladson-
Billings, 1994).

Research indicates that teachers can increase the classroom partici-
pation and academic achievement of students from different racial, cul-
tural, and language groups by modifying their instruction so that it draws
upon their cultural strengths. Some studies provide evidence to support
the idea that when teachers use culturally responsive teaching, the aca-
demic achievement of students from diverse groups increases. Au and
Kawakami (1985) found that when teachers used participation structures
in lessons that were similar to the Hawaiian speech event “talk story,”
the reading achievement of Native Hawaiian students increased signifi-
cantly. They write,

The chief characteristic of talk story is joint performance, or the coopera-
tive production of responses of two or more speakers. For example, if the
subject is going surfing, one of the boys begins by recounting the events
of a particular day. But he will immediately invite one of the other boys
to join him in describing the events to the group. The two boys will alter-
nate as speakers, each telling a part of the story, with other children pres-
ent occasionally chiming in. (Au & Kawakami, 1985, p. 409; emphasis in
original)

Talk story is very different from recitations in most classrooms,
in which the teacher usually calls on an individual child to tell a
story.

Lee (2007) found that the achievement of African American stu-
dents increases when they are taught literary interpretations with lessons
that use the African American verbal practice of signifying. Signifying is a
practice of speech within African American English (or Ebonics) in which
speakers tease and affront each other.

An Empowering School Culture and
Social Structure

An empowering school culture and social structure describes the process
of restructuring the culture and organization of the school so that stu-
dents from diverse racial, ethnic, language, and social-class groups will
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experience educational equality and empowerment. This dimension of
multicultural education involves conceptualizing the school as a unit of
change and making structural changes within the school environment
so that students from all groups will have an equal opportunity for suc-
cess. Establishing assessment techniques that are fair to all groups (Korn-
haber, 2012; Shepard, 2012; Taylor & Nolen, 2012), detracking the school
(Watanabe, 2012), and creating the norm among the school staff that all
students can learn—regardless of their racial, ethnic, or social-class
groups—are important goals for schools that wish to create a school cul-
ture and social structure that are empowering and enhancing for students
from diverse groups.

Characteristics of a Multicultural School

To implement the dimensions of multicultural education, schools and
other educational institutions must be reformed so that students from all
social-class, racial, cultural, gender, and language groups will have an
equal opportunity to learn and experience cultural empowerment (Banks
& Banks, 2013). Educational institutions should also help all students to
develop democratic values, beliefs, and actions and the knowledge, skills,
and attitudes needed to function cross-culturally.

What parts of the school need to be reformed in order to imple-
ment the dimensions of multicultural education? A reformed school that
exemplifies the dimensions has the eight characteristics listed in Table 3.1.
Consequently, school reform should be targeted on the following school
variables:

1. Attitudes, perceptions, beliefs, and actions of the school staff.
Research indicates that teachers and administrators often have low
expectations for language minority students, low-income students, and
students of color (Gandara & Hopkins, 2010; Gay, 2010; Green, 2012). In
a restructured multicultural school, teachers and administrators have
high academic expectations for all students and believe that all students
can learn (Au, 2011; Howard, 2010; Nieto, 2010; Sensoy & DiAngelo,
2012; Sizemore, 2008).

2. Formalized curriculum and course of study. The curriculum in
most schools describes numerous concepts, events, and situations from
the perspectives of mainstream Americans (Au, 2012a; Banks, 2009b). It
often marginalizes the experiences of people of color, women, and LGBT
students (Kavanagh, 2012). Multicultural education reforms the curricu-
lum so that students view events, concepts, issues, and problems from the
perspectives of diverse racial, ethnic, language, gender, and social-class
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TABLE 3.1 The Eight Characteristics of the Multicultural School

1. The teachers and school administrators have high expectations for all
students and positive attitudes toward them. They also respond to them in
positive and caring ways.

2. The formalized curriculum reflects the experiences, cultures, and perspectives
of a range of cultural and ethnic groups as well as of both genders.

3. The teaching styles used by the teachers match the learning, cultural, and
motivational characteristics of the students.

4. The teachers and administrators show respect for the students’ first
languages and dialects.

5. The instructional materials used in the school show events, situations, and
concepts from the perspectives of a range of cultural, ethnic, and racial
groups.

6. The assessment and testing procedures used in the school are culturally
sensitive and result in students of color being represented proportionately
in classes for the gifted and talented.

7. The school culture and the hidden curriculum reflect cultural and ethnic
diversity.

8. The school counselors have high expectations for students from different
racial, ethnic, and language groups and help these students to set and
realize positive career goals.

groups (Au, 2012a; Banks, 2009b). The perspectives of both men and
women—as well as those of LGBT people (Mayo, 2013) are also important
in the restructured, multicultural curriculum.

3. Learning, teaching, and cultural characteristics favored by the
school. Research indicates that a large number of low-income, linguistic
minority, Latino, Native American, and African American students have
learning, cultural, and motivational characteristics that differ from the
teaching styles that are used most frequently in the schools (Au, 2011;
Lee, 2007). These students often learn best when cooperative rather than
competitive teaching techniques are used (Horn, 2012; Lotan, 2012).
Many of them also learn best when school rules and learning outcomes
are made explicit and expectations are made clear (Delpit, 2012; Heath,
2012).

4. Languages and dialects of the school. Many students come to
school speaking languages and dialects of English that differ from the
Standard English being taught. Although all students must learn Stan-
dard English in order to function successfully in the wider society, the
school should respect the first languages and varieties of English that
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students speak (Gandara & Hopkins, 2010; Valdés, Capitelli, & Alvarez,
2011). Many African American students come to school speaking what
many linguists call Ebonics, or “Black English” (Alim & Baugh, 2007;
Hudley & Mallinson, 2011). In the restructured, multicultural school,
teachers and administrators respect the languages and dialects of English
that students come to school speaking and use the students’ first lan-
guages and dialects as vehicles for helping them to learn Standard English
(Varghese & Stritikus, 2013).

5. Instructional materials. Many biases—sometimes latent—are
found in textbooks and other instructional materials. These materials
often marginalize the experiences of people of color, language minori-
ties, women, and low-income people and focus on the perspectives of
men who are members of the mainstream society (C. A. M. Banks, in
press). In the restructured, multicultural school, instructional materials
are reformed and depict events from diverse ethnic and cultural perspec-
tives (Au, 2012a; Banks, 2009a,b). Teachers and students are also taught
to identify and challenge the biases and assumptions of all materials.

6. Assessment and testing procedures. 1Q and other mental ability
tests often result in students of color, low-income students, and language
minority students being overrepresented in classes for students with
mental retardation and underrepresented in classes for students who are
gifted and talented (Ford, 2013). Human talent, as well as mental retarda-
tion, is randomly distributed across human population groups. Conse-
quently, in a restructured multicultural school, assessment techniques
are used that enable students from diverse cultural, ethnic, and language
groups to be assessed in culturally fair and just ways (Taylor & Nolen,
2012; Shepard, 2012). In a restructured multicultural school, students of
color and language minority students are found proportionately in
classes for the gifted and talented (Ford, 2013). They are not heavily
concentrated in classes for mentally retarded students (Huber, Artiles, &
Hernandez-Caca, 2012; Richman, 2012).

7. The school culture and the hidden curriculum. The hidden cur-
riculum has been defined as the curriculum that no teacher explicitly
teaches but that all students learn. Jackson (1992) calls the hidden cur-
riculum “untaught lessons.” The school’s attitudes toward cultural and
ethnic diversity are reflected in many subtle ways in the school culture,
such as the kinds of pictures on the bulletin boards, the racial composi-
tion of the school staff, and the fairness with which students from differ-
ent racial, ethnic, cultural, and language groups are disciplined and
suspended. Multicultural education reforms the total school environ-
ment so that the hidden curriculum sends the message that ethnic, cul-
tural, and language diversity is valued and celebrated.
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8. The counseling program. In an effective multicultural school,
counselors help students from diverse cultural, racial, ethnic, and lan-
guage groups to make effective career choices and to take the courses
needed to pursue those career choices (Kim & Sue, 2012). Culturally
responsive counselors also help students to reach beyond their grasp, to
dream, and to actualize their dreams.

Multicultural educators make the assumption that if the preceding
eight variables within the school environment are reformed and restruc-
tured and the dimensions of multicultural education are implemented,
students from diverse groups will attain higher levels of academic
achievement and the intergroup attitudes, beliefs, and behaviors of stu-
dents from all groups will become more democratic.
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Curriculum Transformation

It is important to distinguish between curriculum infusion and curricu-
lum transformation. When the curriculum is infused with ethnic and gen-
der content without curriculum transformation, the students view the
experiences of cultural groups and of women from the perspectives and
conceptual frameworks of the traditional Western canon (Au, 2012a;
Nussbaum, 2012). Consequently, groups such as Native Americans, Asian
Americans, and Latinos are added to the curriculum, but their experi-
ences are viewed from the perspective of mainstream historians and
social scientists. When curriculum infusion occurs without transforma-
tion, women are added to the curriculum but are viewed from the per-
spectives of mainstream males. Concepts such as “The Westward
Movement,” “The European Discovery of America,” and “Men and Their
Families Went West” remain intact.

When curriculum transformation occurs, students and teachers
make paradigm shifts and view the American and world experience from
the perspectives of different racial, ethnic, cultural, and gender groups.
Columbus’s arrival in the Americas is no longer viewed as a “discovery”
but as a cultural contact or encounter that had very different conse-
quences for the Tainos (Arawaks), Europeans, and Africans (Bigelow &
Peterson, 2003). In a transformed curriculum, the experiences of women
in the West are not viewed as an appendage to the experience of men but
“through women’s eyes” (Armitage, 1987; Limerick, 1987).

This chapter discusses the confusion over goals in multicultural
education, describes its goals and challenges, and states the rationale for
a transformative multicultural curriculum. Important goals of multicul-
tural education are to help teachers and students transform their think-
ing about the nature and development of the United States and the world
and to develop a commitment to act in ways that will make the United
States and the world more democratic and just.

45
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The Meaning and Goals of Multicultural
Education

A great deal of confusion exists—among both educators and the public—
about the meaning of multicultural education. The meaning of multicul-
tural education among these groups varies from education about people
in other lands to educating African American students about their heri-
tage but teaching them little about the Western heritage of the United
States. The confusion over the meaning of multicultural education is
exemplified by a question the editor of a national education publication
asked me: “What is the difference between multicultural education, eth-
nocentric education, and global education?” Later during a telephone
interview, I realized that she had meant “Afrocentric education” rather
than “ethnocentric education.” To her, these terms were synonymous.

Before we can solve the problem caused by the multiple meanings of
multicultural education, we need to better understand the causes of the
problem. One important cause of the confusion over the meaning of mul-
ticultural education is the multiple meanings of the concept in the profes-
sional literature itself. Sleeter and Grant (1997), in their comprehensive
survey of the literature on multicultural education, found that the term has
diverse meanings and that the only commonality the various definitions
share is reform designed to improve schooling for students of color.

To advance the field and to reduce the multiple meanings of multi-
cultural education, scholars need to develop a higher level of consensus
about what the concept means. Agreement about the meaning of multi-
cultural education is emerging among academics. A consensus is develop-
ing among scholars that an important goal of multicultural education is
to increase educational equality for students from diverse ethnic, cultural,
(Banks, 2013; Nieto, 2012), social-class (Weis & Dolby, 2012; Weis, 2013),
and language groups (Gandara & Hopkins, 2010); for female and male
students; for lesbian, gay, bisexual, and transgender (LGBT) students
(Mayo, 2013); and for exceptional students (Friend, 2012). A major
assumption of multicultural education is that some groups of students—
because their cultural characteristics are more consistent with the culture,
norms, and expectations of the school than are those of other groups of
students—have greater opportunities for academic success than do stu-
dents whose cultures are less consistent with the school culture. Low-
income African American males, for example, tend to have more problems
in schools than do middle-class White males (T. C. Howard, 2012).

Because one of its goals is to increase educational equality for stu-
dents from diverse groups, school restructuring is essential to make mul-
ticultural education become a reality. To restructure schools in order to
provide all students with an equal chance to learn, some of the major
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assumptions, beliefs, and structures within schools must be radically
changed. These include tracking and the ways in which mental ability
tests are interpreted and used (Shepard, 2012; Taylor & Nolen, 2012;
Watanabe, 2012). New paradigms about the ways students learn, about
human ability (Shearer, 2012), and about the nature of knowledge will
have to be institutionalized in order to restructure schools and make mul-
ticultural education a reality. Teachers will have to believe that all stu-
dents can learn, regardless of their social class or ethnic group membership,
and that knowledge is a social construction that has social, political, and
normative assumptions (Bailey & Cuomo, 2008; Harding, 1998; Hartsock,
1998). Implementing multicultural education within a school is a con-
tinuous process that cannot be implemented within a few weeks or over
several years. The implementation of multicultural education requires a
long-term commitment to school improvement and restructuring.

Another important goal of multicultural education—on which
there is wide consensus among authorities in the field but that is neither
understood nor appreciated by many teachers, journalists, and the public—
is to help all students, including White mainstream students, to develop
the knowledge, skills, and attitudes they will need to survive and func-
tion effectively in a future U.S. society in which about half the popula-
tion will be people of color by 2042 (U.S. Census Bureau, 2010). Our
survival as a strong and democratic nation will be seriously imperiled if
we do not help our students attain the knowledge and skills they need to
function in a culturally diverse future society and world. As Martin
Luther King, Jr. stated eloquently, “We will live together as brothers and
sisters or die separate and apart as strangers” (King, 1987).

This goal of multicultural education is related to an important goal
of global education—to help students to develop cross-cultural compe-
tency in cultures beyond our national boundaries and the insights and
understandings needed to understand how all peoples living on the
earth have highly interconnected fates (Banks et al., 2005). Citizens who
have an understanding of and empathy for the cultures within their own
nation are probably more likely to function effectively in cultures out-
side of their nation than are citizens who have little understanding of
and empathy for cultures within their own society.

Although multicultural and global education share some important
aims, in practice global education can hinder teaching about ethnic and
cultural diversity in the United States. Some teachers are more comfort-
able teaching about Mexico than they are teaching about Mexican Amer-
icans who live within their own cities and states. Other teachers, as well
as some publishers, do not distinguish between multicultural education
and global education. Although the goals of multicultural and global edu-
cation are complementary, they need to be distinguished both conceptu-
ally and in practice.
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Multicultural Education Is for All
Students

We need to think seriously about why multicultural educators have not
been more successful in conveying to teachers, journalists, and the pub-
lic the idea that multicultural education is concerned not only with stu-
dents of color and linguistically diverse students but also with White
mainstream students. It is also not widely acknowledged that many of
the reforms designed to increase the academic achievement of ethnic
and linguistic minority students—such as a pedagogy that is sensitive to
student learning characteristics and cooperative learning techniques—
will also help White mainstream students to increase their academic
achievement and to develop more positive intergroup attitudes and val-
ues (Gay, 2012; Horn, 2012; Lotan, 2012).

It is important for multicultural education to be conceptualized as
a strategy for all students for several important reasons. U.S. schools are
not working as well as they should be to prepare all students to function
in a highly technological, postindustrial society (Darling-Hammond,
2010). Most students of color (with the important exception of some
groups of Asian students such as Chinese Americans and Japanese Ameri-
cans) and low-income students are more dependent on the school for
academic achievement than are White middle-class students for a variety
of complex reasons. However, school restructuring is needed for all stu-
dents because of the high level of literacy and skills needed by citizens in
a knowledge society and because of the high expectations that the public
has for today’s schools. Public expectations for the public schools have
increased tremendously since the turn of the century, when many school
leavers were able to get jobs in factories (Graham, 2005). School restruc-
turing is an important and major aim of multicultural education.

Multicultural education should also be conceptualized as a strategy
for all students because it will become institutionalized and supported in
U.S. schools, colleges, and universities only to the extent that it is per-
ceived as universal and in the broad public interest. An ethnic-specific
notion of multicultural education stands little chance of success and
implementation in the nation’s educational institutions.

Challenges to the Mainstream
Curriculum

Some readers might rightly claim that an ethnic-specific curriculum
and education already exists in U.S. educational institutions and that it
is Eurocentric and male dominated. I would agree to some extent with
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this claim. However, I believe that the days for the primacy and domi-
nance of the mainstream curriculum are limited. The curriculum that is
institutionalized within U.S. schools, colleges, and universities is being
seriously challenged today and will continue to be challenged until it is
reformed and more accurately reflects the experiences, voices, and
struggles of people of color, of women, of LGBT people, and of other
cultural, language, and social-class groups in U.S. society. The curricu-
lum within U.S. schools, colleges, and universities has changed sub-
stantially within the last three decades. It is important that these
changes be recognized and acknowledged. Students in today’s educa-
tional institutions are learning much more content about ethnic, cul-
tural, racial, and gender diversity than they learned three decades ago.
The ethnic studies and women'’s studies movements have had a signifi-
cant influence on the curriculum in U.S. schools, colleges, and
universities.

The dominance of the mainstream curriculum is much less com-
plete and tenacious than it was before the civil rights and women’s rights
movements of the 1960s and 1970s. The historical, social, and economic
factors are different today than they were when Anglo Americans estab-
lished control over the major social, economic, and political institutions
in the United States in the 17th and 18th centuries. The economic,
demographic, and ideological factors that led to the establishment of
Anglo hegemony early in U.S. history are changing, even though Anglo
Americans are still politically, economically, and culturally dominant.
Anglo dominance was indicated by the U.S. Supreme Court decisions
that slowed the pace of affirmative action during the 1980s and that
chipped away at civil rights laws protecting people with disabilities in
2001. The court also ruled against diversity interests when it declared the
school desegregation plans in Seattle, Washington, and in Louisville,
Kentucky, unconstitutional in 2007.

Nevertheless, there are signs throughout U.S. society that Anglo
dominance and hegemony are being challenged and that groups such as
African Americans, Asian Americans, and Latinos are increasingly
demanding full structural inclusion and a reformulation of the canon
used to select content for the school, college, and university curriculum
(Chang, 2012; Hu-DeHart, 2012). It is also important to realize that many
compassionate and informed Whites are joining people of color to sup-
port reforms in U.S. social, economic, political, and educational institu-
tions. It would be a mistake to conceptualize or perceive the reform
movements today as people of color versus Whites.

One pervasive myth within our society is that Whites are a mono-
lithic group. The word White conceals more than it reveals. Whites are
a very diverse group in terms of ethnic and cultural characteristics,
political affiliations, and attitudes toward ethnic and cultural diversity
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(G. Howard, 2012; Mclntosh, 2012). Many Whites today, as well as
historically, have supported social movements to increase the rights of
African Americans and other people of color. Reform-oriented White
citizens who are pushing for a more equitable and just society are an
important factor that will make it increasingly difficult for the Anglo
mainstream vision to continue to dominate U.S. political and educa-
tional institutions.

Whites today are playing an important role in social reform move-
ments and in the election of African American and Latino politicians.
Barack Obama was elected president of the United States in 2008 with
significant support from White voters. African Americans who have been
elected as mayors, as governors, and to Congress have also received wide
White support, as was the case in the election of Deval Patrick, who was
elected governor of Massachusetts and assumed office in January 2007.
Many White students on university campuses are forming coalitions
with students of color to demand that the university curriculum be
reformed to include content about people of color and women. Students
who are demanding ethnic studies requirements on university campuses
have experienced major victories (Chang, 2012; Hu-DeHart, 2012).

The Anglocentric curriculum will continue to be challenged until
it is reformed to include the voices and experiences of a range of eth-
nic, cultural, and language groups. Lesbian and gay groups are also
demanding that content about them be integrated into the school,
college, and university curriculum (Mayo, 2013; Kavanagh, 2012).
Colleges and universities are responding to the concerns of these
groups much more effectively than are the schools (Chang, 2012;
Hu-DeHart, 2012).

The significant percentage of people of color—including African
Americans and Latinos who are in positions of leadership in educational
institutions—will continue to work to integrate the experiences of their
people into the school and university curricula. These individuals include
researchers, professors, administrators, and authors of textbooks. Stu-
dents of color will continue to form coalitions with progressive White
students and demand that the school and university curriculum be
reformed to reflect the ethnic, cultural, and language reality of U.S. soci-
ety. Students of color were 46 percent of the public school population in
the United States in 2010 (NCES, 2012). Parents and community groups
will continue to demand that the school and university curricula be
reformed to give voice to their experiences and struggles. African Ameri-
can parents and community groups will continue to push for a curricu-
lum that reflects African civilizations and experimental schools for Black
males (T. C. Howard, 2012).

Feminists will continue to challenge the mainstream curriculum
because many of them view it as malecentric, patriarchal, and sexist
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(Bailey & Cuomo, 2008). Much of the new research in women’s studies
deals with the cultures of women of color (Guy-Sheftall, 2012). Women'’s
studies and ethnic studies will continue to interconnect and challenge
the dominant curriculum in the nation’s schools, colleges, and universi-
ties. Gay and lesbian groups will continue to demand that their voices,
experiences, hopes, and dreams be reflected in a transformed curriculum
(Mayo, 2013; Schneider, 2012).

Challenges to Multicultural Education

I have argued that an ethnic-specific version of multicultural education
is not likely to become institutionalized within U.S. schools, colleges,
and universities and that the days of Anglo hegemony in the U.S. cur-
riculum are limited. This is admittedly a long view of our society and
tuture. Multicultural education is frequently challenged by conservative
writers and groups, such as the attacks that occurred on the ethnic stud-
ies program in the Tucson, Arizona, school district in 2010 (Chavez,
2010; Conant, 2010). These attacks occurred even though research indi-
cates that the ethnic studies program increased the academic achieve-
ment of Mexican American students in the Tucson school district (Sleeter,
2011). Challenges to multicultural education and education related to
diversity are likely to continue and will take diverse forms, expressions,
and shapes. They are part of the dynamics of a democratic society in
which diverse voices are freely expressed and heard.

Part of the confused meanings of multicultural education results
from the attempts by neoconservative scholars to portray multicultural
education as a movement against Western civilization, as anti-White,
and by implication, anti-American (Chavez, 2010). The popular press
frequently calls the movement to infuse an African perspective into the
curriculum “Afrocentric,” and it has defined the term to mean an educa-
tion that excludes Whites and Western civilization.

The term Afrocentric has different meanings to different people.
Because of its diverse interpretations by various people and groups, neo-
conservative scholars have focused many of their criticisms of multicul-
tural education on this concept. Asante (1998) defines Afrocentricity as
“placing African ideals at the center of any analysis that involves African
culture and behavior” (p. 6). In other words, Afrocentricity is looking at
African and African American behavior from an African or African Amer-
ican perspective. His definition suggests that Black English, or Ebonics,
cannot be understood unless it is viewed from the perspective of those
who speak it. Afrocentricity, when Asante’s definition is used, can
describe the addition of an African American perspective to the school
and university curriculum. When understood in this wayj, it is consistent
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with a multicultural curriculum because a multicultural curriculum helps
students to view behavior, concepts, and issues from different ethnic and
cultural perspectives.

The Canon Battle: Special Interests
Versus the Public Interest

The push by people of color and women to get their voices and experi-
ences institutionalized within the curriculum and the curriculum canon
transformed has evoked a strong reaction from some neoconservative
scholars (Chavez, 1991, 2010; Huntington, 2004). Many of the argu-
ments in the editorials and articles written by the opponents of multicul-
tural education are smoke screens for a conservative political agenda
designed not to promote the common good of the nation but to rein-
force the status quo and dominant group hegemony and to promote the
interests of a small elite. A clever tactic of the neoconservative scholars is
to define their own interests as universal and in the public good and the
interests of women and people of color as special interests that are par-
ticularistic (Glazer, 1997; Huntington, 2004). When a dominant elite
describes its interests as the same as the public interest, it marginalizes
the experiences of structurally excluded groups, such as women and peo-
ple of color.

The term special interest implies an interest that is particularistic and
inconsistent with the overarching goals and needs of the nation-state or
commonwealth. To be in the public good, interests must extend beyond
the needs of a unique or particular group. An important issue is who
formulates the criteria for determining what is a special interest. It is the
dominant group or groups in power that have already shaped the cur-
riculum, institutions, and structures in their images and interests.
The dominant group views its interests not as special but as identical
with the common good. A special interest, in the view of those who con-
trol the curriculum and other institutions within society, is therefore any
interest that challenges the dominant group’s power and ideologies and
paradigms, particularly if the interest group demands that the canon,
assumptions, and values of the institutions and structures be trans-
formed. History is replete with examples of dominant groups that defined
their interests as the public interest.

One way in which people in power marginalize and disempower
those who are structurally excluded from the mainstream is by calling
their visions, histories, goals, and struggles special interests. This type of
marginalization denies the legitimacy and validity of groups that are
excluded from full participation in society and its institutions.
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Only a curriculum that reflects the experiences of a wide range of
groups in the United States and the world—and the interests of these
groups—is in the national interest and is consistent with the public good
(Banks, 2007). Any other kind of curriculum reflects a special interest and
is inconsistent with the needs of a nation that must survive in a pluralis-
tic and highly interdependent global world. Special interest history and
literature, such as history and literature that emphasize the primacy of
the West and the history of European American males, is detrimental to
the public good because it will not help students to acquire the knowl-
edge, skills, and attitudes essential for survival in the 21st century.

The aim of the ethnic studies and women’s studies movements is
not to push for special interests, but to reform the curriculum so that it
will be more truthful and more inclusive, reflecting the histories and
experiences of the diverse groups and cultures that make up U.S. soci-
ety. These are not special interest reform movements, because they con-
tribute to the democratization of the school and university curriculum.
They contribute to the public good instead of strengthening special
interests.

We need to rethink concepts such as special interests, the national
interest, and the public good and to identify which groups are using these
terms and for what purposes. We also must evaluate the use of these
terms in the context of a nation and world that are rapidly changing.
Powerless and excluded groups accurately perceive efforts to label their
visions and experiences as special interests as an attempt to marginalize
them and make their voices silent and their faces invisible (Guy-Sheftall,
2012).

A Transformed Curriculum and Multiple
Perspectives

Educators use several approaches, summarized in Figure 4.1, to integrate
cultural content into the school and university curriculum (Banks,
2009b). These approaches include the contributions approach, in which
content about ethnic and cultural groups is limited primarily to holidays
and celebrations, such as Cinco de Mayo, Asian/Pacific Heritage Week,
African American History Month, and Women'’s History Week. This
approach is used often in the primary and elementary grades. Another
frequently used approach to integrate cultural content into the curricu-
lum is the additive approach. In this approach, cultural content, concepts,
and themes are added to the curriculum without changing its basic struc-
ture, purposes, and characteristics. The additive approach is often accom-
plished by the addition of a book, a unit, or a course to the curriculum
without changing its framework.
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Level 4
The Social Action Approach

Students make decisions on important
social issues and take actions to help
solve them.

Level 3
The Transformation Approach

The structure of the curriculum is changed

to enable students to view concepts, issues,
events, and themes from the perspective of
diverse ethnic and cultural groups.

Level 2
The Additive Approach

Content, concepts, themes, and perspec-
tives are added to the curriculum without
changing its structure.

Level 1
The Contributions Approach

Focuses on heroes, holidays, and discrete
cultural elements.

FIGURE 4.1 Approaches to Multicultural Curriculum Reform

Neither the contributions nor the additive approach challenges the
basic structure or canon of the curriculum. Cultural celebrations, activi-
ties, and content are inserted into the curriculum within the existing
curriculum framework and assumptions. When these approaches are
used to integrate cultural content into the curriculum, people, events,
and interpretations related to ethnic groups and women often reflect the
norms and values of the dominant culture rather than those of cultural
communities. Individuals and groups challenging the status quo and
dominant institutions are less likely to be selected for inclusion in the
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curriculum. Thus, Sacajawea, who helped Whites conquer Native Ameri-
can lands, is more likely to be chosen for inclusion than Geronimo, who
resisted the takeover of Native American lands by Whites.

The transformation approach differs fundamentally from the contri-
butions and additive approaches. It changes the canon, paradigms, and
basic assumptions of the curriculum and enables students to view con-
cepts, issues, themes, and problems from different perspectives and
points of view. Major goals of this approach include helping students to
understand concepts, events, and people from diverse ethnic and cul-
tural perspectives and to understand knowledge as a social construction.
In this approach, students are able to read and listen to the voices of the
victors and the vanquished. They are also helped to analyze the teacher’s
perspective on events and situations and are given the opportunity to
formulate and justify their own versions of events and situations. Impor-
tant aims of the transformation approach are to teach students to think
critically and to develop the skills to formulate, document, and justify
their conclusions and generalizations.

When teaching a unit such as “The Westward Movement” using a
transformation approach, the teacher assigns appropriate readings and
then asks the students such questions as the following: What do you
think the Westward movement means? Who was moving West—the
Whites or the Native Americans? What region in the United States was
referred to as the West? Why? The aim of these questions is to help stu-
dents to understand that the Westward movement is a Eurocentric term.
It refers to the movement of the European Americans who were headed
in the direction of the Pacific Ocean. The Lakota Sioux were already liv-
ing in the West and, as Limerick (2000) insightfully points out, were try-
ing hard to stay put. They did not want to move. The Sioux did not
consider their homeland “the West” but the center of the universe. The
teacher could also ask the students to describe the Westward movement
from the point of view of the Sioux. The students might use such words
as “The End,” “The Age of Doom,” or “The Coming of the People Who
Took Our Land.” In addition, the teacher could also ask the students to
give the unit a name that is more neutral than “The Westward Move-
ment.” They might name the unit “The Meeting of Two Cultures.”

The decision-making and social action approach extends the transfor-
mative curriculum by enabling students to pursue projects and activities
that allow them to make decisions and to take personal, social, and civic
actions related to the concepts, problems, and issues they have studied.
After they have studied the unit on different perspectives on the West-
ward movement, the students might decide that they want to learn more
about Native Americans and to take actions that will enable the school
to depict and perpetuate more accurate and positive views of America’s
tirst inhabitants. The students might compile a list of books written by
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Native Americans for the school librarian to order and present a pageant
for the school’s morning exercise on “The Westward Movement: A View
from the Other Side.”

Teaching Students to Know, to Care, and
to Act

The major goals of a transformative curriculum that fosters multicultural
literacy should be to help students to know, to care, and to act in ways
that will develop and foster a democratic and just society in which all
groups experience cultural democracy and cultural empowerment.
Figure 4.2 shows how knowing, caring, and acting intersect and are
tightly interrelated.

Knowledge is an essential part of multicultural literacy, but it is not
sufficient. Knowledge alone will not help students to develop an empa-
thetic, caring commitment to humane and democratic change. An essen-
tial goal of a multicultural curriculum is to help students develop
empathy and caring. To help the United States and world become more
culturally democratic, students must also develop a commitment to per-
sonal, social, and civic action as well as the knowledge and skills needed
to participate in effective civic action.

FIGURE 4.2 The Intersection of Knowing, Caring, and Action
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Although knowledge, caring, and action are conceptually distinct,
in the classroom they are highly interrelated. In my multicultural classes
for teacher education students, I use historical and sociological knowl-
edge about the experiences of different ethnic and racial groups to inform
as well as to enable the students to examine and clarify their personal
attitudes about ethnic diversity. These knowledge experiences are also a
vehicle that enables the students to think of actions they can take to
actualize their feelings and moral commitments. Knowledge experiences
I have used to help students examine their value commitments and think
of ways to act include the reading of Balm in Gilead: Journey of a Healer,
Sara Lawrence Lightfoot’s (1988) powerful biography of her mother, one
of the nation’s first African American child psychiatrists; the historical
overviews of various U.S. ethnic groups in my book Teaching Strategies for
Ethnic Studies (Banks, 2009b); and several video and film presentations,
including selected segments from Eyes on the Prize II, the award-winning
history of the civil rights movement produced by Henry Hampton, and
Eye of the Beholder, a powerful videotape that uses simulation to show the
cogent effects of discrimination on adults. The videotape features Jane
Elliott, who attained fame for her well-known experiment in which she
discriminated against children on the basis of eye color to teach them
about discrimination (Peters, 1987). During the summer of 2012, we
showed the students Precious Knowledge, an informative DVD that
describes the controversy over ethnic studies in the Tucson, Arizona,
school district that occurred in 2010.

To enable the students to analyze and clarity their values regarding
these readings and video experiences, I ask them questions such as these:
How did the book, film, or videotape make you feel? Why do you think
you feel that way? To enable them to think about ways to act on their
feelings, I ask such questions as the following: How interracial are your
own personal experiences? Would you like to live a more interracial life?
What are some books that you can read or popular films that you can see
that will enable you to act on your commitment to live a more racially
and ethnically integrated life? The power of these kinds of experiences is
often revealed in student papers.

The most meaningful and effective way to prepare teachers to
involve students in multicultural experiences that will enable students to
know, to care, and to participate in democratic action is to involve teach-
ers in multicultural experiences that focus on these goals. When teachers
have gained knowledge about cultural and ethnic diversity themselves,
looked at that knowledge from different ethnic and cultural perspectives,
and taken action to make their own lives and communities more cultur-
ally sensitive and diverse, they will have the knowledge and skills needed
to help transform the curriculum canon as well the hearts and minds of
their students. Only when the curriculum canon is transformed to reflect
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cultural diversity will students in our schools, colleges, and universities
be able to attain the knowledge, skills, and perspectives needed to par-
ticipate effectively in today’s global society.

Multicultural Education and National
Survival

Multicultural education is needed to help all future citizens of the United
States to acquire the knowledge, attitudes, and skills needed to survive in
the 21st century. Nothing less than our national and global survival is at
stake (Darling-Hammond, 2010). The rapid growth in the nation’s popu-
lation of people of color; the escalating importance of non-White nations
such as China and India; and the widening gap between the rich and the
poor (Stiglitz, 2012) make it essential for future citizens to have multicul-
tural literacy and cross-cultural skills. A nation whose citizens cannot
negotiate on the world’s multicultural global stage are tremendously dis-
advantaged in the 21st century, and its very survival is imperiled.
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Knowledge Construction and
Curriculum Reform

Chapter 4 describes curriculum transformation and why it is needed
to help students understand the United States and the world from
diverse cultural and ethnic perspectives. This chapter describes how
knowledge is constructed and how it reflects the biographical journeys,
cultures, perspectives, and values of the historians, social scientists, and
educators who construct it. This chapter also describes five types of
knowledge and maintains that students should learn each type, as well
as how knowledge is influenced by its creators. Students should also
learn how to construct knowledge themselves and how their own val-
ues, perspectives, and biographical journeys influence the knowledge
they construct.

An Epistemological Journey

I was an elementary school student in the Arkansas Delta in the 1950s.
One of my most powerful memories is the image of the happy and loyal
slaves in my social studies textbooks. I also remember that there were
three other Blacks in my textbooks: Booker T. Washington, the educator;
George Washington Carver, the scientist; and Marian Anderson, the con-
tralto. I had several persistent questions throughout my school days:
Why were the slaves pictured as happy? Were there other Blacks in his-
tory beside the two Washingtons and Anderson? Who created this image
of slaves? Why? The image of the happy slaves was inconsistent with
everything I knew about the African American descendants of enslaved
people in my segregated community. We had to drink water from foun-
tains labeled “colored,” and we could not use the city’s public library.
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However, we were not happy about either of these legal requirements. In
fact, we resisted these laws in powerful but subtle ways each day. As chil-
dren, we savored the taste of “White water” when the authorities were
preoccupied with more serious infractions against the racial caste
system.

Throughout my schooling, these questions remained cogent as I
tried to reconcile the representations of African Americans in textbooks
with the people I knew in my family and community. I wanted to know
why these images were highly divergent. My undergraduate curriculum
did not help answer my questions. I read one essay by a person of color
during my four years in college, “Stranger in the Village,” by James Baldwin
(1953/1985b). In this powerful essay, Baldwin describes how he was
treated as the “Other” in a Swiss village. He was hurt and disappointed—
not happy—about his treatment.

My epistemological quest to find out why the slaves were repre-
sented as happy became a lifelong journey that continues, and the
closer I think I am to the answer, the more difficult and complex both
my question and the answers become. The question—Why were the
slaves represented as happy?—has taken different forms in various peri-
ods of my life. I have lived with these questions all of my professional
life. I now believe that the biographical journeys of researchers greatly influ-
ence their values, their research questions, and the knowledge they construct.
The knowledge they construct mirrors their life experiences and values.
The happy slaves in my school textbooks were invented by the South-
ern historian Ulrich B. Phillips (1918/1966). The images of enslaved
people he constructed reflected his belief in the inferiority of African
Americans and his socialization in Georgia near the turn of the century
(Smith & Inscoe, 1993).

The Values of Researchers

Social scientists are human beings who have both minds and hearts.
However, their minds and the products of their minds have dominated
research discourse in history and the social sciences. The hearts of social
scientists exercise a cogent influence on research questions, findings,
concepts, generalizations, and theories. I am using “heart” as a metaphor
for values, which are the beliefs, commitments, and generalized princi-
ples to which social scientists have strong attachments and commit-
ments. The value dimensions of social science research was largely muted
and silenced in the academic community and within the popular culture
until the neutrality of the social sciences was strongly challenged by the
postmodern, women's studies, and ethnic studies movements of the
1960s and 1970s (King, 2004; Ladner, 1973).
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Social science research has supported historically and still supports
educational policies that affect the life chances and educational opportu-
nities of students. The educational policies upheld by mainstream social
science and educational researchers have often harmed low-income stu-
dents and students of color. However, the values of social scientists are
complex within diverse nations such as the United States, Canada, and
the United Kingdom. Social science and educational research over
time and often within the same period have both reinforced inequality
(Herrnstein & Murray, 1994) and supported liberation and human bet-
terment (Clark, 1965).

In my American Educational Research Association (AERA) presiden-
tial address (Banks, 1998), I describe research that supports these claims:

e The cultural communities in which individuals are socialized are
also epistemological communities that have shared beliefs, perspec-
tives, and knowledge.

e Social science and historical research are influenced in complex
ways by the life experiences, values, personal biographies, and epis-
temological communities of researchers.

¢ Knowledge created by social scientists, historians, and public intel-
lectuals reflects and perpetuates their epistemological communities,
experiences, goals, and interests.

e How individual social scientists interpret their cultural experiences
is mediated by the interaction of a complex set of status variables,
such as gender, social class, age, political affiliation, religion, and
region. (p. 5)

Valuation and Knowledge Construction

In nations around the world, the assimilationist ideology has been the
dominant historical force since the age of colonization and the expan-
sion of Western nations into the Americas, the Caribbean, Africa, Asia,
and Australia. The assimilationist ideology maintains that in order to
construct a cohesive nation and civic culture individuals from diverse
racial, ethnic, cultural, linguistic, and religious groups must surrender
their home and community cultures and acquire those of the dominant
and mainstream groups (Patterson, 1977; Schlesinger, 1991). Assimila-
tionists believe that ethnic attachments prevent individuals from devel-
oping commitments and allegiance to the national civic culture (see
Kymlicka, 2004, for a critique of this view).

The assimilationist ideology was seriously challenged by the ethnic
revitalization and protest movements of the 1960s, 1970s, and 1980s.
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These movements began with and were stimulated by the Black civil
rights movement in the United States (Painter, 2006). Multiculturalism
and multicultural education grew out of these movements. Multicultur-
alism challenges and questions the assimilationist ideology and argues
that ethnic and cultural diversity enriches the mainstream culture, that
the identities of individuals are “multiple, nested, and overlapping”
(Kymlicka, 2004 p. xiv), and that individuals who are firmly rooted in
their home and community cultures are more—not less—capable of
being effective citizens of the nation-state and cosmopolitan citizens of
the world community (Appiah, 2006).

The Debate Between the Assimilationists
and Multiculturalists

Neoliberal and political conservatives—who are also strong assimilation-
ists—claim that multiculturalism is detrimental to the nation-state and
the civic community (Bawer, 2012; Patterson, 1977; Schlesinger, 1991).
Multiculturalists maintain that civic equality, recognition (Gutmann,
2004), and structural inclusion into the nation-state are essential for citi-
zens from diverse groups to acquire allegiance to the nation-state and to
become effective participants in the civic community (Banks, 2007;
Kymlicka, 2004).

I hope to make a scholarly contribution to the debate between the
assimilationists and the multiculturalists in this chapter by providing
evidence for the claim that the positions of both groups reflect values,
ideologies, political positions, and human interests. Each position also
implies a kind of knowledge that should be taught in the schools, col-
leges, and universities, and in public sites such as museums, theaters,
films, and other visual media. I will describe a typology of the kinds of
knowledge that exist in society and in educational institutions. This
typology is designed to help practicing educators, researchers, and cul-
tural workers identify types of knowledge that reflect specific values,
assumptions, perspectives, and ideological positions.

Educators and cultural workers should help students to understand
all types of knowledge. Students should be involved in the debates about
knowledge construction and conflicting interpretations, such as the
extent to which Egypt and Phoenicia influenced Greek civilization
(Bernal, 1987/1991). Students should also be taught how to construct
their own interpretations of the past and present, as well as how to iden-
tify their own positions, interests, ideologies, and assumptions. Students
should become critical thinkers who have the knowledge, attitudes,
skills, and commitments needed to participate in democratic action to
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help their nation and the world close the gap between ideals and reali-
ties. Multicultural education is an education for functioning effectively
in a pluralistic democratic society. Helping students to develop the
knowledge, skills, and attitudes needed to participate in reflective civic
action is one of its major goals (Banks, 2007).

The philosophical position that underlies this chapter is within the
transformative tradition in ethnic studies and multicultural education
(Banks, 1996). This tradition links knowledge, social commitment, and
action (Meier & Rudwick, 1986). A transformative, action-oriented educa-
tion can best be implemented when students examine different types of
knowledge, freely examine their perspectives and moral commitments,
and experience democracy in schools (Dewey, 1959) and in public sites
such as museums, theaters, and historical monuments (Loewen, 1999).

The Characteristics of Knowledge

I define knowledge as the way an individual explains or interprets real-
ity. I conceptualize knowledge broadly, and use it the way it is utilized
in the sociology of knowledge literature to include ideas, values, and
interpretations (Farganis, 1986). As postmodern theorists have pointed
out, knowledge is socially constructed and reflects human interests,
values, and action (Code, 1991; Foucault, 1972; Harding, 1991; Kerdeman,
2012). Knowledge is also a product of human interactions (Nejadmehr,
2009). Although many complex factors influence the knowledge that is
created by an individual or group—including the actuality of what
occurred and the interactions that knowledge constructors have with
other people—the knowledge that people create is heavily influenced
by their interpretations of their experiences and their positions within
particular social, economic, and political systems and structures of
society.

In the Western empirical tradition, the ideal within each academic
discipline is the formation of knowledge without the influence of the
researcher’s personal or cultural characteristics (Greer, 1969; Kaplan,
1964). However, as critical and postmodern theorists have pointed out,
personal, cultural, and social factors influence the formulation of knowl-
edge even when objective knowledge is the ideal within a discipline
(Foucault, 1972; Habermas, 1971). Researchers are frequently unaware of
how their personal experiences and positions within society influence
the knowledge they produce. Most mainstream historians were unaware
of how their regional and cultural biases influenced their interpretation
of the Reconstruction period of U.S. history until W. E. B. DuBois
(1935/1962) published a study that challenged the accepted and estab-
lished interpretations of that historical period.



64 CHAPTER 5§

Positionality and Knowledge
Construction

Positionality is a significant concept that emerged out of feminist schol-
arship; this term describes how important aspects of identity such as
gender, race, social class, age, religion, and sexual orientation influence
the knowledge that scholars construct (Tetreault, 2013). Positionality
reveals the importance of identifying the positions and frames of refer-
ence from which scholars and writers present their data, interpretations,
and analyses (Anzaldaa, 1999). The need for researchers and scholars to
identify their ideological positions and the normative assumptions in
their work—an inherent part of feminist and ethnic studies scholar-
ship—contrasts with the empirical paradigm that has dominated West-
ern science (Code, 1991; Harding, 1991, 2012).

The assumption in the Western empirical paradigm is that the knowl-
edge produced within it is neutral and objective and that its principles are
universal. The effects of values, frames of references, and the normative
positions of researchers and scholars are infrequently discussed within the
traditional empirical paradigm that has dominated scholarship and teach-
ing in colleges and universities in the West since the early 20th century.
However, scholars such as the Swedish economist Gunnar Myrdal (1944)
and the American psychologist Kenneth B. Clark (1965)—prior to the femi-
nist, ethnic studies, and postmodern movements—wrote about the need for
scholars to recognize and state their normative positions and valuations and
to become, in the apt words of Clark, “involved observers.” Myrdal stated
that valuations are not just attached to research but permeate it. He wrote,

There is no device for excluding biases in social sciences than to face the valuations
and to introduce them as explicitly stated, specific, and sufficiently concretized
value premises. (p. 1043; emphasis in original)

A Knowledge Typology

A description of the major types of knowledge can help educators and
cultural workers to identify perspectives and content needed to make
education multicultural and culturally responsive (Gay, 2010; Nieto,
2010). Each of the types of knowledge described below reflects specific
purposes, perspectives, experiences, goals, and human interests. Teach-
ing students various types of knowledge can help them to better under-
stand the perspectives of different racial, ethnic, and cultural groups as
well as to develop their own versions and interpretations of issues and
events. Different types of knowledge also help students to gain more
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comprehensive and accurate conceptions of reality. Multiple perspec-
tives and different types of knowledge enable knowers to construct
knowledge that is closer approximations to the actuality of what occurred
than single perspectives. In an important and influential essay, Merton
(1972) maintains that the perspectives of both “insiders” and “outsiders”
are needed to enable social scientists to gain a comprehensive view of
social reality.

I identify and describe five types of knowledge (see Figure 5.1): (1) per-
sonal/cultural knowledge; (2) popular knowledge; (3) mainstream academic
knowledge; (4) transformative academic knowledge; and (S) pedagogical
knowledge. This is an ideal-type typology in the Weberian sense. The Ger-
man sociologist Max Weber pioneered the idea of using typologies to
classify social phenomenon. His typology of three forms of authority—
traditional, rational-legal, and charismatic—is an example (Henry, n.d.).
The five categories of my knowledge typology, like the categories in
Weber’s typology, approximate but do not describe reality in its total
complexity. The categories are useful conceptual tools for thinking about
knowledge and planning multicultural teaching and learning. Although
the categories can be conceptually distinguished, in reality they overlap
and are interrelated in a dynamic way.

Since the 1960s, some of the findings and insights from transforma-
tive academic knowledge have been incorporated into mainstream aca-
demic knowledge and scholarship. Traditionally, students were taught in

Personal/Cultural

Mainstream

Popular Pedagogical Academic

Transformative
Academic

FIGURE 5.1 Types of Knowledge and How They Are Interrelated
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U.S. schools and universities that the land that became North America
was a thinly populated wilderness when the Europeans arrived in the
16th century and that African Americans made few contributions to the
development of American civilization (mainstream academic knowl-
edge). Some of the findings from transformative academic knowledge
that challenged these conceptions have influenced mainstream aca-
demic scholarship and have been incorporated into mainstream college,
university, and school textbooks (Hu-DeHart, 2012; Snipp, 2012). Conse-
quently, the relationship between the five categories of knowledge is
dynamic and interactive rather than static.

The Types of Knowledge

Personal and Cultural Knowledge

The concepts, explanations, and interpretations that students derive
from personal experiences in their homes, families, and community cul-
tures constitute personal and cultural knowledge. The assumptions, per-
spectives, and insights that students derive from their experiences in
their homes and community cultures are used as screens to view and
interpret the knowledge and experiences they encounter in school and
in other institutions and sites within the larger society, such as museums
and the media.

Research and theory by Fordham and Ogbu (1986) indicate that
low-income African American students often experience academic diffi-
culties in school because of the ways that cultural knowledge within
their community conflicts with pedagogical knowledge and with school
norms and expectations. Fordham and Ogbu also state that the culture
of many low-income African American students is oppositional to school
culture. These students believe that if they master the knowledge taught
in the schools they will violate fictive kinship norms and run the risk of
“acting White.” Fordham (1988, 1991) has suggested that African Ameri-
can students who become high academic achievers resolve the conflict
caused by the interaction of their personal cultural knowledge with the
knowledge and norms within the schools by becoming “raceless” or by
“ad hocing a culture.”

Personal and cultural knowledge is problematic when it conflicts
with scientific ways of validating knowledge, is oppositional to the cul-
ture of the school, or challenges the main tenets and assumptions of
mainstream academic knowledge. Much of the knowledge about out-
groups that students learn from their home and community cultures
consists of misconceptions, stereotypes, and inaccurate information
(Aboud, 2009). Many students around the world are socialized within
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communities that are segregated along racial, ethnic, and social-class
lines (Banks, 2009a). These youths have few opportunities to learn first-
hand about the cultures of people from different racial, ethnic, cultural,
religious, and social-class groups.

The challenge for educators is to make effective instructional use of
the personal and cultural knowledge of students while at the same time
helping them to reach beyond their cultural boundaries (Lee, 2007; Moll
& Spear-Ellinwood, 2012). Educational institutions should recognize,
validate, and make effective use of student personal and cultural knowl-
edge. However, an important goal of education is to free students from
their cultural and ethnic boundaries and enable them to cross cultural
borders freely (Banks, 2007).

In the past, the school and other educational institutions have paid
little attention to the personal and cultural knowledge of students and
have taught them mainly popular and mainstream knowledge. It is
important for teachers and cultural workers to be aware of the personal
and cultural knowledge of students when designing educational experi-
ences for students from diverse groups. Educators can use student per-
sonal cultural knowledge to motivate them and as a foundation and
scaffold for teaching other types of knowledge (Ladson-Billings, 1994).

Popular Knowledge

Popular knowledge consists of the facts, interpretations, and beliefs that
are institutionalized within television, movies, videos, DVDs, CDs, and
other forms of mass media. Many of the tenets of popular knowledge are
conveyed in subtle rather than explicit ways (Cortés, 2012). These state-
ments are examples of significant themes in U.S. popular knowledge:
(1) The United States is a powerful nation with unlimited opportunities
for individuals who are willing to take advantage of them. (2) To succeed
in the United States, an individual only has to work hard. You can realize
your dreams in the United States if you are willing to work hard and pull
yourself up by the bootstraps. (3) As a land of opportunity for all, the
United States is a highly cohesive nation, whose ideals of equality and
freedom are shared by all.

Most of the major tenets of American popular culture are widely
shared and are deeply entrenched in U.S. society. However, they are
rarely explicitly articulated. Rather, they are presented in the media, in
museums (Sherman, 2008), historical sites (Loewen, 1999), and in other
sources in the forms of stories, anecdotes, news stories, and interpreta-
tions of current events (Cortés, 2012). In his engaging and informative
book, Lies Across America: What Our Historic Sites Get Wrong, Loewen
describes how historical sites in the U.S. perpetuate and reinforce popu-
lar myths about American heroes, events, and exceptionalism.
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Commercial entertainment films both reflect and perpetuate popu-
lar knowledge (Shohat & Stam, 1994). While preparing to write this
chapter I viewed How the West Was Won, a popular and influential film
that was directed by John Ford and released by MGM in 1962. I selected
this film for review because the settlement of the West is a major theme
in American culture and society about which there are many popular
images, beliefs, myths, and misconceptions. In viewing the film, I was
particularly interested in the images it depicted about the settlement of
the West, about the people who were already in the West, and about
people who went West looking for new opportunities.

Ford uses the Prescotts, a White family from Missouri bound for
California, to tell his story. The film tells the story of three generations of
the Prescott family. It focuses on the family’s struggle to settle in the
West. Indians, African Americans, and Mexicans are largely invisible in
the film. Indians appear in the story when they attack the Prescott family
during their long and perilous journey. The Mexicans appearing in the
film are bandits who rob a train and are killed. The several African Ameri-
cans in the film are in the background silently rowing a boat. At various
points in the film, Indians are referred to as hostile Indians and as squaws.

How the West Was Won is a masterpiece in American popular cul-
ture. It not only depicts some of the major themes in American culture
about the winning of the West; it also reinforces and perpetuates domi-
nant societal attitudes, folk beliefs, and myths about ethnic groups and
gives credence to the notion that the West was won by liberty-loving,
hard-working people who pursued freedom for all. The film narrator
states near its end, “[The movement West] produced a people free to
dream, free to act, and free to mold their own destiny.”

Mainstream Academic Knowledge

Mainstream academic knowledge consists of the concepts, paradigms, the-
ories, and explanations that constitute traditional and established knowl-
edge in the behavioral and social sciences. An important tenet within the
mainstream academic paradigm is that there is a set of objective truths
that can be verified through rigorous and objective research procedures
that are uninfluenced by human interests, values, and perspectives (Greer,
1969; Kaplan, 1964). This empirical knowledge constitutes a body of objec-
tive truths that should make up the core of the school and university cur-
riculum. Much of this objective knowledge originated in the West but is
considered universal in nature and application.

Mainstream academic knowledge is the knowledge that multicul-
tural critics such as Ravitch and Finn (1987), Hirsch (1987), and Bloom
(1987) claim is threatened by the addition of content about women and
ethnic groups of color to the school, college, and university curriculum.
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This knowledge reflects the established, Western-oriented canon that has
historically dominated university research and teaching in Western
nations. Mainstream academic knowledge consists of the theories and
interpretations that are internalized and accepted by most university
researchers, academic societies, and organizations such as the American
Historical Association, the American Sociological Association, the American
Psychological Association, and the National Academy of Sciences.

It is important to realize, however, that an increasing number of
university scholars are critical theorists and postmodernists who ques-
tion the empirical paradigm that dominates Western science (Giroux
1983; Rosenau, 1992). Many of these individuals are members of national
academic organizations such as the American Historical Association and
the American Sociological Association. In most of these professional
organizations, the postmodern scholars—made up of significant num-
bers of scholars of color and feminists—have formed caucuses and inter-
est groups within the mainstream professional organizations.

I am not claiming that there is a uniformity of belief among main-
stream academic scholars, but rather that there are dominant canons,
paradigms, and theories that are accepted by the community of main-
stream academic scholars and researchers. These established canons and
paradigms are occasionally challenged within the mainstream academic
community itself. However, they receive their most serious challenges
from academics outside the mainstream, such as scholars within the
transformative academic community described later (Collins, 2000; Okihiro,
1994; Takaki, 1993).

Mainstream academic knowledge, like the other forms of knowledge
discussed in this chapter, is not static, but is dynamic, complex, and
changing. Challenges to the dominant canons and paradigms within
mainstream academic knowledge come from both within and without.
These challenges lead to changes, reinterpretations, debates, disagree-
ments, paradigm shifts, and new theories and interpretations. Kuhn
(1970) states that a scientific revolution takes place when a new paradigm
emerges and replaces an existing one. What is more typical in education
and the social sciences is that competing paradigms coexist, although
particular ones are more influential during certain times or periods.

We can examine the treatment of slavery within the mainstream
academic community over time, or the treatment of the American
Indian, to identify ways that mainstream academic knowledge has
changed in important ways since the late 19th and early 20th centuries
in the United States. Ulrich B. Phillips’ highly influential book, American
Negro Slavery, published in 1918, dominated the way Black slavery was
interpreted until his views were challenged by researchers in the 1950s
(Stampp, 1956). Phillips was a respected authority on the antebellum
South and on slavery. His book, which became a historical classic, is
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essentially an apology for Southern slaveholders (Smith & Inscoe, 1993).
A new paradigm about slavery was developed in the 1970s that drew
heavily upon the slaves’ view of their own experiences (Blassingame,
1972; Gutmann, 1976).

During the late 19th and early 20th centuries, the American Indian
was portrayed in mainstream academic knowledge as either a noble or a
hostile savage (Hoxie, 1988). Other notions that became institutional-
ized within mainstream academic knowledge include the idea that
Columbus discovered America and that America was a thinly populated
frontier when the Europeans arrived in the late 15th century. In his influ-
ential paper, “The Significance of the Frontier in American History,”
Frederick Jackson Turner (1894/1989) argued that the frontier, which he
regarded as a wilderness, was the main source of American democracy.
Although Turner’s thesis is now criticized by revisionist historians, his
essay established a conception of the West that has been highly influen-
tial in American mainstream scholarship, in the popular culture, and in
schoolbooks. The conception of the West constructed by Turner is still
influential in the school curriculum and in textbooks.

These ideas also became institutionalized within mainstream aca-
demic knowledge: The slaves were happy and contented; most of the
important ideas that became a part of American civilization came from
Western Europe; and the history of the United States has been one of
constantly expanding progress and increasing democracy. African slaves
were needed to transform the United States from an empty wildness into
an industrial democratic civilization. The American Indians had to be
Christianized and removed to reservations in order for the United States
to become an industrialized nation.

Transformative Academic Knowledge

Transformative academic knowledge consists of concepts, paradigms,
themes, and explanations that challenge mainstream academic knowl-
edge and that expand the historical and literary canon. Transformative
academic knowledge challenges some of the key assumptions that main-
stream scholars make about the nature of knowledge. Transformative
and mainstream academic knowledge are based on different epistemo-
logical assumptions about the nature of knowledge, about the influence
of human interests and values on knowledge construction, and about
the purpose of knowledge.

An important tenet of mainstream academic knowledge is that it is
neutral, objective, and uninfluenced by human interests and values.
Transformative academic knowledge reflects postmodern assumptions
and goals about the nature and goals of knowledge (Foucault, 1972;
Rorty, 1989; Rosenau, 1992). Transformative academic scholars assume
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that knowledge is not neutral but is influenced by human interests, that
all knowledge reflects the power and social relationships within society,
and that an important purpose of knowledge construction is to help peo-
ple improve society (Code, 1991; Harding, 2012). Knowledge and its con-
struction are linked to action and the improvement of society to make it
more just and humane.

These statements reflect some of the significant ideas and con-
cepts in transformative academic knowledge in the United States:
Columbus did not discover America. The Indians had been living in the
Americas for about 40,000 years when the Europeans arrived. Concepts
such as “The European Discovery of America” and “The Westward
Movement” need to be reconceptualized and viewed from the perspec-
tives of different cultural and ethnic groups. The Lakota Sioux’s home-
land was not the West to them; it was the center of the universe. It was
not West for the Alaskans—it was South. It was East for the Japanese
and North for the people who lived in Mexico. The history of the
United States has not been one of continuous progress toward demo-
cratic ideals (Foner, 1998). Rather, the nation’s history has been charac-
terized by a cyclic quest for democracy and by conflict, struggle,
violence, and exclusion (Acufia, 2007; Zinn, 1980). A major challenge
for the United States is how to make its democratic ideals a reality for
all of its citizens.

Pedagogical Knowledge

Pedagogical knowledge consists of the facts, concepts, and generaliza-
tions presented in textbooks, teachers’ guides, and other forms of media
designed for instruction. Pedagogical knowledge also consists of the
mediation and interpretation of the information in instructional materi-
als and resources. The textbook is the main source of pedagogical knowl-
edge in schools in the United States (Apple & Christian-Smith, 1991).
Studies of textbooks indicate that these are some of the major themes in
pedagogical knowledge in the United States (C. A. M. Banks, in press;
Loewen, 1995):

1. America’s founding fathers, such as Washington and Jefferson, were
highly moral, liberty-loving men who championed equality and
justice for all Americans.

2. The United States is a nation with justice, liberty, and freedom for all.

3. Social-class divisions are not significant issues in the United States.

4. There are no significant gender, class, or racial divisions within U.S.
society.

5. Ethnic groups of color and Whites interact harmoniously in the
United States.
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TABLE 5.1 Types of Knowledge

Knowledge Type Definition

Personal/Cultural The concepts, explanations, and interpretations
that students derive from personal experiences
in their homes, families, and community
cultures.

Popular The facts, concepts, explanations, and
interpretations that are institutionalized within
the mass media and other institutions that are
part of the popular culture.

Mainstream Academic The concepts, paradigms, theories, and
explanations that constitute traditional
Western-centric knowledge in history and the
behavioral and social sciences.

Transformative Academic The concepts, paradigms, themes, and
explanations that challenge mainstream
academic knowledge and expand and
substantially revise established canons,
paradigms, theories, explanations, and research
methods. When transformative academic
paradigms replace mainstream ones, a scientific
revolution has occurred. What is more normal
is that transformative academic paradigms
coexist with established ones.

Pedagogical The facts, concepts, generalizations, and
interpretations that are presented in textbooks,
teacher’s guides, other media forms, and
lectures by teachers.

Table 5.1 summarizes the definition for each of the five types of
knowledge.

Transformative and Mainstream
Citizenship Education

Transformative citizenship education—which is rooted in transformative aca-
demic knowledge—enables students to acquire the knowledge, skills, and
values needed to challenge inequality within their communities, nation, and
the world, and to take actions to create just and democratic multicultural
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communities and societies (Banks, 2007). Transformative citizenship educa-
tion helps students to develop-decision making and social action skills that
are needed to identify problems in society, acquire knowledge related to
them, identify and clarify their values, and take thoughtful individual and/
or effective collective action (Banks & Banks, with Clegg, 1999).

Students must experience just and democratic schools, classrooms,
and public sites in order to internalize democratic values. Consequently,
the school and public sites such as museums and historical monuments
must be reconstructed in order to implement transformative citizenship
education. Existing power relationships are challenged and are not repro-
duced in transformative democratic classrooms and schools. Transforma-
tive citizenship education, which takes place in democratic schools, fosters
equality and recognition for students from diverse groups, and helps stu-
dents acquire the knowledge and skills needed to take action to make their
communities, the nation, and the world just places in which to live.

Mainstream citizenship education, which is grounded in mainstream
knowledge and assumptions, reinforces the status quo and the dominant
power relationships in society. It does not challenge or disrupt the class,
racial, and gender discrimination within educational institutions or soci-
ety. The emphasis in mainstream citizenship education is on memoriz-
ing facts about constitutions and other legal documents, learning about
various branches of government, and developing loyalty to the nation-
state. Critical thinking skills, decision making, and action are not impor-
tant components of mainstream citizenship education. It is practiced in
most social studies classrooms in many nations, including the United
States, Canada, and the United Kingdom.

Transformative Citizenship Education and Educational
Reform

Citizenship education must be transformed in order to help students to
acquire the knowledge, values, and skills needed to become cosmopoli-
tan citizens who have a commitment to act to make their communities,
nation, and the world more just and humane (Banks, 2007). A holistic
paradigm, which conceptualizes the school as an interrelated whole, is
needed to implement transformative citizenship education (see Figure
1.1 on page 2). Conceptualizing the school as a social system can help
educators develop effective reform strategies that can help students to
acquire the knowledge, attitudes, and values needed to participate in
reflective decision-making and citizen action (Newmann, 1975). Both
research and theory indicate that educators can successfully intervene to
help students increase their academic achievement (Lee, 2007) and
develop democratic attitudes and values (Banks & Banks, 2004; Stephan
& Vogt, 2004).
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Conceptualizing the school as a social system means that educa-
tors should formulate and initiate a change strategy that reforms the
total institutional environment in order to implement transformative
citizenship education that promotes social justice and human rights.
Reforming any one variable, such as curriculum materials and the for-
mal curriculum, is necessary but not sufficient. Multicultural and sensi-
tive teaching materials are ineffective in the hands of teachers who have
negative attitudes and low expectations for students from diverse eth-
nic, cultural, linguistic, and religious groups. Such teachers are likely to
use multicultural materials rarely or to use them in a detrimental way
when they do. Thus, helping teachers and other members of the school
develop democratic attitudes and values is essential when implement-
ing transformative citizenship education (Green, 2005).

Transformative Democratic Citizens

The goal of transformative citizenship education is to socialize students
who will become socially committed, active, and transformative citi-
zens. The characteristics of transformative citizens in a multicultural
democratic society are summarized in Figure 5.2. These citizens have

Democratic attitudes and
values towards diverse
racial, cultural, linguistic,
and religious groups.

The knowledge and skills
needed to function effect-
ively within his or her own
cultural group and within
other ethnic and cultural
groups in the nation and
within a global context.

The knowledge and skills
needed to engage in
deliberation and power
sharing with individuals
from diverse racial, ethnic,
cultural, and nationality
groups.

Clarified and Critical

Cultural, National, Regional, and Global Identifications

Action

The knowledge, commitment, and skill
to take effective personal and public action
to make his or her community, nation, and the
world more consistent with democratic values
such as justice and human rights.

FIGURE 5.2 Characteristics of the Effective Citizen in a Multicultural

Democratic Society
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democratic attitudes and values toward diverse groups, and the knowl-
edge and skills needed to function within their own cultural group as
well as within other ethnic and cultural groups in the nation, region,
and global community. They also have the knowledge and skills needed
to engage in deliberation and power sharing with individuals from
other racial, ethnic, cultural, linguistic, and religious groups. In addi-
tion, transformative citizens have clarified and reflective cultural,
national, regional, and global identifications as well as the knowledge,
commitment, and skills needed to act to promote social justice and
human rights within their local communities, nation, region, and the
global community.
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Knowledge Components

Eight characteristics of the multicultural school are described in Chapter 3
(see Table 3.1, page 42). Each of these elements must be reformed in order
to enable schools to create equal educational opportunities for all stu-
dents and to help students develop the knowledge, skills, and attitudes
needed to function effectively in a changing national and world society.
One of the eight characteristics of an effective multicultural school iden-
tified in Table 3.1 is positive teacher attitudes and behaviors. To acquire
the attitudes, perceptions, and behavior needed to actualize multicul-
tural education in their schools, teachers need a sound knowledge base
in multicultural education. This chapter describes the knowledge that
teachers need to master to be effective in multicultural classrooms and
schools.

The Four Knowledge Categories

To become effective multicultural teachers, teachers need the following:

. Knowledge of the major paradigms in multicultural education

. Knowledge of the major concepts in multicultural education

. Historical and cultural knowledge of the major ethnic groups

. Pedagogical knowledge about how to adapt curriculum and instruc-
tion to the unique needs of students from diverse cultural, ethnic,
linguistic, and social-class groups

W N =

This chapter focuses on the first three categories of knowledge.
Chapter 7 describes pedagogical knowledge.

76
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Multicultural Education Paradigms

A paradigm is an interrelated set of ideas that explain human behavior or
a phenomenon. It implies policy and action and has specific goals,
assumptions, and values. Paradigms compete with one another in the
arena of ideas and public policy.

Since the 1960s, several major paradigms have been formulated
explaining why many low-income students and students of color have
low levels of academic achievement (Banks & Park, 2010). Two of these
paradigms or explanations are the cultural deprivation paradigm and the
cultural difference paradigm. These two paradigms have very different
assumptions, research findings, and implications for teaching in multi-
cultural classrooms. Teachers who embrace the cultural deprivation para-
digm and those who embrace the cultural difference paradigm are likely
to respond differently to low-income students and students of color in
classroom interactions and to have different ideas about how to increase
their academic achievement. See Banks and Park (2010) for a discussion
of other paradigms.

The Cultural Deprivation Paradigm

Cultural deprivation theorists assume that low-income students do not
achieve well in school because of the culture of poverty in which they are
socialized. These theorists believe that characteristics such as poverty,
disorganized families, and single-parent homes cause children from low-
income communities to experience “cultural deprivation” and “irrevers-
ible cognitive deficits.”

Cultural deprivationists assume that a major goal of the school is to
provide “culturally deprived” students with cultural and other experi-
ences that will compensate for their cognitive and intellectual deficits.
These theorists believe that low-income students can learn the basic
skills taught by the schools but that these skills must be taught using
behaviorist methods and strategies.

Cultural deprivation theorists see the major problem as the culture
of the students rather than the culture of the school. Teachers and admin-
istrators who embrace the cultural deprivation paradigm often blame the
victims for their problems and academic failure (Bomer, Dworin, May, &
Semingston, 2008; Payne, 1996). They assume that low-income students
and students of color often do poorly in school because of their cultural
and social-class characteristics, not because they are ineffectively taught.
They believe that the school is limited in what it can do to help these
students achieve because of the culture in which they are socialized.
Advocates of this paradigm focus on changing the student rather than
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on changing the culture of the school to enable it to focus on the cultural
strengths of students from diverse groups.

The Cultural Difference Paradigm

Unlike cultural deprivation theorists, cultural difference theorists reject
the idea that low-income students and students of color have cultural
deficits. They believe that ethnic groups such as African Americans,
Mexican Americans, Asian Americans, and Native Americans have
strong, rich, and diverse cultures (Alim & Baugh, 2007; Au, 2011; Gay,
2010). These cultures consist of languages, values, behavioral styles, and
perspectives that can enrich the lives of all Americans. Low-income stu-
dents and students of color fail to achieve in school not because they
have culturally deprived cultures but because their cultures are different
from the culture of the school and the mainstream culture most valued
by society (Ladson-Billings, 1994).

Cultural difference theorists believe that the school and inequality
within the larger society—rather than the cultures of low-income stu-
dents and students of color—are primarily responsible for the low aca-
demic achievement of low-income students and students of color (Au,
2011; Convertino, Levinson, & Gonzdlez, 2013). The school must change
in ways that will allow it to respect and reflect the cultures of low-income
students and students of color and at the same time use teaching strate-
gies that are consistent with their cultural characteristics. Culturally sen-
sitive and enriched teaching strategies will motivate low-income students
and students of color and will enable them to achieve at high levels
(Boykin, 2012). The schools, argue cultural difference theorists, often fail
to help low-income students and students of color to achieve because
schools frequently ignore or try to alienate them from their cultures and
rarely use teaching strategies that are consistent with their lifestyles. Cul-
tural difference theorists frequently cite research that shows how the
culture of the school and the cultures of low-income students and stu-
dents of color differ in values, norms, and behaviors (Howard, 2010;
Irvine & York, 1995; Nieto, 2010).

Much of the research developed by cultural difference theorists
focuses on the language and learning characteristics of students of color.
Linguists such as Alim and Baugh (2012) and Hudley and Mallinson
(2011) have described Black English, or Ebonics (the version of English
spoken by many African Americans), as a rich version of English that is
logical, consistent in style and usage, and very effective in communicat-
ing a sense of kinship and unity among African Americans. Many teach-
ers, however, view Black English negatively. Sociolinguists urge teachers
to view Black English from a positive perspective and to use it as a vehicle
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to help its speakers to learn standard English as an alternative dialect, not
as a replacement for their first language (Hudley & Mallinson, 2011).
Cultural difference theorists also advise teachers to view other languages
spoken by their students, such as Spanish and Vietnamese, as strengths
rather than as problems to be overcome (Valdés, Capitelli, & Alvarez,
2011; Varghese & Stritikus, 2013).

Research by cultural difference theorists such as Au (2011), Mahiri
(2011), Gay (2010), and Ladson-Billings (1994) indicates that most African
American, Hispanic, Native American, and Native Hawaiian students have
some learning and cultural characteristics that are inconsistent with the
school culture. This research indicates, for example, that Mexican American
students tend to be more field sensitive than do mainstream White
students. The learning and affective characteristics of field-sensitive and
field-independent students differ in a number of significant ways (Ramirez
& Castaneda, 1974). Field-sensitive students tend to like to work with oth-
ers to achieve a common goal. They are more sensitive to the feelings and
opinions of others than are field-independent students, who prefer to
work independently and to compete and gain individual recognition.

Learning style theory is often misinterpreted and misused by teach-
ers and other school practitioners (Hollins, 2012; Irvine & York, 19995). It is
often interpreted to mean that if a student is Latino or African American,
she will have a field-sensitive learning style. This kind of thinking results
in the formation of new stereotypes about students from diverse racial,
ethnic, and language groups. Although some groups of African American
and Latino students are more likely to have field-sensitive learning charac-
teristics than are some groups of mainstream Anglo students, all kinds of
learning styles are found among all groups of students. Educators should
keep the complexity of group characteristics in mind when they read stud-
ies or theories about learning styles. Learning style theory is harmful when
it is oversimplified by teachers and other school practitioners.

Concepts in Multicultural Education

Concepts are important ideas that scientists use to classify and categorize
information, data, and ideas (see Chapter 7). The heart of a discipline or
field of study is its key concepts, generalizations, and principles. Culture
is a major concept in multicultural education. We now examine culture
and two related concepts: macroculture and microculture.

Culture

There are many different definitions of culture, but there is no single defi-
nition that all social scientists would heartily accept. Culture can be
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defined as the way of life of a social group—the total human-made envi-
ronment (Convertino et al., 2013; Erickson, 2012; Geertz, 1995).
Although culture is often defined in a way that includes all the material
and nonmaterial aspects of group life, most social scientists today empha-
size the intangible, symbolic, and ideational aspect of culture.

The values, symbols, interpretations, and perspectives are what dis-
tinguish one people from another in modernized societies, not artifacts,
material objects, and other tangible aspects of human societies. Values,
norms, and perspectives distinguish ethnic groups such as Native Ameri-
cans, African Americans, and Jewish Americans rather than the foods
they eat or the clothes they wear. The essence of an ethnic culture in a
modernized society such as the United States is its unique values, beliefs,
symbols, and perspectives. Consequently, when teachers teach about
groups such as Native Americans and Mexican Americans by having the
students build teepees or eat tacos, they have missed the essence of the
cultures of these groups and given the students misleading and distorted
conceptions of their cultures.

Cultures are dynamic, complex, and changing. When teaching about
the cultures of groups such as African Americans, Jewish Americans, and
Japanese Americans, the teacher should be careful to help students to
understand how such factors as time of immigration, social class, region,
religion, gender, exceptionality, and education influence the behaviors
and values of both individuals and subgroups within an ethnic group. An
East Coast, upper-middle-class, college-educated Chicana (Mexican Amer-
ican female) whose family has been in the United States since the early
1900s will differ in significant ways from a male Mexican migrant worker
in California who has lived in the United States less than two decades.

Teachers should help students to understand the complex charac-
teristics of ethnic groups in order to prevent students from developing
new stereotypes when ethnic groups are studied in school. Any discus-
sion of the general characteristics of an ethnic group should be mediated
by a consideration of how individual members of the group may differ
from the group norms and characteristics in significant ways. Table 6.1
describes some of the key variables on which individuals within an eth-
nic or cultural group may differ.

Macroculture and Microculture

The concept of culture as formulated by most social scientists does not
deal with variations within the national culture or the smaller cultures
within it. However, when dealing with multicultural education, it is nec-
essary to describe variations within the national culture because multi-
cultural education focuses on equal educational opportunities for
different groups within the national culture. Two related concepts can
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TABLE 6.1 Variables Within Ethnic Groups on Which Individuals Differ

Levels of
Variables Understandings and Behavior Competency

1234567

Values and The ability to understand and -
Behavioral Styles interpret values and behavioral

styles that are normative within the

ethnic group.

The ability to express values

behaviorally that are normative

within the ethnic group.

The ability to express behavioral
styles and nuances that are normative
within the ethnic group.

Languages The ability to understand, interpret, -
and Dialects and speak the dialects and/or
languages within the ethnic culture.

Nonverbal The ability to understand and -
Communications accurately interpret the nonverbal

communications within the ethnic

group.

The ability to communicate

accurately nonverbally within the

ethnic group.

Cultural The ability to perceive and «—>
Cognitiveness recognize the unique components

of one’s ethnic group that

distinguish it from other

microcultural groups within the

society and from the national

macroculture.

The ability to take actions that
indicate an awareness and
knowledge of one’s ethnic culture.

Perspectives, The ability to understand and D
Worldviews, interpret the perspectives,

and Frames of worldviews, and frames of reference

Reference normative within the ethnic group.

The ability to view events and
situations from the perspectives,
worldviews, and frames of reference

normative within the ethnic group. )
(continued)
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TABLE 6.1 Continued

Levels of
Variables Understandings and Behavior Competency
Identification The ability to have an identification @~—<4+———»

with one’s ethnic group that is subtle
and/or unconscious.

The ability to take overt actions that
show conscious identification with
one’s ethnic group.

Source: James A. Banks (2006). Cultural Diversity and Education: Foundations, Curriculum,
and Teaching (Sth ed.). Boston: Pearson, p. 82. Reprinted with permission.

help us deal with cultural variation within the national culture. We can
call the national or shared culture of the nation-state or society the big
culture, or macroculture. The smaller cultures that constitute it can be
called microcultures.

Every nation-state has overarching values, symbols, and ideations
that are to some degree shared by all microcultures. Various microcul-
tural groups within the nation, however, may mediate, interpret, reinter-
pret, perceive, and experience these overarching national values and
ideals differently.

National, overarching ideals, symbols, and values can be described
for various nation-states. Myrdal (1944), the Swedish economist, identi-
fies values such as justice, equality, and human dignity as overarching
values in the United States. He calls these the American creed values.
Myrdal also describes the “American dilemma” as an integral part of U.S.
society. This dilemma results from the fact that even though most U.S.
citizens internalize American creed values, such as justice and human
dignity, they often violate them in their daily behavior. Myrdal con-
cludes that a tremendous gap exists between American democratic ideals
and American realities, such as racism and sexism. Other U.S. overarch-
ing values include the Protestant work ethic, an individualistic versus a
group orientation, distance, and materialism and material progress.

Historical and Cultural Knowledge
of Ethnic Groups

Teachers need a sound knowledge of the history and culture of ethnic,
linguistic, and religious groups in order to successfully integrate ethnic
content into the school curriculum (Acufia, 2007; Foner, 2010;
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TABLE 6.2 Key Concepts to Guide the Study of Ethnic and Cultural Groups

. Origins and immigration

. Shared culture, values, and symbols

. Ethnic identity and sense of peoplehood

. Perspectives, worldviews, and frames of reference
Ethnic institutions and self-determination

. Demographic, social, political, and economic status
. Prejudice, discrimination, and racism

. Intraethnic diversity

. Assimilation and acculturation

. Revolution

. Knowledge construction
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Lomawaima & McCarty, 2006; Marable, 2011; Painter, 2006, 2010; Snipp,
2012; Touré, 2011). However, factual knowledge about ethnic groups is
necessary but not sufficient. This knowledge needs to be organized and
taught with key concepts (e.g., powerful ideas), themes, and issues in the
experiences of ethnic, cultural, and linguistic groups. The experiences of
diverse groups in the United States can be viewed and compared using
the eleven powerful key concepts and ideas summarized in Table 6.2. In
the following subsections, 1 describe 11 key concepts and discuss how
each can be used to view and study the experiences of selected ethnic
and cultural groups. Chapter 7 contains teaching units that describe how
to teach two of these concepts: knowledge construction and revolution.

Key Concepts for Studying the
Experiences of Ethnic and Cultural
Groups

1. Origins and immigration. When studying about an ethnic or cul-
tural group in the United States, it is important to examine its origins
and immigration patterns. Most groups in the United States came from
other lands. However, archeologists believe that Native Americans
entered North America by crossing the Bering Strait between 40,000 and
45,000 years ago. However, when studying about the origins of the first
Americans, it is important to point out to students that many Native
Americans believe that they were created in this land by the Great Spirit
(Hoxie, 1996). Both perspectives on the origins of Native Americans
should be presented and respected in the multicultural classroom.

The ancestors of the Mexican Americans are also natives to the
Americas. A new people were created when the Spanish conquistadors and
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the Indians of the Americas produced offspring, who were called mestizos.
When the United States acquired about one-third of Mexico’s territory at
the end of the United States—-Mexican War in 1848, about 80,000 Mexicans
became U.S. citizens (Acufia, 2007). Today, about half of the growth in the
Mexican population results from immigration; the other half is from new
births (U.S. Census Bureau, 2012).

2. Shared culture, values, and symbols. Most ethnic groups in the
United States, especially ethnic groups of color, have unique cultures and
values that resulted from an interaction of their original culture with the
host culture in the United States, from ethnic institutions created partly
as a response to discrimination, and from their social-class status. These
cultures are still in the process of formation and change. Consequently,
they are complex and dynamic. They cannot and should not be viewed
as static.

Examples of unique values and cultures of ethnic groups include
the strong family orientation of Italian Americans (McGoldrick, Giordano,
& Pearce, 1996), the strong identity with their tribe and kinship group
among Native Americans (Hirschfelder, 1995), and the group orienta-
tion of African Americans (White & Parham, 1990). Black English, a
version of English spoken by many African Americans, is also an exam-
ple of an ethnic cultural characteristic (Alim & Baugh, 2007; Hudley &
Mallinson, 2011).

3. Ethnic identity and sense of peoplehood. A shared sense of peo-
plehood and ethnic identity is one of the most important characteristics
of ethnic groups in the United States (Brayboy & Villegas, 2012; Cross,
2012; Lomawaima & McCarty, 2006). This shared sense of identity results
from a common history and current experiences. Ethnic groups tend to
view themselves and to be viewed by others as separate and apart from
other groups in society and as “imagined communities” (Anderson,
1991). In the case of ethnic groups of color, such as African Americans
and Mexican Americans, their shared sense of identity and peoplehood
is reinforced by the racial discrimination they experience. The shared
sense of identity of an ethnic group can and often does extend beyond
national boundaries. The ethnic groups often view the members of their
groups as a diaspora spread out into various parts of the world. Most Jews
in New York and London share feelings about the Holocaust (Dershowitz,
1997; Jacoby, 2000). Most African Americans strongly identify with the
struggle of the Blacks in South Africa and with Blacks in Brazil, which has
the largest population of Blacks outside of Africa (Telles, 2004).

4. Perspectives, worldviews, and frames of reference. Members of
the same ethnic group often view reality in a similar way and differently
from other groups within a society. This results largely from their shared
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sense of peoplehood and identity previously described. Most Latinos in
the United States tend to have positive views toward bilingual education
and believe that their children should be able to speak both Spanish and
English (Gandara & Hopkins, 2010). However, because Latinos in the
United States have diverse histories, origins, and social classes, there is a
range of views on every issue within Latino communities, including
bilingual education. Two noted Latinos who compellingly express con-
servative views on a range of issues, including bilingual education, are
Richard Rodriguez (1982) and Linda Chavez (1991).

5. Ethnic institutions and self-determination. Many ethnic institu-
tions were formed by groups in the United States in response to discrimi-
nation and segregation. Examples are African American churches (Battle,
2006), schools, colleges, and insurance companies; and Japanese and
Jewish social organizations. Many of these institutions continue to exist
today because they help ethnic groups satisfy unique social, cultural, and
educational needs. Other ethnic institutions—such as the National Asso-
ciation for the Advancement of Colored People, the Anti-Defamation
League of B'nai B'rith, the League of United Latin-American Citizens,
and the Japanese American Citizenship League—were formed to work for
the civil rights of specific ethnic groups and to fight discrimination.

6. Demographic, social, political, and economic status. When
acquiring knowledge about ethnic groups in the United States, their cur-
rent demographic, social, political, and economic status need to be deter-
mined. The economic profile of Filipino Americans was one of the lowest
in the United States in the 1960s. However, they now have a high eco-
nomic status, primarily because of the large number of professional
workers that immigrated to the United States from the Philippines dur-
ing the 1970s and 1980s (Takaki, 1989). The population of Asians and
Hispanics in the United States increased significantly between 2000 and
2010. Asians increased from 10.1 million to 14.4 million, which makes
them 4.7 percent of the U.S. population. Hispanics increased from 35.3
million in 2000 to 50.5 million in 2010, making them 16.3 percent of the
U.S. population. The African American population increased only slightly
between 2000 and 2010, from 33.9 million to 37.6 million, which makes
them 12.2 percent of the U.S. population (Mather et al., 2011).

The economic and educational status of an ethnic group can
change. For example, there was significant improvement in the eco-
nomic and educational status of African Americans and Hispanics dur-
ing the 1960s and 1970s. However, during the 1980s these groups lost
ground in both economic and educational status. Although they expe-
rienced gains during the 1990s, the poverty rates among African Amer-
icans and Hispanics are still significantly higher than among Whites.
In 2010, the poverty rate for non-Hispanic Whites was 9.9 percent,
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compared to 27.4 percent for African Americans and 26.6 percent for
Hispanics (DeNavas-Walt, Proctor, & Smith, 2011).

7. Prejudice, discrimination, and racism. Whenever groups with
different racial, ethnic, and cultural characteristics interact, ethnocen-
trism, discrimination, and racism develop (Rose, 2012). When discrimi-
nation based on race becomes institutionalized within a society and the
dominant group has the power to implement its racial ideology within
these institutions, institutional racism exists. Groups such as African
Americans, Native Americans, Asian Americans, and Latinos have been
historically—and are today—victims of institutional racism in the United
States. However, racism today is much more subtle and less blatant than
it was prior to the civil rights movement of the 1960s and 1970s. Some
of the most blatant forms were eradicated during that period, largely in
response to the civil rights movement.

Prejudice, discrimination, and racism are important concepts for
understanding the experiences of ethnic groups in the past, present, and
tuture, not only in the United States but also in nations throughout the
world (Banks, 2009Db).

8. Intraethnic diversity. Even though ethnic groups share a culture,
values, a sense of identity, and a common history, there are tremendous
differences within ethnic groups. These important differences must
always be kept in mind when we study an ethnic group (see Table 6.1). If
not, we may create new stereotypes and misconceptions. These differ-
ences result from such factors as region (e.g., whether rural or urban),
social class, religion, age, gender, sexual orientation, and political affilia-
tion (see Figure 1.2 in Chapter 1, page 3). While it is important to recog-
nize that ethnic groups share many important characteristics, keep in
mind that we are describing groups, not individuals. An individual may
embrace all or hardly any of the dominant characteristics of his or her
ethnic group. This individual may also have a strong or a weak identity
with his or her ethnic group.

9. Assimilation and acculturation. When an ethnic or cultural group
assimilates, it gives up its characteristics and adopts those of another
group (Zhou, 2012). Acculturation describes the process that occurs
when the characteristics of a group are changed because of interaction
with another cultural or ethnic group. When acculturation occurs, the
interacting groups exchange cultural characteristics; thus, both are
changed in the process.

Assimilation and acculturation are important for understanding the
experiences of ethnic groups in the United States and the world. In most
societies, the dominant ethnic or cultural group expects other groups to
adopt its language, culture, values, and behavior. Moreover, the dominant
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group within a society is usually at least partially successtul in getting
other groups to adopt its culture and values because of the power that it
exercises. Cultural conflict usually develops within modernized societies
when ethnic minority groups hold on to many of their important cultural
characteristics or when they are denied full participation in the dominant
society after they have largely culturally assimilated. The dominant cul-
tural group within a society—such as the Anglo-Saxon Protestants in the
United States—often adopt cultural traits from ethnic groups of color, such
as African Americans and Native Americans, without acknowledging them
or giving them appropriate public recognition. The contributions that Afri-
can Americans and Native Americans have made to American literature,
government, and music are rarely acknowledged fully (Weatherford, 1991).

In her work, Zhou (2012) uses the concept of segmented assimilation
to describe the ways in which various ethnic groups assimilate into dif-
ferent segments or subcultures within society. The classic definitions of
assimilation, such as the one developed by Gordon (1964), assumed that
new immigrant groups would assimilate into the mainstream ethnic and
cultural group. Segmented assimilation describes the ways in which new
immigrant groups may assimilate into various social-class and ethnic
subsocieties within the nation. For example, new immigrants from
Mexico may assimilate into a lower-class ethnic subsociety within the
United States rather than into the Anglo middle-class mainstream. Seg-
mented assimilation was first introduced in an article written by Alejandro
Portes and Min Zhou in 1993.

10. Revolution. A political revolution occurs when a fundamental
change takes place in the leadership of a society (Brinton, 1962; Marshall,
1994), usually through violent upheaval and armed conflict. Other basic
changes within a society, which often take place over a long period, are
also described as revolutions, such as the industrial and agricultural revo-
lutions. These latter revolutions are gradual transformations of a society
rather than sudden changes. Revolution is an important concept for
understanding the history of most ethnic groups in the United States
because of the influence of revolutions on their past. Revolution is also
an important concept in the history of ethnic groups in the United States
because the ideas related to it—such as oppression, alienation, and hope
tor change—have been decisive in the history of U.S. ethnic groups as
well as in the history of ethnic groups in other nations (Arthur, Davies,
& Hahn, 2008; Kymlicka & Norman, 2000).

In 1680, an important American revolution occurred when the
Pueblo Indians in New Spain (New Mexico) rebelled against their Spanish
conquerors. Although the revolution was not successful in the long run
because the Pueblos were eventually reconquered by the Spaniards with
deadly vengeance, it is an important revolution in U.S. history.
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Students need to view a revolution from a multicultural perspective
to fully understand it because it can have different meanings for differ-
ent groups. For example, the American Revolution had different mean-
ings for Anglo Loyalists, Anglo Revolutionaries, various Native American
groups, and African Americans. Also, some ethnic groups fled to the
United States in search of freedom after revolutions had occurred in their
native lands. When Castro took control of Cuba in 1959, thousands of
Cubans sought refuge in the United States. The Cuban refugees who
came to the United States during and in the years following the Castro
revolution constitute the bedrock of the Cuban American community
(Olson & Olson, 1995).

11. Knowledge construction. When studying the history and contem-
porary experiences of ethnic and cultural groups in the United States, it
is important for students to understand how knowledge and interpreta-
tions are constructed. They also need to understand how cultural experi-
ences, biases, and values influence the knowledge construction process
(Banks, 1996). A transformative, multicultural curriculum also helps stu-
dents to construct their own interpretations. The constructivist approach
to teaching and learning is a key component of the transformative, mul-
ticultural curriculum.

When teachers engage students in knowledge construction, the stu-
dents are given opportunities to participate in building knowledge and
to construct their own interpretations of historical, social, and current
events. The knowledge construction approach to teaching is constructiv-
ist in orientation and is influenced by the work of the Russian psycholo-
gist Lev S. Vygotsky (1978).

Knowledge construction is influenced significantly by the group
experience of the knower. The knowledge constructed within a group is
incorporated into the group’s legends, myths, heroes, and heroines, and
it reflects the group’s values and beliefs. For example, the Battle of Little
Big Horn can be viewed as a noble defense of one’s homeland (the Native
American version) or as a vicious massacre of soldiers who were protect-
ing Anglo American pioneers (the dominant Anglo American view at the
time) (Garcia, 2011).

Knowledge construction is a powerful idea in multicultural educa-
tion because it can be taught in all disciplines and content areas. It can
be used to help students understand the values and assumptions that
underlie the base-10 number system in mathematics, the scientific
method in the natural and biological sciences, and literary interpreta-
tions in the language arts and humanities. Knowledge construction is
also a powerful idea that can guide the development of activities and
teaching strategies that will enable students to build their own interpre-
tations of the past, present, and future.
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Teaching with Powerful Ideas

Can you list all of the major battles that occurred during the American
Revolution or name each of the 50 state capitals? If you are like most
people, you can’t. Research indicates that people forget a very large per-
centage of the facts they learn (Greeno, Collins, & Resnick, 1996). What
most people remember about the American Revolution is not all of the
major battles that occurred but the major reasons the revolution took
place and what happened when it ended.

Most people can remember that many state capitals are located in
smaller cities rather than in the largest city within a state. Albany, rather
than New York City, is the capital of New York; Springfield is the capital of
linois, not Chicago; Olympia is the capital of Washington, not Seattle.

People tend to remember big, powerful ideas rather than factual
details. Big ideas are not only remembered longer, but they also help
people gain a better understanding of events and phenomena, categorize
and classify observations, and transfer knowledge from one situation to
another.

The Conceptual Approach

The big, powerful ideas that people tend to remember and that facilitate
understanding and transfer of knowledge are called concepts and general-
izations (Banks & Banks, 1999). In the conceptual approach to teaching,
the curriculum as well as units and lessons are organized around key con-
cepts and generalizations from the various disciplines and subject areas.
These powerful ideas help students to organize and synthesize large
amounts of data and information (Taba et al., 1971) and to understand
the fundamental ideas of disciplines and school subjects, which Bruner
(1960) called “structure” in his classic book The Process of Education.

89
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The Categories of Knowledge

In order to develop and teach a multicultural curriculum that focuses on
powerful concepts and ideas, you need to understand the knowledge
categories and their interrelationships: facts, concepts, and generaliza-
tions. Facts are low-level, specific empirical statements. Concepts are
words or phrases that enable people to categorize or classify a large class
of observations and thus to reduce the complexity of their world. Gener-
alizations are tested or verified statements that contain two or more con-
cepts and state how they are related. Table 7.1 contains examples of facts,
concepts, and generalizations.

Generalizations in this book are very similar to what Wiggins and
McTighe (1998) call “big ideas.” Generalizations are big ideas that con-
tain powerful concepts. Wiggins and McTighe maintain that understanding
requires that students explore, question, play with, and use big ideas in
realistic contexts. Understanding also requires them to rephrase big ideas
and verify them as important. The statements below are examples of
generalizations or big ideas:

e Throughout history, all societies have used magic, religion, or science
to explain unknown phenomena.

e When a historically marginalized group within a nation experiences
events that cause their expectations to rise, protest, rebellions, or
revolutions are likely to occur.

TABLE 7.1 The Categories of Knowledge

Concept: Social Protest

Fact: On February 1, 1960, the sit-in movement designed to end racially
segregated accommodation facilities began when a group of African American
students sat down at a lunch counter reserved for Whites at a Woolworth'’s
store in Greensboro, North Carolina.

Lower-Level Generalization: The sit-in movement, boycotts, and the Black
Power movement were part of a larger movement in the 1960s and 1970s
whose goal was to end institutionalized racism and discrimination.

Intermediate-Level Generalization: The civil rights movement in the United
States spread as women, people with disabilities, and gays and lesbians started
organized movements to end discrimination against their respective groups.

High-Level/Universal Generalization: When a group perceives itself as
oppressed and believes that there is a possibility for a change and reform, it
will initiate organized protest and resistance.
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The discussion of concepts and generalizations is succinct and brief
in this book. Readers who would like a more detailed discussion of
knowledge categories as well as historical overviews of the major U.S.
ethnic groups are referred to Teaching Strategies for Ethnic Studies (Banks,
2009b).

A Conceptual Multicultural Curriculum

To build a conceptual, multicultural curriculum, it is necessary to choose
higher-level powerful concepts such as culture, power, socialization,
protest, and values as organizing concepts. One of the best conceptual
curricula was developed by Hilda Taba and her colleagues (Taba et al.,
1971). It is a social studies curriculum designed for Grades 1 through 8.
The Taba Social Studies Curriculum is organized around these powerful
organizing concepts: causality, conflict, cooperation, cultural change,
differences, interdependence, modification, power, societal control,
tradition, and values.

Powerful organizing concepts for an interdisciplinary multicultural
curriculum may be discipline specific, such as culture from anthropology
and socialization from sociology. They may also be interdisciplinary, such
as modification and causality, used in the Taba Social Studies
Curriculum.

How to Develop a Multicultural
Conceptual Curriculum

1. Identify key concepts, such as ethnic diversity, immigration, and
assimilation, around which you will organize your curriculum.
When choosing concepts around which to organize your curricu-
lum, lessons, or units, keep the following criteria in mind:

a. The concepts should be powerful ones that can be used to orga-
nize a large quantity and scope of data and information.

b. The concepts should be ones that can be used to organize and
classify information from a range of disciplines and subject areas,
such as the social sciences, literature and the language arts, and,
when possible, the physical, natural, and biological sciences.
Ethnic diversity is such a concept (see Table 7.2).

c. Consider the developmental level of your students, in terms of
their chronological age, cognitive development, moral develop-
ment, and prior experiences with ethnic and cultural content.
Prejudice and discrimination are much more appropriate con-
cepts to teach young children than is racism.
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TABLE 7.2 Teaching Ethnic Diversity in All Subject Areas

Key Concept: Ethnic diversity

Key or Organizing Generalization: Most societies are characterized by ethnic
diversity.

Intermediate-Level Generalization: Ethnic diversity is an important characteristic
of the United States.

Lower-Level Generalizations:

Social Studies

The new wave of immigration to the United States since the 1960s has increased
ethnic diversity within it.

Language Arts

Ethnic diversity is reflected in the variety of language and communication
patterns in the United States.

Music

Ethnic diversity in the United States is reflected in its folk, gospel, and popular
music.

Drama

The plays written by U.S. authors of varying ethnic backgrounds have enriched
the national culture.

Physical and Movement Education

Dance and other forms of expressive movements in the United States reflect
the nation’s ethnic diversity.

Art

The visual arts in the United States reflect the nation’s rich ethnic makeup.
Home Economics and Family Living

Ethnic diversity in the United States is reflected in the nation’s foods and family
lifestyles.

Science

The diverse physical characteristics of the people in the United States reinforce
ethnic diversity.

Mathematics

Mathematical notations and systems in the United States reflect the contributions
of many different ethnic, racial, and cultural groups. This is rarely recognized.

Taba and her colleagues (1971, p. 28) recommend that the first
four questions guide the selection of key concepts for a conceptual
curriculum. I have added the fifth question.

(1) Validity: Do they adequately represent the concepts of the dis-
ciplines from which they are drawn?

(2) Significance: Can they explain important segments of the
world today and are they descriptive of important aspects of
human behavior?
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(3) Durability: Are they of lasting importance?

(4) Balance: Do they permit development of student thinking in
both scope and depth?

(5) Ethnic and cultural relevance: Do they help students to better
understand the experiences of ethnic groups in the United
States and around the world?

2. Identify key or universal generalizations related to each of the key
concepts chosen.

3. Identify an intermediate-level generalization for each of the key
concepts.

4. Identify a lower-level generalization related to the key generalization
for each of the subject areas in which the key concept will be taught.
The multicultural conceptual curriculum is interdisciplinary. Concepts
are selected that can be used to incorporate information and data
from several disciplines. The examples in Table 7.2 show ethnic
diversity being taught in each subject area. In actual practice, the
concepts are likely to be taught in only two or three subject areas at
the same time. Interdisciplinary teaching often requires team plan-
ning and teaching at the middle school level and beyond. Table 7.2
shows ethnic diversity being taught in each subject area to illustrate
the powerful potential of the conceptual approach to teaching.

5. Formulate teaching strategies and activities to teach the concepts
and generalizations. Teaching strategies for the following concepts
are described in the second part of this chapter: (a) the construction
of historical knowledge and (b) revolutions.

The Spiral Development of Concepts
and Generalizations

In a conceptual, multicultural curriculum, the key concepts and gener-
alizations identified are taught and developed at an increasing degree of
complexity and depth throughout the grades. New content samples are
used at each subsequent grade level to help students learn the concepts
and generalizations at an increasing degree of depth and complexity.
Figure 7.1 illustrates how social protest, a concept, is introduced in Grade
5 and is taught with increasing depth and complexity through Grade 12.

Social Science and Value Inquiry Skills

It is very important for students to master facts, concepts, and general-
izations, but it is just as important, if not more so, for them to gain pro-
ficiency in the processes involved in gathering and evaluating knowledge,
identifying the biases and assumptions that underlie knowledge claims,
and constructing knowledge themselves. An important goal of the
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Grade 12

Grade 11

Grade 10

Grade 9

Grade 8

Grade 7

Grade 6

Grade 5

Social Protest

FIGURE 7.1 Social Protest Is Taught at Grades 5 through 12 at an Increasing
Degree of Depth and Complexity

multicultural curriculum is to help students develop proficiency in
inquiry and thinking skills, such as stating research questions and prob-
lems, hypothesizing, conceptualizing, collecting and analyzing data, and
deriving generalizations and conclusions.

The steps of social science inquiry, following a model developed by
Banks (Banks & Banks, with Clegg, 1999), are illustrated in Figure 7.2.
Note that in the inquiry model, doubt and concern cause the inquirer to
formulate a problem. The problem that she formulates does not emanate
from a vacuum, but is shaped by her theoretical and value orientation.
Like the social scientist, the student will need to draw on knowledge to be
able to ask intelligent and fruitful questions. In social science inquiry,
theory is the main source of fruitful questions. While these are the basic
steps of social inquiry, they do not necessarily occur in the order illus-
trated above. Figure 7.2 indicates that generalizations in social science
are continually tested and are never regarded as absolute. Thus, social
inquiry is cyclic rather than linear and fixed.
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Doubt, Concern

!

Problem Formulation

l

— Formulation of Hypotheses Theory, Values

!

Definition of Terms, Conceptualization

!

Collection of Data

!

Evaluation and Analysis of Data

!

Testing Hypotheses:
Deriving Generalizations and Theories

)

Beginning Inquiry Anew

FIGURE 7.2 Model of Social Inquiry

Source: ]. A. Banks, and C. A. McGee Banks Teaching Strategies for the Social Studies:
Decision Making and Citizen Action, 5th Ed., (c) 1999, p. 68. Reprinted and Electronically
reproduced by permission of Pearson Education, Inc., Upper Saddle River, New Jersey.

Although knowledge and skills goals are very important, it is essen-
tial that a multicultural curriculum help students develop the skills
needed to reflect on their moral choices and to make thoughtful deci-
sions. I have developed a value inquiry model (described on page 109)
that can be used to help students develop value inquiry skills. Students
should be provided with opportunities to develop democratic values and
to act on their moral decisions. Values education is especially important
in multicultural education because prejudice and discrimination, which
multicultural education tries to reduce, are heavily value laden. The
moral dimension of multicultural education is discussed in the last part
of this chapter.
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Examples of Lessons Organized
With Powerful Concepts

Teaching About Historical Bias
and Knowledge Construction

The knowledge construction component of multicultural education
helps students understand how knowledge is constructed and how it is
influenced by the biases, experiences, and perceptions of historians and
other researchers (Code, 1991; Collins, 2000; Harding, 1991, 1998, 2012).
It also helps students to construct their own versions of the past, present,
and future. In knowledge construction lessons and units, students are
active participants in building knowledge rather than passive consumers
of the knowledge constructed by others. What follows is a unit written
by the author (Banks, with Sebesta, 1982) that is designed to teach junior
high students how knowledge is constructed in history and about how
historical interpretations are derived.

Columbus and the Arawaks

During the 15th century, Europeans wanted to find an easy way to reach Asia.
They wanted to trade with Asian merchants. Many Europeans knew that the
world is round. They believed they could reach Asia by sailing west.
Christopher Columbus, an Italian sailor and explorer, was one person who
wanted to prove that it could be done. For many years, he tried to find money
to sail west to reach Asia, also called the East Indies. Finally, King Ferdinand
and Queen Isabella of Spain agreed to support his voyage. On August 3, 1492,
Columbus sailed from Palos, Spain. His three small ships were called the Pinta,
the Niria, and the Santa Maria. On October 12, 1492, Columbus and his crew
landed on San Salvador in the Bahama Islands. The Bahama Islands are located
in what are now called the West Indies. We use that name because of the mis-
take Columbus made. He was sure he had landed near India. Even after other
European explorers visited America, people still believed that America was
part of the East Indies. This is why the Europeans called the Native Americans
“Indians.”

Columbus Writes About the Arawaks
In a letter that Columbus wrote in 1493, he tells of meeting with the people
he called Indians (Muzzey, 1915, p. 8).

They believed very firmly that I, with these ships and crews, came from the
sky. . . . Wherever I arrived they went running from house to house and to the
neighboring villages, with loud cries of “Come! Come to see the people from
Heaven!”
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Columbus Describes the Arawaks at San Salvador

Columbus kept a diary of his first voyage across the ocean. Here is what he
wrote about the Arawaks when he first met them on San Salvador (Jane, 1989,
pp. 23-24). Does he report facts only? Does he mix his own opinion with the
facts?

In fact, they took all and gave all, such as they had, with good will, but it
seemed to me that they were a people very deficient in everything. They all go
naked as their mothers bore them, and the women also, although I saw only
one very young girl. They do not bear arms or know them, for I showed to
them swords and they took them by the blade and cut themselves through
ignorance.

They should be good servants and of quick intelligence, since I see that
they very soon say all that is said to them, and I believe that they would easily
be made Christians, for it appeared to me that they had no creed. Our Lord
willing, at the time of my departure I will bring back six of them to Your High-
nesses, that they may learn to talk. I saw no beast of any kind in this island,
except parrots.

The Second Voyage of Columbus

Columbus sailed back to Spain on January 16, 1493. Later that same year, he
set off on his second voyage. This time he explored other islands, including
those now called Puerto Rico, the Virgin Islands, and Jamaica.

On his first trip, Columbus had established a trading post on the island of
Hispaniola, where Haiti and the Dominican Republic are now located. When he
returned to Hispaniola, he found that his trading post had been destroyed. This
is what had happened. The men Columbus had left in charge of the trading post
had been cruel to the Arawaks. The Arawaks became angry. One of them was a
man named Caonabo. He led a group of Arawaks who killed the Spaniards and
then destroyed the trading post. When Columbus discovered what had hap-
pened, he and his men attacked the Arawaks and defeated them. Caonabo was
sent to Spain for punishment.

Columbus’s Demands for Gold

Columbus set up a new trading post right away. It was very important for him
to find gold in America and send it back to Spain. He had to please the Spanish
king and queen.

Columbus did not really have any way of knowing how much gold there
was in Hispaniola. In order to get as much gold as possible, he devised a plan.
He told the Arawaks in the region yielding the gold that they must honor the
Spanish king. Every three months, all of the Arawaks 14 years old or older
had to give Columbus a small amount of gold dust. Each Arawak who gave
the gold wore a piece of brass or copper around his or her neck to prove that
the payment had been made. Any Arawak found without the neck ornament
was punished. There was not enough gold in Hispaniola to satisfy Columbus.
The Arawaks could not meet his demand for gold. Some tried to escape to the
mountains. Some became ill and died. Some starved. Some who could not pay
the gold were tortured and killed. Others were forced to work the land or were
sent in slavery to Spain.
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The Arawaks

What was life really like for the Arawaks? Their culture came to an end a cen-
tury after the Spaniards came to their home in the Caribbean Islands. But
archaeologists, using artifacts, are able to piece together the story of the
Arawaks.

An archaeologist named Fred Olsen (1974) studied Arawak artifacts.
From what he learned from these artifacts, he wrote a description of what an
Arawak community was probably like. He tried to tell what life was like for the
Arawaks in 1490, which was two years before Columbus came to San Salvador
in the Bahama Islands. Here is Fred Olsen’s description of what might have
happened during one day in an Arawak village:

Along the edge of the river men are mending fishing nets. Others are collecting
a shrub which contains a fish poison. One man is pounding the roots and
stems until they are in shreds like hemp. Some of this mass is thrown into a
large pool near the shore of the river. In a matter of minutes fish begin to rise
and float on the surface. Young boys wade in, gleefully picking up the fish and
bringing them ashore.

At the end of the village pottery is being made by the women. At one spot
a brush heap is slowly burning out and the pots lying on the embers are almost
fully fired. A few more branches are put on the fire to finish baking the pots.

Nearby two women are kneading the reddish plastic mass they have
brought from the valley where good potter’s clay is found not far from the
river. Small amounts of water and sand are being added until the clay has the
desired consistency. Experienced hands roll long rods of clay, about the thick-
ness of a finger, which they coil layer by layer until the basic pot shape is
formed. Smooth disks of stone, which they have picked up on the beach, are
held snugly in the palm of the hand and the coils rubbed down until the ridges
disappear and the bowl takes on a satinlike surface on both the outside and
inside walls. (p. 218)

When Columbus first came to the Caribbean Islands in 1492, there
were about three hundred thousand Arawaks living there. One hundred years
later, almost none remained. Forced labor and diseases destroyed most of the
Arawaks.

The Last Journeys of Columbus
Columbus made his two final journeys in 1498 and 1502. During these voyages,
he sailed along the coast of Central America and South America. Columbus died
in 1506, still thinking he had reached the Indies. He never knew that he had
explored the continent of America.

In this unit, you have read about the landing of Columbus in America,
and the effect he and other Spaniards had on the Arawaks. In the next chapter,
you will read about other European explorers who came to America.

What Do You Think?
1. Columbus wrote in his diary that he thought the Indians had no reli-
gious beliefs. You read about Arawak life in the report by Fred Olsen. Do
you think Columbus was correct? Why?
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2. Accounts written by people who took part in or witnessed (saw) an his-
torical event are called primary sources. Can historians believe everything
they read in a primary source? Explain.

Things to Do
1. Be an Arawak in 1492. Working with three other classmates, write a
response to Columbus’s account on page 97.
2. Working in a group with three other students, and using the documents
in this unit as your source, write your own account of the Columbus-
Arawak encounter. Then answer these questions:

a. In what ways is your account limited?

b. What can you do that would make your account less limited?

c. Are historical accounts always limited no matter how many docu-
ments, artifacts, and resources the historian has? Why or why not?

d. What conclusions can you make about the writing of historical
accounts based on this activity?

3. Carl Becker, the famous historian, said that every person was his or her
own historian. What did he mean? To what extent is his statement
accurate?

Source: Originally published in James A. Banks, with Sam L. Sebesta (1982). We Americans:
Our History and People (Vol. 1, pp. 35-43). Boston, MA: Allyn & Bacon. Reprinted with the
permission of Sam L. Sebesta.

Teaching About Revolutions Using
Social Science Inquiry

Social Science Inquiry

In the unit on revolutions described below, Ms. Garcia, a senior high school
social studies teacher, uses the inquiry model illustrated in Figure 7.2 (page 95)
to teach a powerful concept: revolution. She uses three American revolutions as
content samples: (1) the Pueblo Revolution in 1680, in which the Pueblo
tribes of New Mexico revolted against the Spanish; (2) the revolution in the
British Colonies (1776); and (3) the Mexican Revolution of 1810.

Creating Doubt and Concern: Motivating Students

Ms. Garcia starts the unit by having the class play the simulation game, Star-
power (Shirts, 1969). In this game, after a round of trading chips, the players
are divided into three groups according to the number of points they have:
the squares (with the most points), the circles (with the least points), and the
triangles (those in between). Ms. Garcia then distributes the chips in such a
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way that, without the players knowing it, will keep the squares ahead of the
other two groups.

A highly stratified society is created with little opportunity for mobility.
When they are in a clearly dominant position, Ms. Garcia gives the squares the
power to make the rules of the game. They make rules that help to keep them-
selves in power. The circles and the triangles become very angry and frustrated
and call the rules dictatorial and fascist. The frustrations become so high that
the game ends in a revolt against the rules and the squares.

Formulating Questions and Hypotheses

Ms. Garcia uses the simulation game as a vehicle to start the unit on revolu-
tions and to get the students to formulate questions related to the rise of pre-
revolutionary conditions in a society. She asks the students the following:

1. Why did the circles and the triangles become so angry and frustrated?
2. Have you ever had a real-life experience in which you felt this way? If so,
what was it? Why did you feel that way? What did you do about it?

3. How did the simulation game end? Why did it end that way?
4. Can you think of examples of people and groups in history and in modern
times who felt the way the triangles and circles felt at the end of the game?

Through questions and cues, Ms. Garcia gets the students to discuss these
examples: (1) the Pilgrims in 17th-century England, who were opposed to the
Church of England; (2) the American colonists in the late 1700s, who were angry
with Britain about taxation without representation; (3) the Cherokee Indians in
the Southeast in the 1830s, who were forced to move from their homeland to
Oklahoma; (4) the Jews in Germany in the 1930s and 1940s, who experienced
discrimination and persecution; and (5) African Americans in the South during
the 1950s and 1960s, who experienced discrimination.

Ms. Garcia asks, What kinds of conditions made these groups angry?
(Ms. Garcia is trying to get the students to state hypotheses about conditions
that can lead to anger and rebellion.) The class keeps a list of its statements
about the kinds of conditions that made these groups so angry.

Ms. Garcia asks the students to list some things that individuals and
groups might be able to do when they feel like the triangles and the circles, as
did the Jews in Germany in the 1930s and 1940s, or the American colonists in
1776. The students state that these groups might (1) let the authorities know
how unhappy they are, (2) try to change the laws and rules, or (3) migrate to
another place or nation.

Ms. Garcia then asks, What if none of these options is possible? What if
none of them helps to improve the conditions of those who feel mistreated?
Then what might they do? Through continual questioning, cues, and exam-
ples, Ms. Garcia helps the students to state that if all efforts fail to improve
their conditions, then groups might try to overthrow the government, if cer-
tain conditions prevail.

Ms. Garcia tells the class that, depending on many conditions within a
society, a group that feels mistreated may do many different things, including
start a protest movement, migrate, start riots, and in certain cases, try to
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overthrow the government. She points out that in most of the examples the
class discussed, the groups did not try to overthrow the government. She asks,
What particular conditions do you think must exist before a group that is very
angry tries to overthrow the government? (Ms. Garcia is trying to get the stu-
dents to hypothesize about the causes of revolutions.) The class keeps a list of
the hypotheses it states.

Ms. Garcia asks the students to give their ideas about what they think
happens when the old government is overthrown and a new government is
established. (Ms. Garcia is trying to get the students to state hypotheses about
what happens when a revolution occurs and a new government is established.)
The class keeps a record of its hypotheses.

Ms. Garcia helps the students to summarize the major questions they
have raised and will study during the unit:

1. What kinds of things make groups very angry within a nation or
society?

2. What kinds of things do groups do when they are very angry about the
way in which the government and officials of a nation are treating them?

3. Under what conditions will groups try to overthrow the government

when they feel angry and mistreated?

What happens when the government is overthrown?

Does the new government remove the conditions that cause the old

government to be overthrown?

el

Defining Concepts
Ms. Garcia tells the class that it has discussed two major ideas that social scien-
tists use specific concepts to describe. The powerlessness and frustration that
the triangles and circles felt at the end of the simulation is called alienation by
sociologists. Alienated individuals and groups feel that they cannot control
their destiny nor have any significant influence on the important events within
their society (Marshall, 1994). She tells the students that when the government
of a nation is suddenly overthrown and a new government is established, a
revolution has taken place. Ms. Garcia gives the students Crane Brinton’s (1962)
definition of a revolution: “The drastic, sudden substitution of one group in
charge of the running of a territorial political entity for another group” (p. 4).
Ms. Garcia tells the class that the word revolution is used in many dif-
ferent ways. (Ms. Garcia gives examples of it, meaning a complete change
in something.) She says that in this unit it will be used to mean the sudden
replacement of one government by another.

Collecting Data

Ms. Garcia decides to use a combination of lectures, class discussions, and
small groups to present and gather data. Drawing on materials primarily from
the French Revolution of 1789, Ms. Garcia presents several lectures in which
she sketches some of the major reasons that revolutions develop, some of
their major characteristics, and what often happens in the postrevolutionary
period. Each of her lectures is followed by a discussion session in which she
asks the students higher-level questions that help them to develop concepts
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and generalizations about the characteristics of a revolutions and the condi-
tions under which they occur.

Ms. Garcia divides the class into three groups to do independent research
on three American revolutions: the Pueblo Revolution in 1680; the Revolu-
tion in the English Colonies in 1776; and the Mexican Revolution in 1810.
The class develops the data retrieval chart in Table 7.3 to guide the research
of each group.

Ms. Garcia also plans some total class data-gathering activities in addi-
tion to her lectures. The students read Chapters 1, 2, and 9 in The Anatomy of
Revolution by Crane Brinton (1962). In this book, Brinton derives generalizations
about revolutions by analyzing four: the English (1649), the American (1776), the
French (1789), and the Russian (1917). The students also read George Orwell’s
(1946) Animal Farm, a disguised political satire of the Russian Revolution.

Evaluating Data and Deriving Generalizations

When the three research groups collect their data, they analyze the results, mak-
ing sure that they answer all of the questions in Table 7.3. Each of the three

TABLE 7.3 Data Retrieval Chart on Revolutions

Pueblo American Mexican
Revolution Revolution Revolution
Questions 1680 1776 1810

Who were the people
or groups in power?

What people or groups
wanted power?

What were the
major causes of the
revolution?

What incident(s)
triggered the
revolution?

What was gained or
lost and by whom?

What happened
immediately
afterward?

What happened in
the long run?
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groups presents its findings to the class in a different format. The group that
studies the Pueblo Revolution presents its findings to the class in the form of a
dramatization. A narrator describes the highlights of the revolution as the other
students in the group act them out. This group describes how the Pueblo Revo-
lution ultimately failed when the Pueblos were reconquered by the Spanish:

Pope was dead. The Pueblo tribes had tired of fighting. They were ill and hun-
gry. Vargas brought an army of less than a hundred soldiers to Santa Fe in 1692.
Tall, sure of himself and quiet in his manner, he took the town without fight-
ing. Then he went from pueblo to pueblo convincing the Indians once again to
accept Spanish rule, never firing a shot. In this way he “conquered” 73 Pueblos
for the Spanish.

The English Colonies group prepares a striking mural that depicts the
major events in that revolution. The students share this mural when making
their class presentation. The Mexican Revolution group presents its findings
to the class in a panel discussion.

During and after each group’s presentation, using the data retrieval chart
in Table 7.3, the class formulates generalizations about the three revolutions. The
class discusses ways in which the three revolutions were alike and different. The
Pueblo Revolution was the most different from the other two in that it ultimately
failed because the Pueblo tribes were eventually reconquered by the Spaniards.
The students compare the generalizations they developed with those stated by
Brinton in the last chapter of The Anatomy of Revolution. They also compare their
findings with the view of a revolution presented in Orwell’s Animal Farm and
discuss the extent to which fiction can provide insights into social reality.

When the unit ends, Ms. Garcia not only has succeeded in helping the
students to derive concepts and generalizations about revolutions, but she also
has helped them gain a keen appreciation for the difficulties historians face in
reconstructing historical events, establishing cause and effect, and formulating
accurate generalizations.

A Multicultural Math Lesson

I stated in Chapter 3 that math and science teachers should respond to
multicultural education mainly by implementing equity pedagogy or cul-
turally responsive teaching strategies. Equity pedagogy exists when teachers
use techniques and teaching methods that facilitate the academic
achievement of students from diverse racial, ethnic, cultural, and social-
class groups.

A number of mathematics educators have developed theoretical
and practical work that will help teachers to increase equity in mathe-
matics for all students (Nasir & Cobb, 2007; Walker, 2012a, 2012b).
Research indicates that culturally responsive teaching strategies can
increase student motivation and help students from diverse groups mas-
ter content in different subjects, including math and science (Walker,
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2012a; Lee & Buxton, 2010). Treisman (1992) found that the achieve-
ment of African Americans in college calculus improved tremendously
when he created study groups in which they participated. Group work
has been found to help students from diverse groups increase their aca-
demic achievement (Cohen, 1994; Horn, 2012). Although I think that
math and science teachers should focus on equity pedagogy and cultur-
ally responsive teaching, a part of equity pedagogy and culturally respon-
sive teaching is incorporating multicultural content into instruction in
the various subject areas, as the math lesson below illustrates.

Teachers can integrate multicultural content into math by using
concepts and examples that have been developed by curriculum devel-
opers in ethnomathematics (Greer et al., 2009; Mukhopadhyay & Greer,
2012; Powell & Frankenstein, 1997). Ethnomathematics is a term used to
describe the mathematical practices of different cultural groups. An
example of ethnomathematics is the study of the sophisticated number-
ing system developed by the Aztecs of Mexico, which used 20 as its base
rather than 10, which is used in our decimal system.

The following sources include multicultural math examples devel-
oped by curriculum specialists in ethnomathematics that teachers can
incorporate into their math lessons:

Addison-Wesley. (1993). Multiculturalism in Mathematics, Science,
and Technology: Readings and Activities. Menlo Park, CA:
Addison-Wesley.

Ascher, M. (1991). Ethnomathematics: A Multicultural View of Mathe-
matical Ideas. Pacific Grove, CA: Brooks/Cole.

Ascher, M., & Ascher, R. (1981). The Code of the Quipu: A Study in Media,
Mathematics and Culture. Ann Arbor, MI: University of Michigan
Press.

The lesson below combines group work—a strategy that has been
used effectively in culturally responsive teaching (Cohen, 1994;
Treisman, 1992)—with content related to ethnic groups in order to give
students an opportunity to practice math skills and use mathematical
knowledge.

Using Data on the Foreign-Born Population in the
United States to Practice Math Knowledge and SKkills

Big Idea in Lesson
Math skills can be used to help us to better understand immigration trends to
the United States. Social science can help us to interpret those trends.
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Lesson Objective
In this lesson, students will use their knowledge and basic skills in math to
better understand immigration trends and patterns in the United States.

1. Give the students a copy of Figure 7.3, which shows the percentage dis-
tribution of the foreign-born population in the United States before 1980
through 2000 or later. Ask the students to work in groups and construct charts
that show—during each of the four periods represented in the Figure 7.3—
which continents and nations had the smallest and largest number of foreign-
born population in the United States. Also ask them to describe any trends
they notice about how the foreign-born population in the United States
changed between 1980 and after 2000.

2. Ask the students to describe tends they notice in the percentage of for-
eign-born population from Asia over the four periods described in Figure 7.3.
Then ask the students to make hypotheses to explain the trends they notice
in the foreign-born population from Asia.

3. Ask the students to work in groups and make charts that show the
percentage of the foreign-born population in the United States from Africa,
Europe, Northern America, Oceania, Latin America, Mexico, South America,

Before 1980 1980 to 1989 1990 to 1999 2000 or later
Foreign born :l 19.6 \:l 18.6 :l 27.2 34.7
Africa 12.9 26.5
Asia 20.7 26.6
Europe 39.5 11.7 24.6
Northern America 42.0 10.0 20.4
Oceania 15.7 24.3
Latin America 19.8 28.4
Mexico 18.8 30.7 34.5
Other Central America 23.3 26.6 39.4
South America 18.1 25.7 40.7
Caribbean 21.1 24.4 30.0

Note: Some percentages do not sum to 100.0 due to rounding

FIGURE 7.3 Foreign-Born Population in the United States: Period of
Entry 2010.

Source: E. M. Grieco, Y. D. Acosta, G. P. de la Cruz, C. Gambino, T. Gryn, L. J. Laresen,
E. N. Trevelyan, & N. P. Walters (2012, May). The Foreign-Born Population in the United
States. American Community Survey Reports. Washington, DC: U.S. Census Bureau.
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and the Caribbean across the four periods described in Figure 7.3. Ask them
to identify any trends they notice in their chart and to formulate hypotheses
to explain these trends.

Skills Practiced in Chart

In making the charts described above, the students will be practicing a num-
ber of math skills, including how to read and interpret charts with statistical
data, addition, and the interpretation of percentage.

Reference for This Lesson

Crieco, E. M., Acosta, Y. D., de la Cruz, G. P., Gambino, C., Gryn, T., Larsen, L. J.,
Trevelyan, E. N., & Walters, N. P. (2012, May). The Foreign-Born Population in the United
States: 2010. American Community Survey Reports. Washington, DC: U.S. Census
Bureau. Retrieved August 6, 2012, from http://www.census.gov.

A Multicultural Science Lesson

Concepts in science can be incorporated into the multicultural curricu-
lum and used to help students develop deeper understandings of scien-
tific concepts. Concepts related to the biological basis of skin color and
diseases that are more frequent among some population groups than
others—such as sickle cell anemia, hypertension, and melanoma—are
among the science- and health-related topics that can be incorporated
into the multicultural curriculum. The ways in which science has been
used to both support and challenge race and racism are important scien-
tific ideas that can be taught in a multicultural curriculum. This lesson
focuses on the ways in which science is embedded within and mirrors its
social and political context.

Racial Categories and Scientific Racism

Big Idea in Lesson

Race is an attempt by scientists to structure human groups on the basis of
inherited physical characteristics. However, these attempts have been largely
unsuccessful. As the term is used today, notions of race are primarily social
constructions whose categories change over time and reflect the times and
society in which they are created. Some scientists have constructed concepts
of race that have helped to justify discrimination against groups with certain
biological characteristics.

Lesson Obijective
Students will learn that the construction of race reflects the social and his-
torical context, that ideas of race change over time, that the notions of race
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that scientists construct reflect the times in which they live, and that some
conceptions of race that scientists constructed have helped to justify the
discrimination and inequality experienced by some racial and ethnic
groups.

1. Ask the students to give their ideas of what racial groups or categories
exist. Write their ideas on the board. Then have them compare their ideas of
what racial groups exist with definitions and categories of race they can find
in a dictionary, an encyclopedia, and on the Internet. The students will dis-
cover that the construction of race is an attempt by scientists to categorize
human population groups on the basis of their genetically transmitted physi-
cal characteristics. However, they will discover by examining the many differ-
ent categories of racial groups that this is a very difficult task, that there are
many different definitions and categories of race, and that the definitions and
categories change over time.

2. Give the students this definition of race from The American Heritage Col-
lege Dictionary (2000, p. 1440): “A local or global human population distin-
guished as a more or less distinct group by genetically transmitted physical
characteristics.”

3. Using information in Gould’s (1996) book, The Mismeasure of Man, tell
the students about scientists in the 1800s who believed that human racial
groups had separate origins and that Caucasians were superior to other races
(Nott & Gliddon, 1854). These scientists used craniometry—the comparative
measurement of skulls—to make claims about racial group differences (Gould,
1996). Have students investigate the research and work of Sir Francis Galton
(1822 to 1911), the English scientist who was a founder of eugenics and a
cousin of Charles Darwin.

4. Share with the students information from Gould (1996) about how intel-
ligence testing—which was developed by researchers such as Lewis M. Terman
at Stanford—exemplified many of the ideas about racial differences that had
been expressed by the advocates of craniometry after craniometry had been
discredited.

5. Ask the students to identify on the Internet and other sources the racial
categories used by scientists today compared to those used by the U.S. Census
Bureau in 1840, 1850, and 1860. In each of these censuses, a “mulatto” cat-
egory was included for Blacks who were partly White, although the category
was not defined. “Mulattoes” were officially defined in the 1870 and 1880
censuses to include “quadroons, octoroons, and all persons having any percep-
tible trace of African blood” (Davis, 1991). The mulatto category was dropped
in the 1920 census and “black was defined to mean any person with any black
ancestry” (Davis, 1991).

6. Have the students investigate the various racial categories that were
used to classify White ethnic groups in the early 1900s. Various groups of
Whites became distinct races that were ranked, such as the Celtic, Slav,
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Hebrew, Iberic, Mediterranean, and Anglo-Saxon (Jacobson, 1998). Anglo-
Saxon was classified as the superior race. The Dillingham Commission
formed to investigate immigration in 1907 concluded that there was a
fundamental difference in the character and the causes of the new immi-
grants from Central, Southern, and Eastern Europe and the old immigrants
from Northern and Western Europe. This kind of thinking culminated in
the Immigration Act of 1924, which placed extreme quotas on immigrants
from Central, Southern, and Eastern Europe and blatantly discriminated
against them.

7. Have students investigate the case of Leo Frank. Frank, a Jewish north-
erner, became a victim of anti-Semitism and racial hostility when he was
accused of murdering a White girl who worked in a pencil factory that he
co-owned in Atlanta, Georgia. In 1915, he was found guilty in an unfair trial.
When the governor of Georgia commuted his sentence, a White mob forcibly
removed him from jail and lynched him. Point out to the students that Frank
was considered Jewish and not White. Show the students the section of
the videotape The Long Shadow of Hate, produced by Teaching Tolerance (a
division of the Southern Poverty Law Center), which describes the trial and
sentence of Frank.

8. Have the students conclude by stating what generalizations they can
make about how racial categories change, the role that scientists play and have
played in these changes, and how science reflects the social context in which
it takes place.

References for This Lesson

Davis, E J. (1991). Who Is Black: One Nation’s Definition. University Park. PA: Pennsylvania
State University Press.

Gould, S. J. (1996). The Mismeasure of Man. (rev. ed.). New York, NY: Norton.

Lopez, 1. E (1966). White by Law: The Legal Construction of Race. New York, NY: New
York University Press.

Mukhopadhyay, C. & Moses, Y. T. (2012). Race, teaching about. In J. A. Banks (Ed.),
Encyclopedia of diversity in education (vol. 3, pp. 1737-1742). Thousand Oaks, CA: Sage
Publications.

Pang, V. O., Pang, J. M., & Clark, C. (2012). Race and human genome variation. In J. A.
Banks (Ed.), Encyclopedia of diversity in education (vol. 3, pp. 1747-1752). Thousand Oaks,
CA: Sage Publications.

Value Inquiry in the Multicultural

Curriculum

The multicultural curriculum should help students to identify, examine,
and clarify their values; consider value alternatives; and make reflective
value choices they can defend within a society in which human dignity
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is a shared value. You can use the value inquiry model that I developed
to help your students to identify and clarify their values and to make
reflective moral choices (Banks & Banks, 1999). The Banks value inquiry
model consists of the following nine steps:

. Defining and recognizing value problems

. Describing value-relevant behavior

. Naming values exemplified by the behavior

. Determining conflicting values in behavior described

. Hypothesizing about the possible consequences of the values
analyzed

. Naming alternative values to those exemplified by behavior
observed

. Hypothesizing about the possible consequences of values analyzed

. Declaring value preferences: choosing

. Stating reasons, sources, and possible consequences of value choice:
justifying, hypothesizing, predicting
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You can use a variety of materials and resources to stimulate value
inquiry and discussion of multicultural issues and topics, such as docu-
ments similar to the ones used in the historical inquiry lesson described
in this chapter, newspaper feature stories, textbook descriptions of issues
and events, and open-ended stories such as the one below. When using
the open-ended story below, “Trying to Buy a Home in Lakewood Island”
(Banks, 2009b), you can use the value inquiry model to develop ques-
tions like the ones that follow the story to stimulate value discussion and
decision making.

Trying to Buy a Home in Lakewood Island

About a year ago, Joan and Henry Green, a young African American couple,
moved from the West Coast to a large city in the Midwest. They moved
because Henry finished his Ph.D. in chemistry and took a job at a big univer-
sity in Midwestern City. Since they have been in Midwestern City, the Greens
have rented an apartment in the central area of the city. However, they have
decided that they want to buy a house. Their apartment has become too small
for the many books and other things they have accumulated during the year.
In addition to wanting more space, they also want a house so that they can
receive breaks on their income tax, which they do not receive living in an
apartment. The Greens also think that a house will be a good financial
investment.
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The Greens have decided to move into a suburban community. They
want a new house and most of the houses within the city limits are rather
old. They also feel that they can obtain a larger house for their money in the
suburbs than in the city. They have looked at several suburban communities
and have decided that they like Lakewood Island better than any of the others.
Lakewood Island is a predominantly White community, which is composed
primarily of lower-middle-class and middle-class residents. There are a few
wealthy families in Lakewood Island, but they are the exceptions rather than
the rule.

Joan and Henry Green have become frustrated because of the prob-
lems they have experienced trying to buy a home in Lakewood Island.
Before they go out to look at a house, they carefully study the newspaper
ads. When they arrived at the first house in which they were interested,
the owner told them that his house had just been sold. A week later they
decided to work with a realtor. When they tried to close the deal on the
next house they wanted, the realtor told them that the owner had raised
the price $40,000 because he had the house appraised since he had put it
on the market and had discovered that his selling price was much too low.
When the Greens tried to buy a third house in Lakewood Island, the owner
told them that he had decided not to sell because he had not received the
job in another city that he was almost sure that he would receive when he
had put his house up for sale. He explained that the realtor had not removed
the ad about his house from the newspaper even though he had told him
that he had decided not to sell a week earlier. The realtor the owner had
been working with had left the real estate company a few days ago. Henry
is bitter and feels that he and his wife are victims of racial discrimination.
Joan believes that Henry is paranoid and that they have been the victims of
a series of events that could have happened to anyone, regardless of their
race. (pp. 217, 219)

1. What is the main problem in the case?

2. What are the values of Joan Green? Henry Green? The realtor? The owners?
What behaviors show the values you have listed?

3. How are the values of these individuals alike and different? Why? Joan
Green, Henry Green, the realtor, the owners.

4. Why are the values of these individuals alike and different? Joan Green,
Henry Green, the realtor, the owners.

5. What are other values that these individuals could embrace? Joan Green,
Henry Green, the realtor, the owners.

6. What are the possible consequences of the values and actions of each of
these individuals? Joan Green, Henry Green, the realtor, the owners.

7. What should the Greens do?

8. Why should the Greens take this action? What are the possible conse-
quences of the actions you stated above?

9. What would you do if you were the Greens? Why?
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Conceptual Teaching and Curriculum
Transformation

An important goal of multicultural education is to transform the curricu-
lum so that students develop an understanding of how knowledge is
constructed and the extent to which it is influenced by the personal,
social, cultural, and gender experiences of knowledge producers (Code,
1991; Collins, 2000; Harding, 2012). Organizing the curriculum around
powerful ideas and concepts facilitates the development of teaching
strategies and learning experiences that focus on knowledge construc-
tion and the development of thinking skills. This chapter has described
ways in which a conceptual and transformative multicultural curriculum
can be designed and implemented.
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School Reform and
Intergroup Education

Teachers and administrators for schools of today and tomorrow should
acquire the knowledge, attitudes, and skills needed to work with stu-
dents from diverse cultural groups and to help all students develop posi-
tive racial attitudes. Teachers and administrators also need to restructure
schools so that they will be able to deal effectively with the growing
diversity in the United States and the world and to prepare future citi-
zens who will be able to compete in a global world economy that will be
knowledge and service oriented.

The first part of this chapter describes the demographic trends and
developments related to the U.S. changing ethnic texture and future
workforce, states why school restructuring is essential in order to prepare
the workforce needed for the 21st century, and describes the major vari-
ables of multicultural school reform.

The second part describes the characteristics of children’s racial atti-
tudes and guidelines for helping students to acquire positive racial attitudes,
values, beliefs, and actions. This knowledge is essential for the preparation
of teachers and administrators who will work in today’s culturally, racially,
and linguistically diverse schools.

Demographic Trends and
the Changing Workforce

The U.S. workforce faces several major problems that have important
implications for the professional work of teachers and administrators.
Teachers and administrators need to be aware of these trends and to take
part in school reform efforts designed to restructure U.S. schools and
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institutions of higher education so that they will be able to respond to
these demographic trends sensitively and reflectively. I call these trends
the demographic imperative.

The United States will have a large number of people retiring and
too few new workers entering the workforce during the next few decades.
In 1980, 11.2 percent of the U.S. population was 65 and older. The U.S.
Census projects that 20.4 percent of the U.S. population will be 65 and
older by 2040 (Jacobsen, Kent, Lee, & Mather, 2011). The U.S. workforce
population is also becoming increasingly older. In 1990, 11.9 percent of
the nation’s population in the civilian workforce consisted of people
over age 55. By 2020, 25.2 percent of the nation’s workforce will be in
that age group (Toossi, 2012). The cost of supporting older workers will
continue to mount in the coming decades. We will be dependent on
tewer workers to provide Social Security funds for retirees. In the boom
years of the 1950s, 17 workers supported every retiree. In 2011, the ratio
was about 2.6 workers to one retiree (Rampell, 2011). Persons of color
will account for nearly 47 percent of the labor force by 2050 (Toossi,
2002). If the education of students of color does not improve signifi-
cantly and quickly, a large number of the workers depended on to con-
tribute to the incomes of retired workers will not have the skills and
knowledge to participate effectively in a workforce that will be knowl-
edge and service oriented.

The U.S. economy is becoming increasingly global. Nations outside
the United States invested $236 billion in U.S. businesses and real estate in
2010, which was down from 2000, when foreign nations investigated a
record $300 billion in U.S. businesses and real estate (Jackson, 2012). The
United States, as well as the other modernized nations, has moved from
agricultural, to industrial, to knowledge/service societies. Friedman (2005)
calls the world in which we live a flat world because workers educated in
Seattle, London, and Paris must compete with those educated in New
Delhi, India, and in Karachi, Pakistan. Technology makes it possible for
companies to send jobs to developing nations where they can be done
much cheaper than in the Western developed nations. Most of the new
wealth created today is in service industries (Johnson & Packer, 1987).
Moreover, employers in Western nations do not limit their search for
skilled knowledge workers within the boundaries of their nations. Workers
in Western developed nations have to compete with skilled knowledge
workers around the world.

People of color will constitute an increasingly larger percentage of
the workforce as we move further into the 21st century. Non-Hispanic
Whites made up 67.6 percent of the labor force in 2010 (Toossi, 2012).
Their share of the labor force will decrease gradually and constitute about
62.7 percent of the labor force by 2020; and people of color will consti-
tute 37.3 percent of the workforce (Toossi, 2012).
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If these labor trends continue, there will be a mismatch between the
knowledge and skill demands of the workforce and the knowledge and
skills of a large proportion of U.S. workers. In 2010, about 32.5 percent of
the United States labor force was made up of people of color (Sommers &
Franklin, 2012). Their percentage of the workforce will gradually increase
in the coming decades. Asian American and Hispanic workers are projected
to increase more rapidly than other groups because of the high immigra-
tion rates of these groups to the United States as well as the comparatively
higher birth rate of Hispanics because of their relatively young median age.

Asians are projected to increase from 4.7 percent of the workforce in
2010 to 5.7 percent in 2020. Hispanics are projected to increase from
14.8 percent in 2010 to 18.6 percent in 2020 (Sommers & Franklin, 2012).
African Americans are projected to increase from 11.6 of the U. S. work-
force in 2010 to 12 percent in 2020. All other ethnic and racial groups are
projected to increase from 2.4 percent of the U.S. workforce to 2.9 percent
in 2020 (Sommers & Franklin, 2012).

Knowledge-oriented service jobs—in fields such as education,
health, and trade—require high-level reasoning and analytical, quantita-
tive, and communication skills. Most corporations today have a transna-
tional identity and find skilled workers to complete required jobs in any
nation or part of the world. In a segment of the PBS series Learning in
America, it was revealed that a New York insurance company was sending
paperwork by plane to Dublin at regular intervals to be done by workers
there because the company regarded these workers as more competent
than comparable workers in the United States. This U. S. insurance com-
pany was sending work to Dublin to be done at the same time that the
unemployment rate among African American teenagers was as high as 30
to 40 percent in some inner-city communities.

The sending of work abroad foreshadows a trend that is likely to esca-
late in the future and poses serious problems for the development of pro-
ductive citizens among ethnic groups of color in the United States. There
is a growing need for highly skilled and technical workers in the United
States and throughout the world. Yet, if the current levels of educational
attainments among most U.S. youths of color continue, the United States
will be hard pressed to meet its labor needs with its own citizens.

However, there is an encouraging trend in the percentage of 16-
through 24-year-olds who drop out of school. Between 1990 and 2010,
dropout rates declined for Whites, Blacks, and Hispanics. However, the
dropout rates for African Americans and Hispanics are still significantly
higher than they are for White non-Hispanics and Asian/Pacific Islanders.
Between 1990 and 2010, the dropout rate for Whites declined from 9 per-
cent to 5 percent; for African Americans from 13 to 8 percent; and
for Hispanics from 32 to 15 percent. The dropout rate is lowest for
Asians/Pacific Islanders (4%) and for Whites (5%) (Aud et al., 2012). If the
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dropout rates for African Americans and Hispanics are not lowered and
their academic achievement is not increased, there will be a mismatch
between the skills of a large percentage of the workers in the United States
and the needs of the labor force.

A number of scholars have described the “school-to-prison pipe-
line” to which many young men of color fall victim. Clark (2012)
describes the school-to-prison pipeline as

the formal and informal education and law enforcement processes and
policies that push predominantly Black and Latino male PreK-12 students
out of school and into juvenile and adult criminal systems. (p.1894)

Darling-Hammond (2010) describes the ways in which high incar-
ceration in the United States is tied to undereducation, race, and unem-
ployment. The United States has 5 percent of the world’s population and
25 percent of its prison inmates. Most U.S. prison inmates are high school
dropouts, and many are functionally illiterate and have learning disabili-
ties. A highly disproportionate percentage of prison inmates are indi-
viduals of color and from the lowest rungs of the social ladder (Alexander,
2010). The nation’s prison population is increasing, and states’ prison
budgets are growing almost three times faster than education budgets
(Darling-Hammond, 2010).

Scientific, technical, and service jobs will be ample, but the potential
workers—about one-third of whom will be people of color—will not have
the knowledge and skills to do the jobs. This will occur because of the increas-
ingly large percentage of the school-age population that will be youths of
color by 2020 and the low quality of the elementary and secondary educa-
tion that a large number of youths of color are receiving.

There will be an insufficient number of Whites—and particularly
White males—to meet U.S. labor demands in the next few decades. Con-
sequently, to meet workforce demands, women and people of color will
have to enter scientific and technical fields in greater numbers. In 2009,
international students earned the majority (57 percent) of the doctorates
in engineering granted by colleges and universities in the United States.
Foreign-born students also earned 54 percent of all computer science
degrees and 51 percent of physics doctoral degrees granted by U.S. higher
education institutions. They earned one-third of all science and engi-
neering degrees granted by colleges and universities in the United States
(National Science Foundation, 2012). Time magazine wrote in its Sep-
tember 11, 1989, issue, “The science deficit threatens America’s prosper-
ity and possibly even its national security.”

Whites are a diminishing percentage of new entrants to the U.S. labor
force and of the nation’s population because of the low birth rate among
Whites and the small proportion of immigrants to the United States who
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are coming from Europe. Between 2000 and 2009, most of the documented
immigrants to the United States came from nations in Latin America (41
percent). Thirty-four percent came from nations in Asia and 15 percent
came from nations in Europe and from Canada. Ten percent came from
other nations, including nations in the Caribbean (Martin & Midgley, 2010).

The United States is experiencing its largest wave of immigrants
since the period from 1880 to 1924, when many Southern, Eastern, and
Central European immigrants came to this land. About one million
immigrants entered the United States each year during the peak years of
the 1990s. Because of the low birth rate among Whites, the large influx
of immigrants from Asia and Latin America, and the high birth rates
among these groups, the White percentage of the U.S. population is
experiencing very little growth.

Between 2000 and 2010, the non-Hispanic population decreased
from 69.1 percent of the United States population to 63.7 percent. Afri-
can Americans increased from 21.1 to 21.2 percent; Asians increased
from 3.6 to 4.7 percent of the population. Hispanics increased from 12.5
to 16.3 percent (Mather et al., 2011).

In 2010, people of color made up 36.3 percent of the U.S. population
(Mather et al., 2011). The growth in the nation’s percentage of people of
color is expected to outpace the growth in the percentage of Whites into
the foreseeable future because of both immigration and the slower birth
rate among non-Hispanic Whites. Non-Hispanic White have a lower birth
rate than Hispanics in part because their median age is much higher than
that of Hispanics. The U.S. Census Bureau (2012) projects that Whites and
people of color will each constitute about 50 percent of the U.S. popula-
tion by 2042 (Mather et al., 2011).

School Reform

Restructuring Schools

An important implication of the demographic and social trends described
above is that a major goal of education must be to help low-income stu-
dents, linguistic minority students, and students of color develop the
knowledge, attitudes, and skills needed to participate in the mainstream
workforce and society in this century. This goal is essential but is not suf-
ficient—nor is it possible to attain, in my view, without restructuring edu-
cational institutions and institutionalizing new goals and ideals within
them. We must also rethink the goals of U.S. society and nation-state if
the United States is to become a strong, democratic, and just society.

I do not believe that U.S. schools, as they are currently structured,
conceptualized, and organized, will be able to help most students of
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color and linguistic minority students—especially those who are poor
and from cultures that differ from the school culture in significant
ways—to acquire the knowledge, attitudes, and skills needed to function
effectively in the knowledge society in this century. U.S. schools were
designed for a different population, at a time when immigrant and poor
youths did not need to be literate or have basic skills to get jobs and to
become self-supporting citizens (Cremin, 1988; Graham, 2005). When
large numbers of immigrants entered the United States in the early 1900s,
jobs in heavy industry were available that required little formal knowl-
edge or skills. Thus, the school was less important as a job preparatory
institution.

To help future citizens become effective and productive citizens in
this century, U.S. schools must be restructured. By restructuring, I mean a
fundamental examination of the goals, values, and purposes of schools and a
reconstruction of them. When restructuring occurs, the total system is rec-
ognized as the problem and is the target of reform (Darling-Hammond,
2010). Incremental and piecemeal changes are viewed as insufficient as a
reform strategy.

To restructure schools, we need educational leaders who have a
vision and who are transformative in orientation. In his influential book
Leadership, Burns (1978) identifies two types of leaders: transformative and
transactional. Transformative leaders have a vision that they use to mobi-
lize people to action. This is in contrast to transactional leadership, which
is quid pro quo: “If you scratch my back, I will scratch yours.” Transac-
tional leadership, which is pervasive within our educational institutions
and the larger society, is not motivating people to act and is not resulting
in the kinds of changes that we need to respond to the demographic
imperative described above. To respond to the demographic imperative,
we need transformative leaders who have a vision of the future and the
skills and abilities to communicate that vision to others.

Schools should help youths from diverse cultures and groups to
attain the knowledge, attitudes, and skills needed to function effectively
in this century. To attain this goal, the school must change many of its
basic assumptions and practices. School restructuring is essential because
the dominant approaches, techniques, and practices used to educate stu-
dents do not—and I believe will not—succeed with large numbers of
students of color, such as African Americans, Native Americans, and
Latinos. Most current school practices are having little success with these
students for many complex reasons, including negative perceptions and
expectations of them that are held by many teachers and administrators
(Green, 2012; Valdés, Capitelli, & Alvarez, 2011; Valenzuela, 2012). Many
of the adults in the lives of these students have little faith in their ability,
and many of the students—who have internalized these negative views—
have little faith in themselves.
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Many of these students are socialized in families and communities
where they have seen a lot of failure, misery, and disillusionment (Con-
chas & Vigil, 2012). Many of them have seen or experienced little success,
especially success that is related to schooling and education. One high
school teacher asked a group of his students to write about their successes
and failures. One of his Native American students told him that he could
not write about success but that he could write easily and at length about
failure because he had experienced so much of it. The student then wrote
a poignant and moving essay about the daunting failures that he had
experienced in his short life.

Increasing Academic Achievement

To help students of color and low-income students to experience aca-
demic success, and thus to become effective citizens, the school must be
restructured so that these students will have successful experiences within
a nurturing, personalized, and caring environment. Some fundamental
reforms will have to occur in schools for this kind of environment to be
created. Grouping practices that relegate a disproportionate number of
low-income students and students of color to lower-tracked classes in
which they receive an inferior education will have to be dismantled
(Schofield, 2012). A norm will have to be institutionalized within the
school that states that all students can and will learn, regardless of their
home situations, race, social class, or ethnic group.

The theories and techniques developed by researchers such as
Brookover and his colleagues (Brookover, Beady, Flood, Schweitzer, &
Wisenbaker, 1979; Brookover & Erickson, 1969), Edmonds (1986), Comer
(2012), and Sizemore (2008) can help schools bring about the structural
changes needed to implement the idea within a school that all children
can and will learn. The significant work done in the effective schools
movement during the 1970s and 1980s provides important lessons about
the powerful role schools can play in increasing the academic achieve-
ment of low-income and minority students (Levine & Lezotte, 2001).
Howard (2010) incorporates and extends many of the ideas of the effec-
tive school researchers and theorists into his book, Why Race and Culture
Matter in Schools: Closing the Achievement Gap in America’s Classrooms.

The whole-school reforms projects that have been implemented
within the last two decades are also sources of rich ideas about ways to
increase the academic and social achievement of students of color and low-
income students. The whole-school reforms include Accelerated Schools;
the Algebra Project, directed by Robert P. Moses (Moses & Cobb, 2001); the
Comer School Development Program (Comer, 2012); and Success for All,
developed by Robert E. Slavin and his colleagues at Johns Hopkins Univer-
sity (Slavin & Madden, 2012).
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Innovative ways need to be devised that involve joint parent-school
efforts in the education of ethnic and linguistic minority students. Most
parents want their children to experience success in school, even though
they may have neither the knowledge nor the resources to actualize their
aspirations for their children. Successtul educational interventions with
low-income students and students of color are more likely to succeed
if they have a parent involvement component, as Comer (2012) has
demonstrated with his successful interventions in inner-city, predomi-
nantly Black schools. Because of the tremendous changes that have
occurred in U.S. families within the last two decades, we need to rethink
and reconceptualize what parent involvement means and to formulate
new ways to involve parents at a time when large numbers of school-age
youths are from single-parent families (C. A. M. Banks, 2013; Galindo &
Pucino, 2012).

Empowering Teachers

To restructure schools in a way that increases their ability to educate low-
income youths and youths of color, classroom teachers must be nur-
tured, empowered, and revitalized. Disempowered, alienated, underpaid,
and disaffected teachers cannot help students who are victimized by
poverty and discrimination to master the knowledge and skills they need
to participate effectively in mainstream society in the 21st century.

Many of the teachers in U.S. schools—especially those who work in
inner-city schools with large numbers of low-income students, students of
color, and linguistic minority students—are victimized by societal forces
similar to those that victimize their students. Many of these teachers are
underpaid, held in low esteem by elites in society, treated with little respect
by the bureaucratic and hierarchical school districts in which they work,
are the victims of stereotypes, and are blamed for many problems that are
beyond their control. The standards movement, with its focus on high-
stakes testing and accountability, has increased the sense of victimization
telt by many teachers in the nation’s inner-city and low-income schools
(Kumashiro, 2012; Meier & Wood, 2005; Sleeter, 2005).

It is unreasonable to expect disempowered and victimized teachers
to empower and motivate disaffected youths of color. Consequently,
major goals of school restructuring should be to give teachers respect, to
provide them the ability and authority to make decisions that matter,
and to hold them accountable as professionals for the decisions they
make. School reform will succeed only if we treat teachers in ways that
we have long admonished them to treat their students. We must have
high expectations for teachers, involve them genuinely in decision mak-
ing, stop teacher bashing, and treat them in a caring and humane way.
Only when teachers feel empowered and honored will they have the will
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and ability to treat with respect and caring students that society has vic-
timized. In their book, Brave New Teachers: Doing Social Justice Work in
Neo-Liberal Times, Solomon and his colleagues describe promising ways
to create social justice for teachers (Solomon, Singer, Campbell, & Allen,
2011). Marilyn Cochran-Smith (2012) insightfully discusses “Social Jus-
tice and Teacher Education: Issues, Challenges, and a Theory” in the
Encyclopedia of Diversity in Education.

The Need for Societal Reform

Teachers and administrators should have the knowledge and skills
needed to help students become change agents within society. Education
should not just educate students to fit into the existing workforce and
the current societal structure. Citizenship education in a multicultural
society should have as an important goal helping all students to develop
the knowledge, attitudes, and skills needed not only to participate within
our society but also to help reform and reconstruct it (Freire, 2000). Prob-
lems such as racism, sexism, homophobia, poverty, and inequality are
widespread and permeate many U.S. institutions, including the work-
force, the courts, and the schools. To educate future citizens merely to fit
into and not to change society will result in the perpetuation and escala-
tion of these problems, including the widening gap between the rich and
the poor, racial conflict and tension, and a growing number of people
who are victims of poverty and homelessness.

A society that has sharp divisions between the rich and the poor,
and between Whites and people of color, is not a stable one. It contains
stresses and tensions that can lead to societal upheavals and racial polar-
ization and conflict. Thus, education for the 21st century must not only
help students to become literate and reflective citizens who can partici-
pate productively in the workforce, but it must also teach them to care
about other people in their communities and to take personal, social,
and civic action to create a more humane and just society (Banks, 2006c¢).

Democratic Racial Attitudes
and Behaviors

Diversity: An Opportunity and a Challenge

The previous section of this chapter focuses on the need for school
reform to increase the academic achievement of all students, especially
the achievement of students of color and low-income youth who experi-
ence many academic problems. Another important goal of multicultural
education is to reduce prejudice among all students and to help them to
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develop democratic attitudes, beliefs, and actions. This section describes
the nature of children’s racial attitudes and offers guidelines for helping
students to develop positive racial attitudes, beliefs, and actions.

Diversity presents both opportunities and challenges to democratic
societies and to teachers. Diversity enriches nations, communities,
schools, and classrooms. Individuals from many different racial, ethnic,
and cultural groups have made and continue to make significant contri-
butions to U.S. society. Diversity provides a society with myriad and
enriched ways to identify, describe, and solve social, economic, and
political problems.

Diversity also poses serious challenges to nations, schools, and
teachers. Research indicates that students come to school with many
stereotypes, misconceptions, and negative attitudes toward outside
racial, ethnic, and social-class groups (Stephan & Vogt, 2004; Stephan &
Mealy, 2012). Without curriculum intervention by teachers, the racial
attitudes and behaviors of students become more negative and harder to
change as they grow older (Aboud, 2009; Bigler & Hughes, 2009; Levy &
Killen, 2008). An important aim of schools is to provide students with
experiences and materials that will help them become thoughtful and
active citizens. In a diverse democratic society, effective citizens have
positive attitudes and behaviors toward individuals from different racial,
ethnic, social-class, and language groups; engage in deliberation with
these individuals; and participate in equal-status contact situations
with them (Banks, 2006a).

The Contact Hypothesis

Most of the theory and research in social psychology related to race rela-
tions has been guided by the contact hypothesis and related research that
emerged out of the events surrounding World War II (Pettigrew, 2004).
Nazi anti-Semitism and its devastating consequences motivated social
scientists in the postwar years to devote considerable attention to theory
and research related to improving intergroup relations. The contact
hypothesis that guides most of the research and theory in intergroup
relations today emerged from the classic works by Williams (1947) and
Allport (1954). Allport (1954) states that contact between groups will
improve intergroup relations when the contact is characterized by these
four conditions: (1) equal status; (2) common goals; (3) intergroup coop-
eration; and (4) support of authorities, law, and custom.

Cooperative Learning and Interracial Contact

Since the 1970s, investigators have accumulated an impressive body of
research on the effects of cooperative learning groups and activities on
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students’ racial attitudes, friendship choices, and achievement. Much of
this research has been conducted as well as reviewed by investigators
such as Aronson and his colleagues (Aronson & Bridgeman, 1979; Aron-
son & Gonzalez, 1988), Cohen and her colleagues (Cohen, 1972, 1984a,b;
Cohen & Roper, 1972; Cohen & Lotan, 1995), Johnson and Johnson
(1981, 1991), Slavin (1979, 1983, 1985), and Slavin and Madden (1979).
Schofield (2001) has written an informative review of this research. Most
of it has been conducted using elementary and high school students as
subjects (Slavin, 1983, 1985).

The research on cooperative learning and interracial contact that
has been conducted since 1970 is grounded on Allport’s (1954) contact
hypothesis. This research lends considerable support to the postulate
that cooperative interracial contact situations in schools, if the condi-
tions stated by Allport are present, have positive effects on both student
interracial behavior and student academic achievement (Aronson &
Gonzalez, 1988; Slavin, 1979, 1983). In his review of 19 studies of the
effects of cooperative learning methods, Slavin (1985) found that 16 had
positive effects on interracial friendships. In a 2001 review, Slavin
describes the positive effects of cooperative groups on cross-racial friend-
ships, racial attitudes, and behavior.

Most of this research supports these postulates: (1) students of color
and White students have a greater tendency to make cross-racial friend-
ship choices after they have participated in interracial learning teams
such as the jigsaw (Aronson & Bridgeman, 1979) and the Student Teams-
Achievement Divisions (STAD) (Slavin, 1979); and (2) the academic
achievement of students of color such as African Americans and Mexican
Americans is increased when cooperative learning activities are used,
while the academic achievement of White students remains about the
same in both cooperative and competitive learning situations (Aronson
& Gonzalez, 1988; Slavin, 1985). Investigators have also found that
cooperative learning methods have increased student motivation and
self-esteem (Slavin, 1985) and helped students to develop empathy
(Aronson & Bridgeman, 1979).

An essential characteristic of effective cooperative learning groups
and methods is that the students experience equal status in the contact
situation (Allport, 1954). Cohen (1972) has pointed out that both Afri-
can American and White students may expect and attribute higher status
to Whites in an initial interracial contact situation that may perpetuate
White dominance. Cohen and Roper (1972) designed an intervention to
change this expectation. They taught African American children to build
transistor radios and to teach this skill to White students. The African
American children taught the White children to build the radios after
the children watched a videotape showing the African American chil-
dren building radios. When interracial work groups were structured,
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equal status was achieved only in those groups in which the African
American children taught the White students to build radios. The White
children dominated in the other groups.

The research by Cohen and Roper (1972) indicates that equal status
between groups in interracial situations has to be constructed by teachers
rather than assumed. If students from diverse racial, ethnic, and lan-
guage groups are mixed without structured interventions that create
equal status conditions in the contact situation, racial and ethnic con-
flict and categorization are likely to increase. In a series of perceptive and
carefully designed studies that span two decades, Cohen and her col-
leagues (Cohen, 1984a,b; Cohen & Roper, 1972; Cohen & Lotan, 1995)
have consistently found that contact among different groups without
deliberate interventions to increase equal status and positive interactions
among them will increase rather than reduce intergroup tensions. Cohen
(1994), Lotan (2012), and Horn (2012) have developed practical guide-
lines and strategies that can be used by teachers to create equal status
within racially, culturally, and linguistically diverse classrooms.

Curriculum Interventions

There is a great deal of discussion but little agreement about what consti-
tutes equal status in intergroup contact situations. Some researchers inter-
pret equal status to mean equal socioeconomic status. For example, in his
summary of favorable and unfavorable conditions that influence interra-
cial contact, Amir (quoted in Hewstone & Brown, 1986) describes this
situation as an unfavorable condition: “In the case of contact between a
majority and a minority group, when the members of the minority group
are of lower status or are lower in any relevant characteristics than the
members of the majority groups” (p. 7). Yet Cohen and Roper (1972)
interpret equal status differently. Although the African Americans and
White students in their study were from different social-class groups, they
created equal role status in the classroom by modifying the perceptions
that students held of each racial group. They accomplished this task by
assigning the African American students a task that increased their status
in the classroom. Cohen and Roper had a social psychological, rather than
an economic, view of equal status.

The representations of different ethnic, racial, and language groups
that are embedded in curriculum materials and textbooks—and within
the activities and teaching strategies of instructors—privilege some
groups of students (thus increasing their classroom status) and erode
the status of other students by reinforcing their marginal status in the
larger society. Studies of textbooks indicate that the images of groups
in textbooks reflect those that are institutionalized within the larger
society (C. M. Banks, in press). If we view status from a social psychological
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perspective, as Cohen and Roper (1972) do, a multicultural curriculum
that presents representations of diverse groups in realistic and complex
ways can help to equalize the status of all groups within the classroom
or school. Readers can see Stephan and Mealy (2012) and Banks (2006a)
for comprehensive reviews of curriculum intervention studies.

Since the 1940s, a number of curriculum intervention studies have
been conducted to determine the effects of teaching units and lessons,
multiethnic materials, role-playing, and other kinds of simulated experi-
ences on the racial attitudes and perceptions of students. These studies
indicate that under certain conditions, curriculum interventions can
help students develop more positive racial and ethnic attitudes. They
provide guidelines that can help teachers improve intergroup relations
in their classrooms and schools.

Trager and Yarrow (1952) examined the effects of a democratic cur-
riculum on the racial attitudes of children in the first and second grades.
They found that it had a positive effect on the attitudes of both students
and teachers. White second-grade children developed more positive racial
attitudes after using multiethnic readers in a study conducted by Litcher
and Johnson (1969). In a longitudinal evaluation of the television program
Sesame Street, Bogatz and Ball (1971) found that children who had watched
the program for long periods had more positive racial attitudes toward out-
groups than did children who had watched the show for shorter periods.

Weiner and Wright (1973) examined the effects of a simulation on the
racial attitudes of third-grade children. They divided a class into orange and
green people. The children wore colored armbands that designated their
group status. On one day of the intervention the students who wore orange
armbands experienced discrimination. On the other day, the children who
wore green armbands were the victims. On the third day and again two
weeks later, the children expressed less prejudiced beliefs and attitudes.

In an intervention that has now attained the status of a classic, Jane
Elliot (cited in Peters, 1987) used simulation to teach her students the
pain of discrimination. One day she discriminated against the blue-eyed
children in her third-grade class; the next day she discriminated against
the brown-eyed children. Elliot’s intervention is described in the award-
winning documentary The Eye of the Storm. Eleven of Elliot’s former stu-
dents returned to Riceville, Iowa, 14 years later and shared their powerful
memories of the simulation with their former teacher. This reunion is
described in A Class Divided, a revealing and important documentary
film. Byrnes and Kiger (1990) conducted an experimental study—using
university students as subjects—to determine the effects of the kind of
simulation for which Elliot had attained fame. Their simulation had pos-
itive effects on the attitudes of non-Black students toward Blacks but had
no effects on the subjects’ “stated level of comfort with Blacks in various
social situations, as measured by the Social Distance scale” (p. 351).



School Reform and Intergroup Education 125

In a study of the effects of multiethnic social studies materials on the
racial attitudes of Black 4-year-old students, Yawkey and Blackwell (1974)
found that these materials had positive effects if the materials were dis-
cussed or read and discussed along with a related field trip. Research indi-
cates that curriculum interventions such as plays, folk dances, music,
role-playing, exclusion from a group, discussion in dyads, and interracial
contact can also have positive effects on the racial attitudes of students. A
curriculum intervention that consisted of folk dances, music, crafts, and
role-playing had a positive effect on the racial attitudes of elementary
students in a study conducted by ljaz and Ijaz (1981) in Canada. Four
plays about African Americans, Chinese Americans, Jews, and Puerto
Ricans increased racial acceptance and cultural knowledge among fourth-,
tifth-, and sixth-grade students in the New York City schools in a study
conducted by Gimmestad and DeChiara (1982).

Ciullo and Troiani (1988) found that children who were excluded
from a group exercise became more sensitive to the feelings of children
from other ethnic groups. McGregor (1993) used meta-analysis to inte-
grate findings and to examine the effects of role-playing and antiracist
teaching on reducing prejudice in students. Twenty-six studies were
located and examined. McGregor concluded that role-playing and anti-
racist teaching “significantly reduce racial prejudice, and do not differ
from each other in their effectiveness” (p. 215).

Aboud and Doyle (1996) designed a study to determine how chil-
dren’s racial evaluations were affected by talking about racial issues with
a friend who had a different level of prejudice than their own. The
researchers found that “high-prejudice children became significantly
less prejudiced in their evaluations after the discussion. Changes were
greater in children whose low-prejudice partner made more statements
about cross-racial similarity, along with more positive Black and nega-
tive White evaluations” (p. 161). A study by Wood and Sonleitner (1996)
indicates that childhood interracial contact has a positive, long-term
influence on the racial attitudes and behavior of adults. They found that
interracial contact in schools and neighborhoods has a direct and sig-
nificant positive influence on adult racial attitudes toward African
Americans.

Guidelines for Reducing Prejudice
in Students
The following guidelines are derived from the research discussed above.

1. Include positive and realistic images of ethnic and racial groups in
teaching materials in a consistent, natural, and integrated fashion.
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2. Help children to differentiate the faces of members of outside racial
and ethnic groups. The best way to do this is to permeate the cur-
riculum with different faces of members of these groups.

3. Involve children in vicarious experiences with various racial and
ethnic groups. For example, use films, videos, DVDs, children’s
books, recordings, photographs, and other kinds of vicarious expe-
riences to expose students to members of different racial, ethnic,
cultural, and language groups. Vicarious experiences are especially
important for students in predominantly White, Latino, or African
American schools or communities who do not have much direct
contact with members of other groups. Research indicates that
vicarious experiences can be powerful (Katz & Zalk, 1978; Litcher &
Johnson, 1969). However, vicarious experiences with different
ethnic and racial groups should acquaint students with many dif-
ferent types of people within these groups.

4. If you teach in an interracial school, involve children in structured
interracial contact situations. However, contact alone does not nec-
essarily help children to develop positive racial attitudes. Effective
interracial contact situations must have the characteristics described
by Allport (1954) that are listed on page 121.

5. Provide positive verbal and nonverbal reinforcement for the color
brown.

6. Involve children from different racial and ethnic groups in coopera-
tive learning activities (Cohen, 1994; Lotan, 2012; Horn, 2012).

Preparing Students for a Changing,
Diverse, and Complex World

The demographic changes that are taking place in the United States and
around the world make it essential for teachers and administrators to (1)
restructure schools so that students from all ethnic, racial, gender, and
social-class groups will have an equal opportunity to learn; and (2) imple-
ment prejudice reduction strategies so that all students will develop the
knowledge, attitudes, and skills needed to function in an increasingly
diverse, tense, and problem-ridden world. Because of the enormous
problems within our nation and world, educators cannot be neutral
(Edelman, 1992). They can either act to help transform our world or
enhance the escalation of our problems by inaction. Each educator must
make a choice. What will be yours?
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Multicultural Benchmarks

In this chapter, I summarize and highlight the major components of
multicultural education. I also describe benchmarks you can use to
determine the extent to which your school is multicultural, steps that
need to be taken to make it more reflective of cultural diversity, and
ways to enhance your school’s multicultural climate on a continuing
basis. Figure 9.1 summarizes the multicultural benchmarks discussed
in this chapter.

A Policy Statement

Your school district needs to develop a policy on multicultural and global
education. It works best when this policy is communicated to school
district staff and to the public in a policy statement. The policy state-
ment should clearly communicate the board of education’s commitment
to creating and maintaining schools in which students from both gender
groups, LGBT students, and students from diverse racial, ethnic, social-
class, cultural, and language groups will have an equal opportunity to
learn. The policy statement should also describe the knowledge and skills
that students need in order to function effectively in a global world that
is increasingly interconnected.

A cogent board of education policy statement will serve several
important purposes. It will give legitimacy to multicultural and global
education in the district and thus facilitate the establishment of pro-
grams and practices that foster cultural diversity, global competency,
and equal educational opportunities for all students. A board policy
statement will also communicate to parents and the public at large
that multicultural education and global education are high priorities
in the district.

127
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A multicultural education
policy statement sanctions
and supports diversity.

Staff atti.tudes and . The school staff reflects
expectations toward diverse ethnic and cultural diversity.
students are positive.

Parent participation
provides a cultural context
for teaching and a link with
student personal/cultural
knowledge.

The curriculum is
transformative and
action focused.

Teaching materials
present diverse racial,
ethnic, and cultural
perspectives on events,
concepts, and issues.

Teaching strategies

are constructivist,
personalized, empowering,
and participatory.

Each program component is
monitored on a continuing basis.

FIGURE 9.1 Multicultural Benchmarks for Assessing and Maintaining an
Effective Multicultural School

The board policy statement should include a rationale or justifica-
tion for multicultural and global education and guidelines that can be
used by the professional and supportive staffs in the district to develop
and implement a comprehensive plan for implementing multicultural
and global education. During the 1980s and 1990s, several departments
of education and school districts issued policy statements on multicul-
tural education. These included those issued by the Michigan Depart-
ment of Education in 1980, the New York (City) Board of Education in
1989, and the Indianapolis Public Schools in 1996.

In 1992, the Nebraska legislature enacted a multicultural education bill
that required the state’s public schools to implement multicultural educa-
tion in all core curriculum areas, kindergarten through 12th grade. The act
required the existing curriculum to incorporate content about the histories
and cultures of African Americans, Hispanic Americans, Native Americans,



Multicultural Benchmarks 129

and Asian Americans. The bill required that “each school district, in consul-
tation with the State Department of Education, shall develop for incorpora-
tion into all phases of the curriculum of grades kindergarten through twelve
a multicultural education program.” It provided that the state department
of education “shall create and distribute recommended multicultural educa-
tion curriculum guidelines to all school districts. Each district shall create its
own multicultural program based on such recommended guidelines.”

In 2005, the Montana legislature appropriated $2.5 million to fund the
Indian Education for All Act. The intent of the Indian Education for All ini-
tiative is to teach the cultural and history of Native Americans to all students
in Montana—not just to students of American Indian heritage—and to
develop model curricula, classroom materials, and professional develop-
ment. An “Indian Education for All Best Practices Conference (IEIA),” spon-
sored by the Montana Office of Public Instruction, was held on May 7-8,
2007, in Bozeman, Montana. The purpose of the conference was to enable
the participants to gain an “increased awareness regarding Montana tribes
and learn best practices for implementing IEFA into schools and classrooms”
(Montana Office of Public Instruction, 2007). A number of initiatives were
highlighted at the conference, including “Ready-to-Go Grants, Tribal His-
tory Projects, and Research projects from several Montana University Sys-
tems graduate students.”

Diversity within Unity: Essential Principles for Teaching and Learning in a
Multicultural Society—a publication of the Center for Multicultural Educa-
tion at the University of Washington (Banks et al., 2001)—will be helpful to
school districts that are formulating a multicultural education policy state-
ment. This publication also contains a useful checklist that will enable edu-
cators to determine the extent to which schools in their district reflect the
12 principles described in Diversity within Unity. Hard copies of this publica-
tion can be ordered from the Center for Multicultural Education. It can also
be downloaded at http://education.washington.edu/cme/dwu.htm.

Global Citizenship Education and Diversity

In Chapter 2 of this book, I describe the ways in which multicultural
education intersects with and is related to globalization and why it is
essential to educate students to function effectively in a highly inter-
connected global world. Consequently, a multicultural education pol-
icy for the 21st century should also speak to global issues and the
relationship between educating students to deal effectively with diver-
sity in the United States and educating them to become effective and
thoughtful global citizens. A number of policy statements on global
education have been published within the last decade on which
school districts can model policy statements on global education and
diversity. Democracy and Diversity: Principles and Concepts for Educating
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Students in a Global Age (Banks et al., 2005) is a consensus report pub-
lished by the Center for Multicultural Education at the University of
Washington. It states,

Diversity presents a challenge for citizenship education worldwide. To
effectively prepare students to become reflective, constructive, and contrib-
uting local, national, and global citizens, schools must also thoughtfully
address diversity. But in doing so, schools must also deal with the compan-
ion concept, unity.

The unity-diversity balancing act is universal but dynamic, and its
manifestations are different in each nation-state and cultural region. The
dramatic processes of globalization have certainly affected it in recent
years. The global flow of ideas, workers, executives, students, products, and
services and the influence of powerful governments are spawning issues
related to unity and diversity both globally and within nation-states.
(Banks et al., 2005, p. 11)

In 2010, the National Education Association (NEA) issued a policy
brief titled Global Competence Is a 21st Century Imperative. It describes
global competence as

the acquisition of in-depth knowledge and understanding of international
issues, an appreciation of and ability to learn and work with people from
diverse linguistic and cultural backgrounds, proficiency in a foreign lan-
guage, and skills to function productively in an interdependent world
community.

This publication identifies four basic elements of global compe-
tency: (1) international awareness, (2) appreciation of cultural diversity,
(3) proficiency in foreign languages, and (4) competitive skills—the ability to
compete globally. This policy brief includes a compelling statement
about the need for global competency for students: “Whether engaging
the world or our culturally diverse homeland, the United States’ future
success will rely on the global competence of our people. Global com-
pentence must become part of the core mission of education—from K-12
through graduate school” (NEA, 2010).

The School Staff

The school staff—including administrators, teachers, counselors, and the
support staff—should reflect the racial and cultural diversity in U.S. society.
The people students see working and interacting in the school environ-
ment teach them important lessons about the attitudes of adults toward
racial, ethnic, and language diversity. Students need to see administrators,
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teachers, and counselors from different racial, ethnic, and language back-
grounds in order for them to believe that U.S. society values and respects
people from different ethnic, racial, cultural, and language groups. If
most of the people students see in powerful and important positions in
the school environment are from the dominant racial group, they will
have a difficult time developing democratic racial attitudes, no matter
how cogent are the words we speak about racial equality. Students’ expe-
riences speak much more powerfully than do the words they hear.

School districts should develop and implement an effective policy
for the recruitment, hiring, and promotion of people from different
racial and ethnic groups. Because most of the nation’s teachers are White
and female, school districts need to develop and implement innovative
and experimental projects to increase the number of individuals of color
who are entering the teaching profession (Villegas, 2012; Dilworth &
Brown, 2008). A number of school districts have implemented or are
participating in such innovative projects (Haberman, 1989). Some of
these projects consist of early identification programs in which promis-
ing students of color in high school are identified and given incentives
for choosing teaching as a career.

Staff Attitudes and Expectations

School districts need to implement continuing staff development pro-
grams that help practicing educators to develop high expectations for
low-income students and students of color and to better understand the
cultural experiences of these students (Green, 2012; T. C. Howard, 2010).
An increasing percentage of students in school today are from single-
parent homes, have parents with special needs, and have cultural experi-
ences that are dissimilar in significant ways from those of their teachers
(Galindo & Pucino, 2012).

Many of these students have health, motivational, and educational
needs that usually challenge the most gifted and dedicated teachers. Yet
many of these students are academically gifted and talented, although
their gifts and talents are often not immediately evident and are not
revealed by standardized mental ability tests (Ford, 2013). Their aca-
demic gifts and talents are usually obscured by skill deficits. Teachers
must receive special training to develop the skills and sensitivities needed
to perceive the hidden and underdeveloped talent and abilities of a sig-
nificant number of students of color, language minority students, and
low-income students (Au, 2011; Hudley & Mallinson, 2011). Only when
they are able to perceive the unrealized talent and potential of these stu-
dents will teachers be able to increase their expectations for them (Nieto,
2010; Valenzuela, 2012).
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Gardner’s (2006) theory of multiple intelligences can help teachers
to reconceptualize the concept of intelligence and to develop a broad
view of human ability. This broad view will enable them to see more
intellectual strengths in culturally diverse and low-income students.
Teachers should also use multiple culturally sensitive techniques to assess
the complex cognitive and social skills of students who belong to diverse
cultural, language, and social-class groups (Shepard, 2012; Taylor &
Nolen, 2012).

Creating successful experiences for students of color will enable them
to develop a high self-concept of academic ability as well as enable their
teachers to increase their academic expectations for them (Brookover et
al., 1979; Brookover & Erickson, 1969). Student behavior and teacher
expectations are related in an interactive way. The more teachers expect
from students academically, the more they are likely to achieve; the more
academically successful students are, the higher teacher expectations are
likely to be for them (Green, 2012).

The Curriculum

The school curriculum should be reformed so that students will view con-
cepts, events, issues, and problems from different ethnic perspectives and
points of view (Au, 2012a; Banks, 2013). Reconceptualizing the curricu-
lum and making ethnic content an integral part of a transformed curricu-
lum should be distinguished from merely adding ethnic content to the
curriculum. Ethnic content can be added to the curriculum without trans-
forming it or changing its basic assumptions, perspectives, and goals.

Content about Native Americans can be added to a Eurocentric cur-
riculum that teaches students that Columbus discovered America. In such
a curriculum, the students will read about Columbus’s view of the Native
Americans when he “discovered” them. In a transformed curriculum in
which content about Native Americans is an integral part, the interaction
of Columbus and Native Americans would not be conceptualized as
Columbus “discovering” Native Americans (Bigelow & Peterson, 2003).
Rather, students would read about the culture of the Arawak Indians (also
called Tainos) as it existed in the late 1400s (Boucher, 2000; Olsen, 1974),
the journey of Columbus, and the meeting of the aboriginal American
and European cultures in the Caribbean in 1492 (Jennings, 1975; Snipp,
2012; Todorov, 1984).

“Discovery” is not an accurate way to conceptualize and view the
interaction of Columbus and the Arawaks unless this interaction is viewed
exclusively from the point of view of Columbus and other Europeans
(Jennings, 1975; Todorov, 1984). “The Meeting of Two Old World Cul-
tures” is a more appropriate way to describe the Arawak-Columbus
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encounter. It is imperative that the encounter be viewed from the per-
spectives of the Arawaks or Tainos (Boucher, 2000), in addition to that of
Columbus and the Europeans. Excellent materials are available that teach-
ers can use to teach diverse views of the Arawak-Columbus encounter.
These materials include the special issue of the National Geographic
(National Geographic Society, 1991) on “America Before Columbus”;
Morning Girl, a story by Michael Dorris (1992) about a 12-year-old Taino
who lives on a Bahamian island in 1492; Rethinking Columbus: The Next
500 Years, by Bigelow and Peterson (2003), and “Columbus and Western
Civilization,” an informative and powerful essay by Howard Zinn (2001)
in Howard Zinn on History, a collection of his essays.

The multicultural curriculum not only helps students to view issues
and problems from diverse ethnic perspectives and points of view, but it is
also conceptual, interdisciplinary, and decision-making focused (see Chapter
7). It helps students to make decisions on important issues and to take
effective personal and civic action.

The multicultural curriculum is a dynamic process. It is not possible
to create a multicultural curriculum, hand it to teachers, and claim that
a multicultural curriculum exists in the district. The teacher’s role in its
implementation is an integral part of a multicultural curriculum. Teach-
ers mediate the curriculum with their values, perspectives, and teaching
styles. Although multicultural materials are essential for implementing a
multicultural curriculum, they are ineffective when used by teachers
who lack a knowledge base in multicultural education or who do not
have positive and clarified attitudes toward a range of racial, ethnic, lan-
guage, and cultural groups. A well-designed, continuing staff develop-
ment program is essential for the development and implementation of
an effective multicultural curriculum.

An effective preservice teacher education program is also essential
for the successful implementation of multicultural education in the
schools (Cochran-Smith, 2012; Villegas & Lucas, 2002). School districts
should demand that teacher education institutions have a strong multi-
cultural education component in their programs as a condition for the
employment of their graduates. The National Council for the Accredita-
tion of Teacher Education (NCATE) has taken a leadership role in multi-
cultural education by requiring its members to include multicultural
education outcomes in their teacher education programs (NCATE, 2008).

Parent Participation

Because of the enormity of the problems faced by schools today, it is not
likely that the school can succeed in its major missions—helping
students to attain academic skills and to become effective citizens of a
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democratic society and global world—unless it can solicit the support of
parents and the public at large (C. A. M. Banks, 2013; Comer, 2012;
Galindo & Pucino, 2012). However, soliciting the support of parents is a
tremendous challenge for schools in today’s society. Increasingly within
the United States both parents work outside the home. Few families in
the United States now conform to the standard-model family of past
decades—a working father, mother at home, and two or more school-age
children. According to the National Association of Child Care Resource
and Referral Agencies (NACCRRA), 68 percent of mothers with children
under 5 were in the workforce in 2011 (NACCRRA, 2011).

Other institutions are increasingly taking on functions that were in
the past the primary responsibility of families. Because of the tremendous
changes within U.S. society, we need to rethink the idea of parent involve-
ment and reconceptualize ways in which parents can support the school,
given the other demands now being made on their time (Comer, 2012;
C. A. M. Banks, 2013). Asking a parent to provide a place for his or her
child to study, to monitor the child’s TV watching, and to restrict the child
to one hour per day may be a limited involvement, but it may be the only
kind of parent involvement that the school can realistically expect from
many parents who care deeply about their children’s education.

Educators should be careful not to equate noninvolvement in tradi-
tional ways in school as lack of parent interest or lack of participation.
Also, many parents are reluctant to get involved with schools because
they lack a sense of empowerment and believe that their opinion will not
matter anyway. Other parents are reluctant to become involved with
schools because of their painful memories of their own school days.
School districts should conceptualize and implement a program for
involving parents in school that is consistent with the changing charac-
teristics of families, parents, and society (C. A. M. Banks, 2013).

Teaching Strategies

The multicultural curriculum should be implemented with teaching
strategies that are involving, interactive, personalized, and cooperative
(Lotan, 2012; Horn, 2012). The teacher should listen to and legitimize
the voices of students from different racial, cultural, language, and gen-
der groups. Multicultural content is inherently emotive, personal, con-
tflictual, and interactive. Consequently, it is essential that students be
given ample opportunities to express their feelings and emotions, to
interact with their peers and classmates, and to express rage or pride
when multicultural issues are discussed.

Didactic, teacher-centered instruction has serious disadvantages
when teaching any kind of content. However, it is especially inappropriate
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when teaching multicultural content, an area in which diversity is valued
and different perspectives are an integral part of the content. Students
should be taught the skills needed to talk about race in civil, meaningful,
and thoughtful ways. Conflict resolution and intergroup dialogue (Gurin
& Nagda, 2012) are skills that can be taught to students.

Teaching Materials

School districts need to develop and implement a policy for selecting
teaching materials that describe the historical and contemporary experi-
ences of various ethnic, language, and cultural groups and that present
issues, problems, and concepts from the perspectives of these groups. It
is not sufficient for textbooks and other teaching materials merely to
include content about various ethnic, language, and cultural groups. The
content about ethnic and cultural groups should be an integral part of
the textbook or presentation and not an add-on or appendage. In the
textbooks of past decades, it was not uncommon for content about peo-
ple of color and women to be added to a textbook in a special section, as
a special feature, or with photographs.

When ethnic content is placed in teaching materials primarily as
add-ons or appendages, the text or presentation has not been reconceptu-
alized or reformed in a way that will allow students to rethink the main-
stream American metanarrative, to challenge their personal assumptions,
or to develop new perspectives and insights on U.S. history and culture. If
ethnic content is added to teaching materials and viewed from an Anglo-
centric perspective and point of view—which often happens—then ethnic
stereotypes and misconceptions held by students are likely to be reinforced
rather than reduced. How ethnic content is integrated into textbooks and
other teaching materials is as important as, if not more important than,
whether it is included.

Creating Equal Educational
Opportunities for All Students

A major goal of multicultural education is to create equal educational
opportunities for students from different racial, ethnic, language, and
social-class groups (see Chapter 8). The gaps in academic achievement,
dropout, and graduation rates for students from different racial and
income groups are enormous in most school districts. Each school dis-
trict needs to determine the gaps in academic achievement, dropout
rates, and graduation rates for students from different racial, language,
and income groups. The No Child Left Behind Act—enacted by Congress
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in 2001 and signed by President George W. Bush in 2002—requires
school districts to disaggregate achievement data by income, race, eth-
nicity, disability, and limited English proficiency. The Race to the Top
initiative, implemented by President Barack Obama and Secretary of
Education Arne Duncan in 2009, requires school districts to implement
performance-based standards. Each district needs to develop a compre-
hensive and well-conceptualized plan for closing achievement gaps and
formulating performance standards. While performance standards are
essential and can enhance learning, standardization is often a negative
influence on schools (Sleeter, 2005). In other words, the way students
and teachers can satisfy academic standards should be flexible, contex-
tual, and influenced by the culture of the students and the school.

Special attention should also be given to the proportion of students
of color that is expelled or suspended from school and the percentage
that is enrolled in special education and in classes for gifted students
(Ford, 2013). In most school districts, students of color—especially
males—are overrepresented among the students who are suspended from
school and in classes for the mentally retarded (Harry, 2012). However,
these students are usually underrepresented in classes for gifted students
(Ford, 2013).

A goal of each school district should be to have students from dif-
terent racial, language, and social-class groups represented in special edu-
cation and in gifted classes roughly equal to their percentage in their
district’s population. This means that the percentage of students of color
in special education would be reduced and their percentage in classes for
gifted students would increase in most school districts.

Monitoring

The successful implementation and improvement of a multicultural educa-
tion and global education program within a school or district require an
effective monitoring plan. Ways must be developed to determine (1) whether
the multicultural education and global education goals established by the
board of education are being attained, (2) steps that need to be taken to
close the gap between the goals and actual program implementation, and
(3) incentives that are needed to motivate people in the district to partici-
pate in the efforts being undertaken to attain the district’s multicultural
education and global education goals and objectives.

An effective monitoring program may include (1) classroom visita-
tions to determine the extent to which the content and strategies used
by teachers are consistent with the cultural and language characteristics
of students; (2) examination of standardized test scores disaggregated
by race, social class, and language groups; and (3) examination of the
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percentage of students of color who are suspended, who drop out, and
who are classified as mentally retarded and gifted.

The monitoring program should not focus on specific individuals,
such as teachers and principals, but should be systemic and focus on the
total school as a unit. A systemic approach to monitoring will weaken
resistance to a comprehensive monitoring program as well as reinforce
the idea that multicultural and global education is a shared responsibil-
ity of the school and that everyone within the school building has a
stake in its successful implementation, including the principal and teach-
ers, as well as other members of the professional and support staffs, such
as the secretary, the custodian, and the bus driver.

An effective and well-conceptualized monitoring program will pro-
vide the feedback needed to determine whether the benchmarks
described in this chapter are being realized in your school, and the steps
that need to be taken to ensure the ongoing improvement of its multi-
cultural climate. The Multicultural Education Evaluation Checklist in
Appendix C is designed to help you assess the environment of your
school and to plan and implement action to make it more consistent
with the multicultural realities of the United States and the world.
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Learning in and out of School
in Diverse Environments

Introduction

The changes around the world caused by globalization and worldwide
immigration are significantly influencing education in the U.S. and in
other nations. Students educated in Western nations such as the U.S., the
U.K., Canada, Australia, and France must compete for jobs with people
educated in nations such as India, China, and Pakistan. Technology
enables companies to outsource jobs from wealthy Western nations to
poorer Asian nations where labor is considerably cheaper (Friedman,
2005). If you have recently made a reservation on a major U.S. airline,
the individual who booked your flight may have been in New Delhi,
India. A book written by one of the authors of this publication was devel-
oped in London, copyedited and typeset in Chennai, India, and printed
and bound in Great Britain.

Globalization moves jobs, people, products, and ideas across
nations. Although nationalism is strong and national borders are as tight
as ever, globalization challenges national borders because of its influence
on trade, technology, jobs, and the rights of people who participate in
global population movements (Banks et al., 2005). Individuals who live

Reprinted with permission from J. A. Banks, K. H. Au, A. F. Ball, P. Bell, E. W. Gordon, K. D.
Gutiérrez, S. B. Heath, C. D. Lee, Y. Lee, J. Mahiri, N. S. Nasir, G. Valdés, & M. Zhou (2007).
Learning in and out of School in Diverse Environments: Life-Long, Life-Wide, Life-Deep. Seattle,
WA: The LIFE Center (The Learning in Informal and Formal Environments) and the Center
for Multicultural Education, University of Washington.

Information for ordering hard copies of this publication and for downloading it can be
obtained on the Center for Multicultural Education Web site: http://education.washington
.edu/cme/.
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in nations that are members of the European Union, for example, have
certain rights that all European nations must recognize. Similarly, the
Universal Declaration of Human Rights codifies human rights that
should be extended to all people in the world, regardless of the nation in
which they live (Osler, 2005).

Globalization and worldwide immigration have also increased the
racial, ethnic, religious, and linguistic diversity in U.S. schools and in
schools around the world. The U.S. has been diverse since its founding.
When Europeans arrived in America, Native American groups spoke a
variety of languages and had rich and diverse cultures. The arrival of
Europeans and Africans from many different nations and cultures fur-
ther enriched racial, ethnic, cultural, and linguistic diversity in America.
When the Mexican-American war ended in 1848, the U.S. annexed terri-
tory in the Southwest under the terms of the Treaty of Guadalupe
Hidalgo. Consequently, many people of Hispanic and indigenous back-
ground were added to the U.S. population. Immigration peaked in the
U.S. near the beginning of the 20th century. Today, the U.S. is experienc-
ing its largest influx of immigrants since the early 20th century.

Globalization, global job competition, and the digital world in
which students are socialized make it imperative for educators to rethink
the conventional aims and means of education for all students, includ-
ing those from majority and minority groups. Theoretical and empirical
evidence indicates that there is a significant lag between education in the
public schools and the digital technology and culture in which students
today are deeply involved (Mahiri, 2004). The schools are not keeping up
with the digital age in which students live and participate.

Schools in the United States and around the world face challenges
and opportunities when trying to respond to the problems wrought by
increasing diversity and international migration in ways consistent with
their democratic ideologies and declarations. There is a wide gap between
the democratic ideals in Western nations such as the United States and
the daily educational experiences of non-mainstream groups in their
schools. Non-mainstream students in the U.S. as well as in Western Euro-
pean nations such as France, Germany, the United Kingdom, and the
Netherlands often experience discrimination and marginalization in
school and society because of their cultural, language, and behavioral
differences (Banks, 20042a; Luchtenberg, 2004).

The rich diversity of U.S. schools presents challenges to which edu-
cators need to respond and opportunities that they should actualize. The
academic achievement gap between ethnic minority and majority group
students is one of the most complex and intractable problems faced by
schools both in the U.S. and around the world; it defies facile analyses
and responses (Banks & Banks, 2004; Luchtenberg, 2004). Ladson-Billings
(2006) uses “education debt” to highlight the structural inequity in U.S.
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schools and society and to shift the stigmatizing and negative focus from
low-income and minority students.

Diversity also provides rich opportunities to create learning envi-
ronments in which instruction is enriched, the academic achievement of
marginalized students is enhanced, and the education of all students is
improved. As Bowen and Bok (1998) insightfully point out, a good edu-
cation requires education about diversity in a diverse environment.

Schools should prepare students from all racial, ethnic, cultural,
and language groups to become effective and reflective citizens of the
national civic culture and community (Banks, 2007). This goal should be
attained in ways that are consistent with the idealized values of U.S. soci-
ety, which include civic equality, recognition (Gutmann, 2004), and cul-
tural democracy (Ramirez & Castafieda, 1974). If we honor these values,
then we must help students from diverse groups become citizens of the
U.S. and the world without alienating them from their home cultures or
violating their cultural and language identities (Wong Fillmore, 2005).

Rather than alienate students from their home and community cul-
tures and languages, teachers should build upon the cultures and lan-
guages of students from diverse groups in order to enhance their learning
(Moll & Gonzalez, 2004). An overarching tenet of this publication is that
teachers can increase the academic achievement of students from diverse
groups if they make use of, and build upon, the knowledge, skills, and
languages these students acquire in the informal learning environments
of their homes and communities (Moll & Gonzalez, 2004).

The Life Diversity Census Panel

The Center for Multicultural Education at the University of Washington
and the LIFE Center—a research collaboration between the University of
Washington, Stanford University, and SRI International, supported by
the National Science Foundation (NSF)—established the LIFE Diversity
Consensus Panel during the 2004-2005 academic year. In its leadership
role for the LIFE Center, the LIFE Diversity Consensus Panel focuses on
ways in which learning in informal settings can enhance the academic
achievement of students from diverse ethnic and racial groups, and of
students who speak a first language other than English. This report
describes the findings and conclusions of deliberations that have been
ongoing for two years.

Principles related to the ways in which the learning that students from
diverse groups acquire in informal settings in their homes and communi-
ties can be used by schoolteachers and other educators to increase student
academic achievement and to make school a more inviting place make up
most of this publication. The wide gap in the academic achievement
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between most ethnic, racial, and language minority students and White
mainstream students is a major problem within U.S. schools and society
writ large. Our hope is that the principles we identity and describe in this
publication will enable teachers, other practicing educators, and future
researchers to increase the academic achievement of all students by identi-
tying, drawing upon, and creatively using the cultural and linguistic capital
students bring to school from their homes and communities.

Learning in Formal and Informal
Environments

Most of the learning that occurs across the life span takes places in
informal environments. A major purpose of the LIFE Center is to unlock
the mysteries and powers of human learning as it occurs in formal and
informal settings from infancy to adulthood. Figure A.1 compares the
approximate amount of time people spend in informal environments
with the time they spend in formal environments. LIFE uses this dia-
gram as a beginning point for exploring a variety of issues such as infor-
mal learning in formal environments and vice versa, clearer definitions
of their similarities and differences, the relative importance of different
kinds of learning environments as people mature, and ways in which
new technologies are affecting the boundaries between settings.

Figure A.1 makes clear that people spend the majority of their time
from infancy to adulthood in informal learning settings. We view this
diagram as an initial map of the life long and life wide territories of
human learning, and as a resource for conversations about the scope and
span of human learning.

Lifelong and Lifewide Learning

16 waking hours

0-5K GR1-12 UG Grad Work Retirement

[ Formal learning environments
[ Informal learning environments

FIGURE A.1 Lifelong and Lifewide Learning
Source: Reprinted with the permission of the LIFE Center, University of Washington, Seattle.
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Conclusions and Recommendations

In this report, we have presented a rationale for the development of
schools that prepare students for life-long learning that is life wide and
life deep. In our technological and interdependent world (Friedman,
2005), productive workers and successful citizens must continue to learn
throughout their lives. We have also described the racial, cultural, eth-
nic, and linguistic diversity within the United States and around the
world, and the challenges and opportunities that diversity presents to
schools and to nations. We presented and explicated four principles that
will help educators to transform diversity into an asset by using the cul-
tural and linguistic capital that students bring from their homes and
communities to teach the knowledge, attitudes, and skills they need to
be effective citizens in the United States and the world.

In presenting our recommendations for improving and sustaining
educational access, opportunity, and participation for non-mainstream
youth, we encourage all stakeholders to adopt a broad and nuanced
vision when making policy and curricular decisions (Gutiérrez, 2004).
Much educational policy and practice has been designed to address the
needs of an undifferentiated group of students—such as low-income stu-
dents, English Language Learners, and African American students—with-
out consideration of the vast variability in the needs, experiences, and
available resources for the members of these groups. We use the term
“broad and nuanced vision” to emphasize that, while it is important to
first seek to understand the educational situation of the target popula-
tion as a whole, a second important and often ignored step is to then
consider the local needs of particular communities and students. We
believe that this more complex view of the varied needs and strengths of
communities will help eliminate the tendency to develop one-size-fits-
all approaches to the schooling of non-mainstream youth. The following
recommendations are informed by our wish for complexity as educators,
policy makers, and researchers consider new views of the role of culture
and learning. These recommendations are keyed to the four principles
described in this report.

Principle 1

Learning is situated in broad socio-economic and historical
contexts and is mediated by local cultural practices and
perspectives.

m A cultural approach to learning recognizes the range of experiences
and knowledge that students accumulate across the routines of
their everyday lives. In this approach, we view student learning that
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occurs in homes, communities, and schools as tightly intercon-
nected and interactive.

Policy makers should support the development and sustainability
of collaborative problem-solving learning environments for stu-
dents from diverse racial, ethnic, cultural, and language groups.
Across all learning environments, learning is enhanced when the
everyday lives and valued practices of students are used in
instruction.

Policy makers should recognize and take action to reduce the
structural forces, inequities, and constraints learners experience,
such as racism, access to health services, and low socio-economic
status.

Learning is facilitated when the cultural, social-economic, and
historical contexts of learners are recognized, respected, and
responded to.

Researchers and educators should recognize that cultural structures
or themes are important parts of the lives of students and are mani-
tfested through the daily interactions between children and adults
in their families and communities. These cultural community
structures serve as spaces for engaging youth in cognitive
activities.

Educators and researchers should acknowledge and examine their
own biases about cultural, racial, ethnic, and other social differ-
ences that exist in various communities. They should also reflect on
their beliefs about racial and ethnic minorities and their cultural
communities to ensure that their responses to youth are not based
on stereotyped knowledge.

Researchers and educators should make a concerted effort to under-
stand how immigrant students must negotiate several cultural
worlds in order to fulfill their roles at home, in the community, and
at school.

Principle 2

Learning takes place not only in school but also in the multiple
contexts and valued practices of everyday lives across the
life span.

m Educators need to recognize that youth are learners who have per-
spectives and experiences that constitute valid knowledge bases
and resources for formal educational experiences.
m Teachers need to diversify pedagogical approaches in ways that
integrate new media, technologies, and the range of students’ expe-
riences and knowledge to enrich student learning.
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Educators should understand and attend to the vast array of textual
media learners engage in and draw upon them as educational
resources.

Principle 3

All learners need multiple sources of support from a variety
of institutions to promote their personal and intellectual
development.

Educators need to recognize that holistic youth well-being, devel-
opment, and learning are accomplished within and by
communities.

Programs, resources, and incentives should be put in place that
allow a community to identify productive configurations of
resources and programs that support and fulfill locally identified
needs.

Allocation and coordination of programs, resources, and incentives
between and across communities and schools are essential to over-
come inequities in economic, political, and social capital or various
forms of education-relevant capital.

Strong collaboration between learners, their families, educational
practitioners, policy makers, and educational researchers will
strengthen the perspectives and knowledge bases of all stakeholders
and of education writ large.

Principle 4

Learning is facilitated when learners are encouraged to use
their home and community language resources as a basis for
expanding their linguistic repertoires.

Policy makers, parents, and other stakeholders should view speak-
ing another language as an asset, not as a liability.

Learners should be encouraged to use their language resources flex-
ibly across settings.

Educators need to acknowledge the language of power and examine
their biases regarding what counts as linguistic comprehension.

All students should be provided with the opportunity, instruction,
and resources to become bilingual.

Educators should reconsider many of the common recommenda-
tions often given for the development of supports that scaffold
academic and personal development in the homes of students and
in schools. Such recommendations are often provided without
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consideration of the social and economic structures that constrain
everyday life for members of non-dominate communities.

m Policy makers should ensure that classrooms and community librar-
ies are rich with books, reading and study materials, and on-line
computer access that are easily available to parents and students in
English and home languages.

m Intergenerational mentoring and tutoring programs should be
established that involve community members, business constituen-
cies, and senior citizens from the community as resources for par-
ents and families.

m Accessible and affordable health maintenance and nutrition pro-
grams should be integrated into schooling and learning
environments.

m The vocabulary, language, and literacy development of bilingual
students should be assessed with appropriate measures.

m Teachers should encourage students to use the variety of language
resources available to them and build on the language experiences
and resources students bring to school from their homes and
communities.

m When researchers study learning and cognition they need to con-
sider the development of children who routinely use two or more
languages in their daily lives.
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Checklist for Evaluating
Informational Materials

Rating
Criteria Questions Hardly at all <> Extensively

112|134 |5]|6

1. Includes a range of racial, ethnic, and
cultural groups that reflects the diversity
within U.S. life and society.

2. Describes the wide range of diversity that
exists within racial, ethnic, and cultural groups
(for example, social class, regional, ideology,
and language diversity within ethnic groups).

3. Describes the roles, experiences, challenges,
and contributions of women within various
racial and ethnic groups.

4. Helps students to view American history
and society from the perspectives of women
within various racial and ethnic groups, such
as African American women who played major
roles in the civil rights movement but who are
often not given much visibility compared to
men in the movement (e.g., Ella Baker, Jo Ann
Gibson Robinson, and Fannie Lou Hammer).
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Criteria Questions

Rating
Hardly at all < Extensively

1

2

3

4

5

6

5. Describes the range of dialects and languages
within U.S. society, the problems of language
minority groups, and the contributions that
diverse languages make to U.S. society.

6. Integrates the histories and experiences of
racial and ethnic groups into the mainstream
story of the development of America rather
than isolating them into special sections, boxes,
and features.

7. Challenges the concepts of American
exceptionalism and Manifest Destiny and
helps students to develop new views of the
development of the United States.

8. Helps students to view the historical
development of the United States from the
perspectives of groups that have been
victimized in American history, such as Native
Americans, Mexican Americans, African
Americans, and lower socioeconomic groups,
and from the perspectives of groups that have
been advantaged in America, such as Anglo-
Saxon Protestants and higher-income groups.

9. Uses primary resources to document and
describe the experiences of racial, ethnic, and
cultural groups in the United States.

10. Helps students to understand the powerful
role of social class in U.S. society and the extent
to which class is still a significant factor in
determining the life chances of U.S. citizens.

11. Helps students to understand the extent to
which acculturation within U.S. society is a
two-way process and the ways in which
majority groups have incorporated (and
sometimes appropriated) aspects of the cultures
of ethnic groups of color and the extent to
which ethnic groups of color have adapted and
incorporated mainstream culture into their
ways of life.
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Criteria Questions

Rating
Hardly at all < Extensively

112|345 |6

12. Helps students to understand the extent to
which the American dream of equality for all
citizens is still incomplete and the role that
students need to play to help close the gap
between American democratic ideals and
realities.

13. The mathematics and science materials
help students to understand the ways in which
the assumptions, perspectives, and problems
within these fields are often culturally based
and influenced.

14. The mathematics and science materials
describe the ways in which these disciplines
influence the knowledge that is constructed
about racial, ethnic, cultural, and gender
groups.

15. The mathematics and science materials
help students to understand the ways in which
people from a variety of cultures and groups
have contributed to the development of
scientific and mathematical knowledge.

16. Acquaints students with key concepts that
are essential for understanding the history and
cultures of racial, ethnic, and cultural groups
in the United States, such as prejudice,
discrimination, institutionalized racism,
institutionalized sexism, and social-class
stratification.

17. Acquaints students with key historical
and cultural events that are essential for
understanding the experiences of racial and
ethnic groups in the United States, such as the
Harlem Renaissance, the Middle Passage, the
internment of Japanese Americans, the Treaty
of Guadalupe Hidalgo, and the Trail of Tears.
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A Multicultural Education
Evaluation Checklist

Rating
Criteria Questions Hardly at all <> Extensively

112|134 |5 |6

1. Does school policy reflect the ethnic, cultural,
and gender diversity in U.S. society?

2. Is the total school culture (including
the hidden curriculum) multiethnic and
multicultural?

3. Do the learning styles favored by the
school reflect the learning styles of the
students?

4. Does the school reflect and sanction the
range of languages and dialects spoken by the
students and within the larger society?

5. Does the school involve parents from diverse
ethnic and cultural groups in school activities,
programs, and planning?

6. Does the counseling program of the school
reflect the ethnic diversity in U.S. society?

7. Are the testing procedures used by the
school multicultural and ethnically fair?

149



150 APPENDIX C

Criteria Questions

Rating
Hardly at all < Extensively

1

2

3

4

5

6

8. Are instructional materials examined for
ethnic, cultural, and gender bias?

9. Are the formalized curriculum and course
of study multiethnic and multicultural? Do
they help students to view events, situations,
and concepts from diverse ethnic and cultural
perspectives and points of view?

10. Do the teaching styles and motivational
systems in the school reflect the ethnic and
cultural diversity of the student body?

11. Are the attitudes, perceptions, beliefs, and
behavior of the total staff ethnically and racially
sensitive?

12. Does the school have systematic,
comprehensive, mandatory, and continuing
multicultural staff development programs?

13. Is the school staff (administrative,
instructional, counseling, and supportive)
multiethnic and multicultural?

14. Is the total atmosphere of the school
positively responsive to racial, ethnic, cultural,
and language differences?

15. Do school assemblies and holidays reflect
the ethnic and cultural diversity in U.S.
society?

16. Does the school lunch program prepare meals
that reflect the range of ethnic foods eaten in the
United States?

17. Do the bulletin boards, physical education
program, music, and other displays and activities
in the school reflect ethnic and cultural
diversity?




A P PAESNERD "1 G

A Multicultural Education
Basic Library

Books

Au, W. (2012). Critical curriculum studies: Education, consciousness, and the politics of knowing.
New York & London: Routledge.

Banks, J. A. (Ed.). (1996-continuing). Multicultural Education Series. A series of books—
written by authors from diverse racial and ethnic groups—that focuses on research,
theory, and practice in multicultural education. Teachers College Press, Columbia
University, 1234 Amsterdam Avenue, New York, NY 10027. Authors include Gary
Howard, Sonia Nieto, Pedro Noguera, Guadalupe Valdés, Geneva Gay, Carol Lee,
Linda Darling-Hammond, and Patricia Gandara. In 2012, 45 books had been pub-
lished in the Multicultural Education Series. Web site: http://www.teacherscollegepress
.com/multicultural_education.html

Banks, J. A. (2009a). The Routledge international companion to multicultural education. New
York, NY, and London, UK: Routledge.

Banks, J. A. (2009b). Teaching strategies for ethnic studies (8th ed.). Boston, MA: Pearson Allyn
& Bacon.

Banks, J. A. (Ed.). (2012). The encyclopedia of diversity in education (4 volumes). Thousand
Oaks, CA: Sage Publications.

Banks, J. A., & Banks, C. A. M. (Eds.). (2004). Handbook of research on multicultural education
(2nd ed.). San Francisco, CA: Jossey-Bass.

Banks, J. A., & Banks, C. A. M. (Eds.). (2013). Multicultural education: Issues and perspectives
(8th ed.). Hoboken, NJ: Wiley.

Darling-Hammond, L. (2010). The flat world and education: How America’s commitment to
equity will determine our future. New York, NY: Teachers College Press.

Géandara, P, & Hopkins, M. (Ed.). (2010). Forbidden language: English learners and restrictive
language policies. New York, NY: Teachers College Press.

Gay, G. (2010). Culturally responsive teaching: Theory, research and practice (2nd ed.). New
York, NY: Teachers College Press.
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Grant, C. A., & Portera, A. (Eds.). (2011). Intercultural and multicultural education: Enhancing
global interconnectedness. New York, NY and London, UK: Routledge.

Howard, T. C. (2010). Why race and culture matter in schools: Closing the achievement gap in
America’s classrooms. New York, NY: Teachers College Press.

Nieto, S. (2010). The light in their eyes: Creating multicultural learning communities (10th anni-
versary edition). New York, NY: Teachers College Press.

Sensoy, O., & DiAngelo, R. (2012). Is everyone really equal? An introduction to key concepts in
social justice education. New York, NY: Teachers College Press.

Suarez-Orozco, M. M. (Ed.). (2007). Learning in the global era: International perspectives on
globalization and education. Berkeley, CA: University of California Press.

Valdés, G., Capitelli, S., & Alvarez, L. (2011). Latino children learning English: Steps in the
journey. New York, NY: Teachers College Press.

Journals

Intercultural Education, the official journal of the International Association for Intercul-
tural Education (IAIE). This quarterly journal includes articles on intercultural
education from around the world. It is edited by Barry van Driel in The Nether-
lands and is published quarterly by Routledge, part of the Taylor and Francis
Group.

Multicultural Education, a quarterly journal that includes articles, book reviews, and other
features. Published by Gaddo Gap Press, 3145 Geary Boulevard, PMB 275, San Fran-
cisco, CA 94118. Web site: http://www.caddogap.com/periodicals.shtml

Multicultural Perspectives, the official journal of the National Association for Multicultural
Education. Published four times a year by Routledge, part of the Taylor and Francis
Group.

Race Equality Teaching. A quarterly journal published in the United Kingdom and edited
by Gillian Klein. Its main audience is educational practitioners. Published by IOE
Press, Institute of Education, University of London. Website: http://www.ioe.ac.uk/
about/92.html

Race Ethnicity and Education. This is a scholarly journal that is edited by Professor David
Gillborn, a faculty member at the University of Birmingham, United Kingdom. How-
ever, it publishes articles and book reviews from around the world. It is published by
Routledge, part of the Taylor and Francis Group.

Rethinking Schools. A quarterly magazine edited by teachers for teachers in Milwaukee.
Rethinking Schools also publishes excellent books for teachers. 101 East Keefe Ave-
nue, Milwaukee, WI 53212. Web site: http://www.rethinkingschools.org/about/
contact.shtml

Teaching Tolerance, a magazine published twice a year by Teaching Tolerance, a division of
the Southern Poverty Law Center, 400 Washington Avenue, Montgomery, AL 36104.
Distributed free to school and university educators. Teaching Tolerance also pro-
duces and distributes excellent videotapes that can be used in schools and for teacher
education courses. Web site: http://www.tolerance.org/
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Internet Sources for Books and Other
Teaching Materials

Anti-Defamation League Online Store. The Anti-Defamation League, founded in 1913, is
the world’s leading organization fighting anti-Semitism through programs and ser-
vices that counteract hatred, prejudice, and bigotry. Mailing address: Anti-Defama-
tion League, 823 United Nations Plaza, New York, NY 10017. Web site:http://store
.adl.org/

Arte Publico Press. Arte Publico Press is the oldest and largest publisher of U.S. Hispanic
literature. It publishes a catalog of fiction, poetry, drama, literary criticism, and art
by leading figures in Mexican American, Puerto Rican, Cuban, and U.S. Hispanic
literature that includes books for children and young people. It is part of the
University of Houston. Web site: http://www.latinoteca.com/

Lee & Low Books. Lee & Low Books publishes multicultural literature for children. 95 Madi-
son Avenue, Suite #1205, New York, NY 10016. http://www.leeandlow.com/

Social Studies School Services. Publishes a catalog and markets online materials about ethnic
groups in the United States as well as about global studies. A comprehensive collection
of books, posters, videotapes, and other materials for the diverse classroom. Social
Studies School Services is located in Culver City, Cali fornia. Web site: http://www
.socialstudies.com/

Teaching for Change. Markets books and resources on immigration, war and the Middle
East, early childhood education, and civil rights. P.O. Box 73038, Washington, DC
20056-3038. Web site: http://www.teachingforchange.org/
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Glossary

Afrocentric Explanations, cultural characteristics, teaching materials, and other factors
related to the heritages, histories, and cultures of people of African descent who live in
the United States and in other parts of the world. The U.S. Census indicated that there
were approximately 38.9 million African Americans living in the United States in
2010, which was 12.6 percent of the nation’s population (Rastogi, Johnson, Hoeffel, &
Drewery, 2011).

Anglocentric Explanations, cultural characteristics, teaching materials, and other factors
related to the heritages, histories, and cultures of Whites of British descent in the United
States. The U.S. Census indicated that the non-Hispanic White population consisted of
approximately 196.8 million, or 63.7 percent of the nation’s population. It had decreased
from 69 percent of the population in 2000 (Hixon, Hepler, & Kim, 2011).

Canon A standard or criterion used to define, select, and evaluate knowledge in the
school and university curriculum within a nation. The list of book-length works or
readings selected using the standard is also described as the canon. Historically in the
United States, the canon that has dominated the curriculum has been Eurocentric and
male oriented.

Culture The ideations, symbols, behaviors, values, and beliefs that are shared by a human
group. Culture may also be defined as the symbols, institutions, or other components
of human societies that are created by human groups to meet their survival needs.

Ethnic group A group that shares a common history, a sense of peoplehood and identity,
values, behavioral characteristics, and a communication system. The members of an
ethnic group usually view their group as distinct and separate from other cultural
groups within a society. Ethnic groups within the United States include Anglo Americans,
Irish Americans, Polish Americans, and German Americans.

Ethnic minority group An ethnic group that has unique behavioral and/or racial charac-
teristics that enable other groups to easily identify its members. These groups are often
a numerical minority within the nation-state and the victims of institutionalized
discrimination. Jewish Americans are an example of an ethnic group differentiated on
the basis of cultural and religious characteristics. African Americans, Mexican Americans,
and Japanese Americans are differentiated on the basis of both biological and cultural
characteristics.

The term ethnic minority group is being used increasingly less within U.S. educa-
tional communities because of the nation’s changing racial, ethnic, and language
characteristics. During the 2010-2011 school year, students of color were majorities in
13 states: Arizona, California, Delaware, Florida, Georgia, Hawaii, Louisiana, Mary-
land, Mississippi, New Mexico, Nevada, New York, and Texas. The U.S. Census (2012)
projects that by 2042 Whites and people of color will each make up about 50 percent
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of the U.S. population. Consequently, the United States will be made up of groups of
minorities. The term people of color is increasingly replacing ethnic minority group in
educational discourse in the United States.

Ethnic-specific programs Curricula and educational policies that focus on one desig-
nated ethnic group, such as Anglo Americans, Latino Americans, or Asian Americans,
rather than on a range of ethnic and cultural groups.

Ethnic studies The scientific and humanistic study of the histories, cultures, and experi-
ences of ethnic groups within the United States and in other societies.

Eurocentric explanations Cultural characteristics, teaching materials, and other factors
related to the heritages, histories, and cultures of people of European descent who live
in the United States and in other nations.

Global education The study of the cultures, institutions, and interconnectedness of
nations outside of the United States. Global education is often confused with multi-
cultural education, which deals with educational issues in the United States or within
another nation. Global education deals with issues, problems, and developments out-
side of the United States or outside another nation.

Knowledge construction The process that helps students understand how social, behav-
ioral, and natural scientists create knowledge, and how their implicit cultural assump-
tions, frames of reference, perspectives, cultural contexts, and biases influence the
knowledge they construct. Knowledge construction teaching strategies, which are
constructivist, involve students in activities that enable them to create their own
interpretations of the past, present, and future.

LGBT The acronym used to describe people who are lesbian, gay, bisexual, or transgender
and to call attention to the problems and challenges that LGBT students, teachers,
parents, staff, and administrators experience in the schools. These problems include
curricular invisibility, physical and verbal harassment, and school policies that are
biased toward heterosexual people (Kavanagh, 2012).

Multicultural education An educational reform movement whose major goal is to
restructure curricula and educational institutions so that students from diverse social-
class, racial, and ethnic groups—as well as male and female students and LGBT
students—will experience equal educational opportunities. Multicultural education
consists of three major components: (1) an educational reform movement whose aim
is to create equal educational opportunities for all students; (2) an ideology whose aim
is to actualize American democratic ideals, such as equality, justice, and human rights;
and (3) a process that never ends because there will always be a discrepancy between
democratic ideals and school and societal practices.

Multiculturalists A group of theorists, researchers, and educators who believe that the
curricula within the nation’s schools, colleges, and universities should be reformed so
that they reflect the experiences and perspectives of the diverse cultures and groups in
U.S. society.

Multiethnic education An educational reform movement designed to restructure educa-
tional institutions so that students from diverse ethnic groups, such as Asian Americans,
Native Americans, and Latinos, will experience equal educational opportunities. This
term was used frequently in the 1970s but is rarely used in educational discourse today.

Neoliberal A set of beliefs and movements that have emerged in most of the Western
nations since the terrorist attacks on September 11, 2001, subsequent attacks, and the
wrenching economic problems that have occurred around the world. Neoliberals chal-
lenge multiculturalism and call for social cohesion, assimilation, and standardization.
They privilege the free market system, competition, and marketization. Neoliberals
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advocate standardized testing of students and are critical of public schools, teachers,
and unions. They advocate charter schools and competition among students, teach-
ers, and schools.

Paradigm An interrelated set of facts, concepts, generalizations, and theories that attempt
to explain human behavior or a social phenomenon and that imply policy and action.
A paradigm, which is also a set of explanations, has specific goals, assumptions, and
values that can be described. Paradigms compete with one another in the arena of
ideas and educational policy. Explanations such as at-risk students, culturally deprived
students, and culturally different students are paradigms.

Paradigm shift The process that occurs when an individual accepts and internalizes an
explanation or theory to explain a phenomenon or event that differs substantially
from the one that he or she previously had internalized. An example occurs when an
individual who previously believed that Columbus discovered America now views the
Columbus-Arawak encounter as the meeting of two old-world cultures.

People of color A term used to refer to racial groups in the United States that have histori-
cally experienced institutionalized discrimination and racism because of their physi-
cal characteristics. These groups include African Americans, Asian Americans, Latinos,
Native Americans, and Native Hawaiians.

Postmodernism An idea that challenges the Western scientific idea that knowledge can
be created that is purely objective, universal, and certain (Kerdeman, 2012). Postmod-
ernism assumes that knowledge is not purely objective but reflects the social location,
values, and perspectives of the people who create it. Postmodern scholars “worry that
so-called objectivity masks the perpetuation of power” (Kerdeman, 2012, p. 1680).
Postmodern researchers also believe that the claim of objectivity can enable researchers
to avoid “epistemic responsibility” to the people they study (Code, 1991).

Powerful ideas Key concepts or themes—such as culture, socialization, power, and
discrimination—that are used to organize lessons, units, and courses. In conceptual
teaching, instruction focuses on helping students to see relationships and to derive
principles and generalizations.

Transformative curriculum A curriculum that challenges the basic assumptions and
implicit values of the Eurocentric, male-dominated curriculum institutionalized in
U.S. schools, colleges, and universities. It helps students to view concepts, events, and
situations from diverse racial, ethnic, gender, and social-class perspectives. The trans-
formative curriculum also helps students to construct their own interpretations of the
past, present, and future.

Western traditionalists Social scientists, historians, and other scholars who argue that
the European Western tradition should be at the center of the curriculum in U.S.
schools, colleges, and universities because of the cogent influence that Western ideas
and ideals have had on the development of the United States and the world.
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