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Editor’s Notes:
This chapter begins by offering a rationale for
multicultural course change. Margie Kitano
argues that incorporation of multicultural con-
tent and pedagogy has equal relevance for
highly diverse and homogeneous campuses
because a transformed course provides a
broader, more intellectually honest view of
_the discipline and better prepares all students
for world citizenship. Moreover, faculty mem-
bers who engage in course transformation of-
ten experience their efforts as stimulating,
challenging, and revitalizing. In examining
additional reasons for multicuitural course
change, the author reviews current demo-
graphics specific to higher education as well
as available empirical support for the efficacy
of such change.

The second part of the chapter presents a
general framework for thinking about multi-
cultural education in colleges and universi-
ties. The literature documents numerous def-
initions of multicultural education. Kitano pre-
sents a highly inclusive, social reconstruction-
ist definition of multicultural education and
correlative goals, assumptions, and principles
that serve as the basis for subsequent chapters.
Among the key assumptions is the major role

played by higher education faculty members
in developing a more equitable society. M

Always interested in new ideas for enhancing
his teaching skills, Professor Amatti has been
attending a series of campus-based workshops
on diversity. Observational research suggesting
that teachers give more positive attention to
tale and mainstream students particularly con-
cerned him. He determined to monitor his own
classroom interactions to guard against bigsed
treatment of students. In addition, he felt that
the presentations on cultural differences in
learning styles, women's ways of knowing, and
the impact of low expectations on grading raised
his consciousness and sensitivity. Indeed, the
composition of his classes has changed over the
past several years. This semester, he has several
African American students, a few older students
who are pursuing second careers, and a deaf stu-
dent. In addition, several students from Belize
are attending his classes. Professor. Amaiti
wants fo.enhance the learning of all of his stu-
dents while maintaining the university’s high
standards for achicvement. Moreover, he knows
that his professional organization’s accredita-
tion. guidelines require that the coursework in
his field “incorporate diverse ethnic, gender, cul-
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tural, and disability perspectives.” Yet in pre-
paring for the new semester, he feels uncertain
about precisely what modifications in content
and instruction would be helpful to his students.

* * *

At 26, Toya Williams is taking her first upper
division course, having transferred from a 2-
year community college to a comprehensive state
university. She forces herself to concentrate on
the professor’s orientation lecture, trying not to
worry at this moment about how her two pre-
schoolers are doing in the university day care
center. She will try her best in Professor
Amatti’s class because she must maintain a 3.2
GPA in order to retain her scholarship. The

demanding syllabus will require careful time

management in order to juggle responsibilities
related to her job, children, and elderly parents.
She is hopeful that she will find a peer study
group to support her learning of the course
material. Looking at her fellow classmates, she
notes that there are few students of color. She
wonders if the swastika graffiti in the elevator
has deterred them. The university advisor’s sug-
gestion that she enroll in non-credit basic study
skill courses has shaken her self-confidence, par-
ticularly given her academic success at the jun-
ior college.

* Ok ¥

As Professor Amatti observed, the demo-
graphics of college classrooms in the United
States are changing as they begin to reflect
the increasing diversity of the country’s
population. And, like Toya, today’s students
enter colleges and universities with a range
of backgrounds, experiences, and concerns
that challenge the faculty to rethink long-
standing assumptions about teaching and
learning in higher education. Yet despite the
critical role of teaching and learning in col-
leges and universities, few faculty members
receive formal preparation in instructional
strategies relevant for today’s institutions.
This book seeks to support faculty members’

efforts to apply content and instructional
strategies that will enhance all students” suc-
cess as they study, work, and interact in a
multicultural society. Chapter 1 presents a
rationale for multicuttural course change
and describes a philosophical basis for trans-
forming courses to meet evolving needs.

THE RATIONALE FOR
MULTICULTURAL COURSE CHANGE

Multicultural course change refers to the
modification of a given course to appropri-
ately incorporate multicultural content, per-
spectives, and strategies. Such change has
as its objectives the following: provide a
more comprehensive, accurate, intellectu-
ally honest view of reality; prepare all stu-
dents to function in a multicultural society;
and better meet the learning needs of all stu-
dents, including those who are diverse.
Course and pedagogy development as part
of institutional change for responding to
cultural diversity and combating racism is
an ethical imperative for campuses with
diverse student bodies (Chesler & Crow-
foot, 1990). But it has equal relevance for

- more homogeneous campuses, whether a

predominantly mainstream institution, a
historically Black college or university, a
single gender college, or a campus designed
for students with disabilities. A trans-
formed course’s objectives of presenting
new knowledge, helping students value
diversity, and accommodating a range of
learning strategies will better prepare all
students for world citizenship.
Multicultural course change in higher
education has potential for benefiting fac-
ulty, students from diverse backgrounds,
and mainstream students. Surveys of higher
education institutions demonstrate that con-
certed efforts to support the faculty’s trans-
formation of courses positively affects
faculty vitality. Gaff (1992, pp. 34-35) found
that “over seven of ten [institutions] sur-
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veyed noted a positive impact on faculty
. renewal. So strong was this effect that I was
tempted to declare, during an early state of
data analysis, that professors were the major
beneficiaries of curriculum reform.” Mult-
cultural curriculum transformation chal-
lenges us to examine our own perspectives,
engages us in intellectual struggles, and pro-
pels us across disciplinary boundaries as we
search for resources to enrich our own
knowledge. Across the country, collabora-
tive projects among Women'’s Studies, Eth-
nic Studies, International Programs, and
academic departments are enhancing
awareness, provoking stimulating discus-
sions, and resulting in innovative teaming
arrangements for course development and
implementation.

As instructors, we have a professional
responsibility to enable our students to
have access to comprehensive knowledge
about our disciplines. Multicultural course
change increases and transforms disciplin-
ary knowledge. As Hilliard (1991/92, p. 13)
cogently states, “The primary goal of a plu-
ralistic curriculum process is to present a
truthful and meaningful rendition of the

whole human experience. This is not a mat-.

ter of ethnic quotas in the curriculum for

‘balance’; it is purely and simply a question -

of validity. Ultimately, if the currictdum is
centered in truth, it will be pluralistic.” His-
tory and literature textbooks often have
been guilty of lying by omission in failing to
acknowledge the contributions and per-
spectives of people of color and of women.
In a later chapter of this book, Bartlett and
Feiner report that introductory economics
textbooks on the average devote less that 2
percent of their content to the economic sta-
tus of women and minorities and omit new
developments in the discipline that incor-
porate gender and race.

Textbooks often ignore the discrepancy
between the ideal of equality and the reality
of oppression caused by racism or sexism.

For example, American history texts in the
past frequently omitted or provided only
federal government perspectives on the
confiscation of property and imprisonment

" of Americans of Japanese ancestry during

World War II. Only recently have courses
outside gender and ethnic studies programs
begun to include and value scholarship
related to the psychology, leadership, ways
of knowing, and discourse of women and
people of color. Clearly, the incorporation
of multicultural content and strategies chal-
lenges instructors to recognize the limits of
their training and to acquire broader knowl-
edge to help students develop a more com-
prehensive truth.

In addition to our professional respon-
sibility for comprehensive knowledge of the
discipline, faculty members have a moral
imperative to engage students intellectually
and emotionally to encourage both learning
and degree completion. The increasing
diversity of students on our campuses cou-
pled with disproportionately low rates of
college completion by students of color
demands transformation of our courses and
programs. Courses that ignore the experi-
ences of diverse students contribute to these
students” feelings of alienation and their
attrition from the university. The following
statement from one student of color gives
voice to many and reinforces the urgency
for change.

Part of studying history as an under-
graduate turned me off, even though I
loved history. When I took ethnic stud-
ies and women'’s studies, I realized that
social history was missing from the
way history was taught; basically it
was what men did. It was elite history.
1 did not see myself or my community
in the curriculum.’

Finally, growing cultural heterogeneity
requires of people from all backgrounds
additional knowledge and social skills for
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effective participation as national and
world citizens. All students, including those
from traditional White, middle class back-
grounds, have a right to expect that their
courses present comprehensive knowledge
and prepare them to succeed in a multicul-
tural community. Understanding the per-
spectives of many groups enriches the lives
of all students, supports cross-cultural com-
petence, and promotes a more equitable
society . for all. Opportunities to critically
analyze traditional canon (e.g., theories of
moral development derived from data col-
lected on male subjects} in light of new
scholarship {e.g., Gilligan’s critique based
on women's experiences) expand students’
knowledge and support higher level think-
ing. Further, multicultural education seeks
to “close the gap between the Western dem-
ocratic ideals of equality and justice and
societal practices that contradict those ide-
als, such as discrimination based on race,
gender, and social class” (Banks, 1991/92,
p- 32). To achieve this end, all students—
mainstream and nontraditional—need mul-
ticultural education.

Data from census studies document the
range of demographic changes on college
campuses. In addition, data indicating con-
tinuing disparities among groups in college
completion rates support the need for cur-
ricular change. Finally, the literature indi-
cates that institutional factors contribute to
student attrition and retention and that fac-
ulty can positively influence student persis-
tence and reduce prejudicial attitudes.

Increasing Population Diversity

The 1990 Census documented major demo-
graphic changes in this country over the last
decade that are having and will continue to
have significant impact on higher educa-
tion. Between 1980 and 1990, the U.S. popu-
lation grew by nearly 10 percent. According
" to Census figures {U.S. Department of Com-
merce, 1992): o

¢ By ethnic group, the 1990 U.S. popula-
+ tion figures were

Whites 199.7 million (80.3%)
African : _
Americans 30.0 million (12.1%)
Hispanics

(may be of

any race) 22.4 million (9.0%)
Asians or

Pacific Isla_nders 7.3 million (2.9%)
American Indians, Eskimos,

or Aleuts 2.0 million (0.8%)
Other

and unknown 9.7 million (3.9%)

¢ While the White population increased -
by 6 percent (11 million) since 1980, this
group declined in proportion to the
total U.S. population. ,

* The nonwhite population grew by 11
million, with African Americans expe-
riencing a 13 percent increase; Hispan-
ics a 53 percent increase; American
Indians, Eskimos, or Aleuts a 38 per-
cent increase; and Asian or Pacific
Islanders a 107.8 percent increase. '

It is projected that by 2010, although the
nation will have grown in total population,
the youth population will decline. At the .
same time, nonwhite youth will increase
from 30 percent in 1990 to 38 percent in 2010
(Hodgkinson, 1991, p. 12). 7 _
Diversity characterizes people within
the major ethnic groups as well. For exam-
ple, the United States government recog-
nizes over 400 Native communities, in-
cluding Eskimo and Aleut. Asianand Pacific
Islander Americans include people of Chi-
nese, Filipino, Japanese, Asian Indian, Ko-
rean, Vietnamese, Cambodian, Hmong, Lao,
Thai, Hawaiian, Samoan, and Guamanian
ancestry. Hispanic Americans may have
roots in Mexico, Puerto Rico, Cuba, ot the
many countries of South and Central Amer-
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ica and may be of any race. Within each of the
major groups and subgroups, individuals
may differ in terms of language spoken, cul-
tural values, level of acculturation, religion,
sociceconomic status, education level, and
generation in the United States. Moreover,
immigrants within each group bring a vari-
ety of experiences from their countries of or-
igin (e.g., urban or rural living; war or peace;
oppression or freedom).

As the population increases in cultural
and ethnic mix, the variety of spoken lan-
guages also is growing. The National Asso-
ciation for Bilingual Education (Waggoner,
1994) reports that 9.9 million school-age
children and youth in the United States
{over one in five) live in households in
which languages other than English are spo-
ken. Of these, approximately 60 percent {6
million) live in Spanish-speaking house-
holds. Children and youth who bring lan-
guages other than English live in every state.
Interestingly, despite the predominance of
school-age children who speak Spanish,
children and youth from other non-English
language backgrounds (e.g., Asian, Pacific
Island, American Indian, African, European
languages) in the aggregate outnumber
their Spanish-language peers in the majority
of states (Waggoner, 1994).

The Changing Classroom

Consistent with changes in the overall fabric
of US, society, college classrooms reflect
greater ethnic, cultural, and linguistic diver-
sity. In addition, today’s student body has a
majority of women and a significant number
of intermnational students, older students,
gay and lesbian students, and students with
disabilities.

Ethnic Diversity

Differential high school attrition rates of
students from "some ethnic and cultural
groups significantly affect their enrollment
in institutions of higher education. Never-’
theless, with the exception of African Amer-

- ican students, the proportion of college

enrollment comprised of diverse groups
has increased steadily as the proportion of
White, non-Hispanic students has declined.
The absolute numbers of all diverse groups
has increased (see Table 1).

Between 1980-81 and 1990-91, public
and private 2- and 4-year institutions of
higher education experienced a total in-
crease in enroliment of 13.3 percent. Over the
same period, the proportion of White, non-
Hispanic students attending such institu-
tions declined from 83.5 to 80.2 percent. Be-

TABLE 1-1  Enrollment in Higher Education by Ethnic Group

s

.School Year

1980-81 1990-91

Total enrollment in higher education
White, non-Hispanic

Black, non-Hispanic

Hispanic

Asian/Pacific Islander

American IndianfAlaskan Native

{in thousands)

12,097 {100%) . - 13,710 (100%)
10,101 83.5%) 10,995  (80.2%)
1,137 (09.4%) 1,261 {09.2%)
484 (04.0%) 781 {05.7%)
290  (02.4%) 576 (04.2%Y

85 (0.7%} 110 (0.8%)

.Adapted from L.5. Department of Education (1993a).
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tween 1992 and 1993, enrollments of stu-
dents of color rose by 2.6 percent, with all
four major groups of color recording enroll-
ment increases at four-year institutions.
However, enrollments of African Americans
and American Indians declined slightly at
the two-year level (Carter & Wilson, 1995).

‘Gender

By 1980, women (51.5%) outnumbered men
(48.5%) on college campuses. By the 1991—
92 academic year, the proportion of women
had increased to 54.7% (Chronicle of Higher
Education, 1993), and the female majority is
projected to continue (Editors of the Chroni-
cle of Higher Education, 1992). Between
1970-71 and 1990-91, the percentage of
bachelor’s degrees awarded to women in-
creased froin 43.4 to 54.1. Over the same 20-
year period, the proportion of doctorates
conferred on women increased from 14.3 to
37.5 percent.

International Students

Although international students comprise -

only 2.9 percent of student enrollment
nationwide (Chronicle of Higher Education,
1993), their numbers increased between 1978
and 1991 by 64 percent from 253,000 to
416,000. Commensurately, international stu-
dents received 2.7 percent of bachelor’s

. degrees awarded in 1990-91. However, dur-
ing the same year, they earned 24.7 percent
of doctoral degrees. One in four institutions
of higher education reported an increase in
the number of international students on their
campuses in 1990-91 (National Education
Association, 1992).

Age

Between Fall 1989 and Fall 1991, the percent
of the freshman class over 18 years of age
increased from 25.9 to 31.5. Age figures for
Fall 1991 indicate that students over 24 con-

stituted 40.8 percent of the total enroliment
of full- and part-time students nationwide
(Chronicle of Higher Education, 1993).

Gay and Lesbian Students

Gays and lesbians share experiences similar
to those of members of other marginalized
groups: lack of civil rights, societal censure,
oppression, lowered self-esteem, physical
violence, and hate campaigns (Elliot, 1993).
Reliable estimates of the proportions of gay
and lesbian students on college campuses
are difficult to generate. Definitional and
privacy issues may affect census-taking
efforts. Nevertheless, Gonsiorek-and Wein-
rich (1991) indicate that despite the consid-
erable problems in definition and meas-
urement, “the available research suggests -
that the incidence of homosexuality in the
United States is currently in a range from 4%
to 17%" (p. 11) and that gays and lesbians
constitute one of the three most numerous
minority groups in the United States. In her
chapter on gay and lesbian issues in educa-
tion, Fassinger (1993) notes that the litera-
ture well documents discrimination and
harassment targeting gay and lesbian stu-
dents in higher education. For example, she
cites a 1984 survey conducted at the Univer-
sity of California at Berkeley indicating that
82 percent of the gay and lesbian students
responding had been subjected to pejorative
comments about gays by instructors and felt
more uncomfortable in the classroom than
did other minority groups.

Students with Disabilities

According to the Chronicle of Higher Educa-
tion (Wilson, 1992), an estimated 10.5 per-
cent of all college students have some form
of disability. Of these students, nearly 40
percent have a visual impairment and 26
percent are deaf or hard of hearing. Institu-
tions of higher education also serve students
who have learning, physical, communica-
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tion, or emotional disabilities that may
require accommodation in the classroom. In
respense to section 504 of the Rehabilitation
Act of 1973, most institutions of higher edu-
cation routinely provide special services to
ensure educational access to students with
disabilities. More recent federal legislation
(the Americans with Disabilities Act of 1990)
extends provisions of the earlier act to the
private sector, forbidding employment dis-
crimination and requiring reasonable ac-
commodation. Enrollments of individuals
with disabilities are projected to increase in
the future as the new regulations expand
opportunities in the job market.

Degrees Awarded

National reports clearly document the dis-
proportionately low numbers of individu-
als from some ethnic and cultural groups
earning college degrees. Continuation of
this trend in an era of increasing population
diversity will result in undereducation of a
significant portion of the population and
diminish our individual and collective
capacity. For example, a survey of the edu-
cational attainment of 1980 high school
seniors by 1986 revealed that only 10.8 per-

cent of American Indians, 9.9 percent of |

Black, and 6.8 percent of Hispanic students
had attained bachelor’s degrees as com-
pared to 27.3 percent of Asian and 20.2% of
White, non-Hispanic students (Editors of
the Chronicle of Higher Education, 1992). The
US. Department of Education (1993b)
reports that Black, Hispanic, and American
Indian students who graduate from college
take longer as a group to complete their bac-
calaureate degrees than do Asian American
and White students. According to the
Department, taking longer may occur for a
variety of reasons, including changing
schools or majors, stopping out, or taking
reduced course loads. The delay can result

in higher total costs for the degree and
decreased lifetime earning potential.

As a natural result of demographic
changes in the general population, students
of color are enrolling on college campuses
in larger numbers. However, their comple-
tion rates are disproportionately lower than
for White students. At four-year colleges, 45
percent of all students in public institutions
graduate in six years as compared with only
26 percent of African American and His-
panic students. Dropout rates of 60 percent
for Higpanic and 71 percent for African
American students are significantly higher
than the 55 percent for Anglos (Fisk-Skinner
& Gaither, 1992).

Similarly, students with disabilities
evidence lower college completion rates
than do students without disabilities. Stu-
dents with disabilities enter college at a
lower rate (15%) than do nondisabled stu-
dents (56%), and of those entering, dispro-

_ portionately fewer graduate. For example,

71% of students with hearing impairments
leave college prior to completion as com-
pared to 41 percent of students with normal
hearing (English, 1993).

Institutional Contributions

Early investigators focused on background
characteristics as the source of such under-
achievement of students from diverse
groups. More recently, researchers have ex-
panded the study of achievement differ-
ences to include structural factors, such as
racial discrimination, that affect both stu-
dents and educational systems. For exam-
ple, discrimination on college campuses, an
unsupportive social and emotional environ-
ment, and low expectations for student per-
formance may contribute to student at-
trition. In addition, historical patterns of dis-
crimination may indirectly affect student
factors related to attrition, such as prepara-
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tion, motivation, and nontraditional modes
of participation, including delayed college
entrance and enrollment interruptions
(Fisk-Skinner & Gaither, 1992).

Aspects of campus climate that may af-
fect students’ level of comfort and their re-
tention include overt acts of discrimination,
the diversity of the faculty, and outcomes of
academic debates related to multicultural-
ism. Each of these aspects sends explicit or
implicit messages regarding the institu-
tion’s valuing of diverse students.

incidences of Overt Discrimination

Nationally, the incidence of oppressive acts
on college campuses continues at an unac-
ceptablerate. A 1991 survey of 444 two-year,
four-year, and doctoral-granting institu-
tions of higher education {National Educa-
tion Association, 1992) revealed that 36
percent of reporting institutions had inci-
dents of intolerance related to race, gender,
or sexual orientation in the previous year. Of
doctoral universities, 75 percent reported
such incidents. In addition to overt acts of in-
tolerance, campuses successful in recruiting
‘diverse students and faculty are experienc-
ing subtle racial tensions whose prevention
or quick resolution are needed to maintain
supportive climates. These situations in-
clude classroom interactions, comments,
and instructional or grading practices that
students and instructors with differing
backgrounds attribute to cultural biases.

Faculty Diversity

Efforts to increase faculty diversity in
higher education continue but are limited
by low numbers of doctoral graduates of
color in disciplines of high demand. For
example, in 1993, of 6,496 individuals earn-
ing doctorates in the physical sciences, there
were only 11 American Indians, 41 Blacks,
and 89 Hispanics who were U.S. citizens.
Moreover, on the average, only 20 percent

of doctoral graduates in the physical sci-
ences plan postdoctoral employment in
educational institutions! In 1991-92, of
520,551 full-time faculty nationwide, only
1,655 (0.32%) were American Indian; 26,545
(5.1%) Asian; 24,611 (4.7%) African Ameri-
can; and 11,424 (2.2%) Hispanic. Thus, a
total diverse faculty of 12.3 percent serves a
college enrollment that is approximately 23
percent diverse.

But in some areas of the country, the
discrepancy between student and faculty
diversity is worse than these nationwide
statistics suggest. For example, a recent Cal-
ifornia report (Intersegmental Coordinating
Council, 1991) compared the percentages of
nonwhite undergraduate students and fac-
ulty for the University of California system
(41% and under 15%), California State Uni-
versity (40% and under 15%) and the Cali-
fornia Community College system (37%
and 14.2%). A rough comparison (Table 2)
of the proportion of diverse groups in the
general population with their proportions
among college students, graduates, and fac-
ulty supports the need for change in higher
education to attract and retain more indi-
viduals of color.

Campus Debates on
Multiculturalism and Diversity

Based on events of the early 1990s on college
campuses across the country, the editors of
the Chronicle of Higher Education (1992) pre-
dicted that debates will continue on issues
related to diversity. Many campuses have
made efforts to recruit and retain more di-
verse students and faculty. Atthe same time,
critics have targeted admission criteria and
scholarships that give preference to mem-
bers of certain underrepresented groups.
With the conservative Bush administration
and voters’ demands for change during the
Clinton administration, colleges have expe-
rienced abacklash against affirmative action
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TABLE 1-2  Comparison of Selected Characteristics by Ethnic Group

Characteristic American  Asian Black  Hispanic  White Total
Indian
U.S. Population {90) 0.8 29 121 9.0+ 80.3 248,709,873
Enroltments 4-yr colleges (B8)+ 0.5 38 83 38 836 7,873,000
Conferred Bachelor's degree (88)+ 04 39 5.9 3.0 86.8 ' 988,267
Faculty, 4-yr colleges (87-88)+ 1.0 50 3.0 2.0 89.0 378,732
*May be any race .

tAdapted from the Editors of the Chronicle of Higher Education (1 992); does not include international

students.
#National Education Association (1992)

and “political correctness.” Yet many insti-
tutions are broadening their curricula to in-
clude new perspectives related to race, gen-
der, and class even while critics urge main-
tenance of traditional literary and historical
views. And while some urge moderation in
attempts to diversify students, faculty, and
curriculum, others argue that colleges are
moving too slowly.

The debate concefning curriculum
transformation centers on what content best
serves the vision of a society where diverse
groups can retain their cultural heritages
while simultaneously engaging in true co-
operation to achieve universal ideals of eq-
uity and access for all. Efforts to change the
curriculum have invoked arguments based
on philosophical and value differences as
well as pragmatic concerns related to the re-
ality of a multicultural and interdependent
world. Additionally, the question arises re-
garding the impact of curriculum change on
students.

The Efficacy of Curriculum Change

While we might agree that a moral impera-
tive exists to transform curricula in higher
education, as responsible academics we
search for evidence that such changes will
make a positive difference for students. Are
multicultural curriculum change efforts
working? Attempts to empirically demon-

strate the efficacy of multicultural training
are relatively new and constitute a uniquely
challenging and complex task. Beaudry and
Davis’s evaluation chapter in this book sug-
gests that evaluation designs require
research teams that reflect cultural and lin-
guistic diversity and pay close attention to
variables of race, gender, ethnicity, and
social class in defining validity. Few studies
have met these criteria. '

Given the recent curriculum change
efforts in higher education, Gaff (1992)
argues that it is too early to determine out-
comes. “Indeed, the major task confronting
most institutions today is going beyond the
rhetoric in implementing educationally use-
ful programs and courses. After all, most
educational innovations fail not because
they are ineffective, but because they are
never implemented” (p. 35). Nevertheless,
data are emerging that support the efficacy
of transformed courses in changing student
attitudes. :

Research on prejudice reduction in
children and adults provides support for
focused multicultural curricula. Banks’
(1988, 1995) reviews of literature identify
several vatiables that impact the effective-
ness of multicultural education:

* Curriculum content (democratic versus
ethnocentric curricula and materials



10 Chapter 1

supported the development of positive

racial attitudes in children)

* Understanding of the discrepancies
between reality and ideals related to
race in this country (workshops dem-
onstrated positive changes in adults)

e Specific objectives -and strategies for
multicultural education

* Strategies that increase cognitive soph-
istication (cognitive sophistication and
critical thinking ability appear to corre-
late negatively with racial bias)

» Attitudes and predispositions of teach-
ers as manifested in verbal and nonver-
bal interactions, reponses to students’
languages and dialects, and accommo-
dation of diverse learning styles

* Duration of training

» The hidden curriculum and institu-
tional factors supportive of multicul-
tural goals

These factors clearly apply to higher
education as well as K-12. For example,
MacPhee, Kreutzer, and Fritz (1994)
recently described an evaluation study of a
project to infuse multicultural content into a
sequence of four human development
courses taught by three faculty members at
Colorado State University. The authors
reported significant changes in the attitudes
of students, who were primarily White
{(90%), relative to comparison groups. Spe-
cifically, students in the infused courses
demonstrated decreased ethnocentrism,
increased critical thinking skills, and a
reduction in prejudicial and blaming atti-
tudes toward minority groups. Results also
emphasized the importance of multicul-
tural infusion across a sequence of courses
as opposed to a single course or session in
enhancing multicultural sensitivity.

Data on incidents of discrimination on
college campuses, faculty diversity, campus

debates related to multicultural issues, and
the demonstrated impact of multicultural
curricula support the need for institutional
change. Fisk-Skinner and Gaither (1992)
argue that “rather than expecting the stu-
dent to conform to the educational system,
the system itself must share the burden of
change” (p. 1664). In higher education,
recruitment and retention have been the
focus of change. Student recruitment is a
logical beginning; transformation in higher
education may follow a developmental pro-
gression commengcing with an emphasis on
student recruitment, proceeding to more
comprehensive student services interven-
tion, and finally to a recognition of the need
for faculty involvement and change in aca-
demic practices and curriculum (Carter &
Wilson, 1994).

Recommendations on outreach, stu-
dent support, and faculty diversity compo-
nents of recruitment and retention have
been offered elsewhere (see Green, 1989;
Sawchuk, 1992) and will not be repeated
here. Rather, this book adopts the view that
“what happens in the classroom—the inter-
actions between teachers and students, the
curriculum, pedagogy, human relation-
ships—is the core of the academic experi-
ence” (Green, 1989, p. 131) and therefore has
the highest potential among institutional
factors for influencing students’ success or
failure. Specifically, the book focuses on cur-
riculum and instructional strategies within
faculty control as key elements in recruiting,
retaining, and graduating students in a
diverse society. The next section provides a
multicultural education framework as the
basis for curriculum and instructional
change.

A FRAMEWORK FOR
CURRICULAR CHANGE

Increasing population diversity, sensitivity
to achievement differences, and recognition
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of institutional contributions to inequity
have affected how institutions of higher
education perceive their missions. Universi-
ties and colleges across the country are
responding to these issues through in-
creased emphasis on multiculturalism in
the curriculum. A recent survey of 196 col-
leges and universities (Levine & Cureton,
1992) found that over one third of all such
institutions have a multicultural general
education requirement; that over half have
introduced multiculturalism into their
departmental course offerings, most fre-
quently through the addition of new mate-
rials to existing courses; and that the
overwhelming majority (72%) of vice presi-
dents and deans at four-year institutions
“talk about multiculturalism frequently or
continually” (p. 29). The authors project
that these data reflect “only a beginning of
what is likely to be a very long process.”
These findings give evidence that cur-
ricular change for diversity is occurring on
significant numbers of college campuses.
Yet the literature provides little evidence
that institutions are monitoring the appro-
priateness of these changes. For example,
the addition of required readings by ethnic
or women authors might be viewed by
some as a valid method for multicultural
curriculum infusion. However, unless the
new readings provide new perspectives on
events, ways of knowing, values, or aesthet-
ics, no substantive change has occurred.
Clearly, as the multicultural curriculum
movement expands, participating higher
education institutions must focus on quality
of change. One approach to addressing
quality issues is to establish a framework
for multicultural infusion of higher educa-
tion courses and assess course development
and revision in relation to the framework.
This book was developed within a
coherent framework that addresses the
foundational issues of diversity, achieve-

ment, and access, and institutional contri-
butions to equity as described in the
previous section. The book was designed
to assist faculty members who desire to
incorporate multicultural content and
strategies into their courses as a means of
better meeting the needs of all students in
a diverse society. This section describes the
framework, including a definition of multi-
cultural education, philosophical assump-
tions, guiding principles, and recom-
mended practices.

Multicultural Education

Sleeter and Grant’s (1987) comprehensive
review of literature on multicultural educa-
tion in K-12 education revealed that writ-
ers use the term in a variety of ways, often
without explicit definition. To facilitate
communication and progress in the field,
they encourage authors to clarify their defi-
nition of multicultural education, incdluding
target groups, theoretical framework,
assumptions and goals, and recommended
practices. Sleeter and Grant suggest that
five distinct approaches emerge from the
literature: teaching the culturally different
(equipping people of color to compete with
Whites); human relations (helping students
of different backgrounds get along); single
group studies (teaching about a specific
group); multicultural education (valuing
diversity, equal opportunity, and equity in
distribution of power); and education that
is multicultural and social reconstructionist
(preparing people to take social action
against structural inequality). Although
based on K-12 schooling, this taxonomy
has relevance to higher education.

Specifically, as we make the decision to
incorporate multicultural content and strat-
egies in our courses, a critical first step is to
make explicit the intended outcome——the
multicultural goal. Is it to
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* support diverse students’ acquisition
of traditional subject matter knowledge
and skills?

¢ help students acquire a more accurate
or comprehensive knowledge of the
subject matter?

* encourage students to accept them-
selves and others?

* understand the history, traditions, and
perspectives of specific groups?

¢ help students value diversity and
equity?

* equip all students to work actively
toward a more democratic society?

How we answer this question or prior-
itize intended outcomes has implications
for how we approach curriculum change.

The authors of the book propose the
following definition of multicultural educa-
tion for higher education:

Multicultural education has as its pur-
pose the development of citizens fora
more democratic society through pro-
vision of more accurate and compre-
hensive disciplinary knowledge and
through enhancement of students’
academic achievement and critical
thinking applied to social problems. It
seeks to promote the valuing of diver-
sity and equal opportunity for all peo-
ple through understanding of the
contributions and perspectives of peo-
ple of differing race, ethnicity, culture,
language, religion, gender, sexual ori-
entation, and physical abilities and
disabilities.

This definition rests on a number of -

assumptions, each of which has implica-
tions for teaching and learning in higher
education.

Assumption 1: Multicultural educa-
tion is for all. A common perception is that
multicultural education targets the im-

proved status of members of marginalized
groups. Indeed, one major goal of multicul-
tural education is the academic, social, and
career attainment of diverse students. How-
ever, the broader concern of multicultural
education is the promotion of a more equi-
table society whose realization will enrich
the lives of all groups and individuals. No
one group has the market on ethnocentric-
ity; successful multicultural education
invites all people to examine critically their
own biases and to adopt the values and
behaviors needed for social change. An act
of discrimination against any individual or
group dehumanizes us all.

Second, multicultural education is
quality education. A multicuttural curricu-
lum broadens students’ world views and
enables them to appreciate different cul-
tures, languages, values, and ways of think-
ing. A multicultural curriculum enriches the
lives of all students and benefits the wider
community with which they interact.

Finally, from a pragmatic viewpoint,
successful multicultural education will
enable all students to interact more effec-
tively with individuals different from them-
selves. These skills increasingly are de-
manded by public institutions and busi-
nesses as the nation becomes domestically
more diverse and as the world shrinks
through international peace initiatives,
cross-national hiring practices, binational
cooperative ventures, and global telecom-
munications. In her presidential address at
Association for the Study of Higher Educa-
tion, Hackman (1992) concluded that higher
educators in the 1990s and opening years of
the twenty-first century must

* consider new ways of working with
each other and in organizations, to
learn from alternative ways of inclu-
sion and communication what someé
have called African American, Native
American, and women'’s ways.
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» change how we prepare for and live on
our increasingly interdependent globe.

s make a major shift in how we learn
from and work with people of multiple
backgrounds and cultures.

« participate fully in the age of knowl-
edge and prepare ourselves, our stu-
dents, and our institutions to play roles
in this new age. (p. 15)

Assumption 2: Higher education seeks
to disseminate truth, and teaching trans-
formative scholarship offers students a
more comprehensive truth. The traditional
knowledge base transmitted through higher
education was developed or compiled pri-
marily by persons representing the views of
the dominant (White male) power structure.
For example, Banks (1993) describes West-
emn-centric or mainstream academic knowl-
edge in the social and behavioral sciences as
having been established within mainstream
professional associations and as providing
the perspectives taught in US. colleges and
universities. Transformative theory and
research methods, developed in women's
studies and ethnic studies, provide data and.
explanations that challenge, expand, and
revise those established by mainstream
scholarship (Banks, 1993). Transformative
scholarship does not necessarily diminish
the contributions or value of mainstream
discourse and provides a more inclusive,
comprehensive view of reality. “The truth
about the development and attainments of
multicultural education needs to be told for
the sake of balance, scholarly integrity, and
accuracy” (Banks, p. 22).

Assumption 3: All groups (e.g., cul-
tural, gender) have the same underlying
abilities; they may differ in preferred
modes of acquiring and expressing com-
petence (Cole & Bruner, 1971). Research
from the fields of anthropology and cross-
cultural psychology demonstrates that cul-

tural experiences mediate how individuals
and groups best acquire new information
and express their acquired knowledge and
gkills, Instructors therefore can assume that
all students have the ability to learn. And
competent instructors use a wide repertoire
of teaching methods to promote students’
learning.

A number of authors argue that ethnic
and cultural differences exist in cognitive
and learning styles, or the ways in which
individuals approach and perceive problem
solving tasks. The topic has sparked much
controversy primarily because of the poten-
tial produced for stereotyping different
groups as having different types of styles
(Anderson & Adams, 1992; Green, 1989) as
compared to the mainstream standard.
Research on learning styles has addressed
differences between groups based on eth-
nicity, culture, gender, disability, and age.
Based on their review of the literature, Irv-
ine and York {1995) conclude that

research on learning styles using cultur-
ally diverse students fails to support the
premise that members of a given cul-
tural group exhibit a distinctive style.
Hence, the issue is not the identification
of a style for a particular ethnic or gen-
der group, but rather how instruction
should be arranged to meet the instruc-
tional needs of diverse students. (p. 494)

Given our diversity, it is logical to expect
that any given classroom would have stu-
dents exhibiting a range of preferences in
the ways they learn, communicate, interact,
perceive, and compete. The implication is
the same: competent instructors use a wide
repertoire of teaching methods to promote
students’ learning and their expression of
knowledge.

Assumption 4: Academic achievement
is a critical factor in promoting equal
opportunity. Diverse students’ academic
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achievernent is a necessary part of their
empowerment; failure to demand academic
competence perpetuates both social mar-
ginality and structural inequality (Sleeter,
1991). Given that all groups have the same
underlying abilities, instructors can com-
-municate high expectations to all students.
No need exists to reduce demands for excel-
lence. While some students across culture,
gender, and other groups enter higher edu-
cation underprepared, underpreparation
should not be confused with lower poten-
tial. Instead, academic rigor can be com-
bined with social support:

When academically rigorous instruc-
tion is conducted within a community
of scholarship accompanied by a sys-
tem of social supports, then all students
seem to benefit. But if culturally sensi-
tive features are added to the curricu-
lum without adding academically de-
manding curriculum, then minority
students may not benefit and achieve.
(Mehan, Lintz, Okamoto, & Wills, 1995,
p. 141)

Equal opportunity does not result in declin-
ing standards when preparedness is sup-
ported, instructors maintain high expec-
tations for student performance, and learn-
ing opportunities are structured to take
advantage of student strengths.
Assumption 5: Academic achievement
alone does not eliminate structural barri-
ers to career attainment and social integra-
tion. Recent reports continue to demon-
strate that, while correlated, academic
achievement does not lead to equal oppor-
tunity for all in higher education or the
workplace. In their review on lack of prepa-
ration as a factor in college attrition among
diverse students, Fisk-Skinner and Gaither
(1992) reported that “preparedness does not
tell the whole story...even when past aca-
demic achievement is held constant, minor-
ity dropout rates are higher and GPAs are

lower” (p. 1660). The authors suggest that
historical patterns of discrimination and
limited access have affected expectations,
motivation, and real opportunities such that
racial and ethnic background may exert a
continuing influence independent of socio-
economic class.

Relatedly, the National Center for Edu-
cation Statistics {1989) indicated that when
economic status is controlled, a significantly
smaller percent of African Americans and
Hispanics attain bachelor’s and graduate
degrees than White non-Hispanic counter-
parts. Moreover, an OERI report on the class
of 1972 (Adelman, 1991) found that of those
with bachelor’s degrees, White males’ mean
annual earnings were higher than those for
White women, African American women
and men, and Hispanic women and men. A
U.S. Commission on Civil Rights (1992)
report on Asian Americans in the 1990s
noted that this group’s professional advan-
cement is not commensurate with higher
educational achievement in studies that con-
trol for education level, work experience,
English ability, and industry of work.

A 1994 report commissioned by the
U.S. Office of Personnel Management on
federal workers fired in 1992 found that
African Americans are fired at nearly twice
the rate of Whites even when allowing for
differences in age, education, experience,
job performance, and prior disciplinary his-
tory (Greve, 1994). The Federal Glass Ceil-
ing Commission (1995} concluded that “at
the highest levels of business, there is
indeed a barrier only rarely penetrated by
women or persons of color...The research
also indicates that where there are women
and minorities in high places, their compen-
sation is lower” (pp. ili-iv). These findings
suggest that racial bias and other structural
factors continue to operate in societal insti-
tutions. :

Assumption 6: Higher education fac-
ulty can play a significant role in develop-
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ing a more equitable society. Faculty
members contribute to social equity by fos-
tering the academic competence of all stu-
dents. But given assumption 5, a question
arises regarding the responsibility of higher
education faculty to go further than the dis-
semination of content knowledge and skills
by working to promote equity beyond the
classroom. For example, a chemistry profes-
sor with strong convictions regarding
equity believes that she can best serve
diverse students by motivating their leamn-
ing through use of inquiry methods, dis-
crepant events, cooperative learning, and
linking of new information to previous
experiences and concepts. Has she fulfilled
her commitment to equal opportunity if she
is successful in promoting diverse students’
achievernent in chemistry?

Like the chemistry professor, faculty
members must determine their own goals
regarding the extent of personal participa-
tion in social change. Faculty members in
higher education reside in the center of a
number of concentric spheres of influence.
They can choose to become involved in
social change within any or all of these
spheres (see Figure 1-1):

* Self: We can analyze our own attitudes,
beliefs, values, knowledge, and behav-
ior in terms of our own socialization
experiences, those of other groups, and
our interactions with students in the
classroom. As individuals, we can be-
have in ways that acknowledge the
value of diversity and speak out when
we encounter an act of oppression; we
can support scholarships or mentor stu-
dents from underrepresented groups.

¢ Classroom: We can improve student
achievement in our discipline, engage
students in critical analysis of disciplin-
ary perspectives, provide a rigorous
and welcoming environment, and sup-

Spheres of influences

Classroom

‘Department

v
College or School

Regional and National

Interational Community ;

FIGURE 1-1

port students’ development of tools
important for active citizenship, such as
critical thinking and social action skills.

* Department, college or school, and institu-
tion: Through advising, committee
work, and governance activities, we
can influence recruitment and reten-
tion of students and faculty, campus
climate, and other structural features of
the institution.

* Community: Our efforts canbe extended
to professional and personal service
roles in the greater community as we
interact with schools, government and
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social service agencies, business and
industry, and charitable, arts, and reli-
gious organizations.

* Professional activities: As faculty mem-
bers, we have local, regional, national,
and international influence through our
scholarship and work with professional
organizations. We can focus research
efforts on studies that will improve the
quality of life for members of diverse
groups, initiate special interest groups
in professional organizations, or en-
courage the appointment of individuals
from underrepresented groups to lead-
ership positions.

This book focuses on the classroom
sphere of influence. However, it encourages
each of us to consider our responsibility and
comfort level with extending social-change
activities to additional spheres. Freire (1985)
reminds us that every action (or inaction) by
an educator is a political decision.

Principles and Practices

The principles and recommended practices
that guide the development of this book
stem from the foregoing issues, definition,
and assumptions and are consistent with
the current knowledge base in multicultura
education (AAUW, 1993; Banks, 1988;
NCSS, 1992; Suzuki, 1984).

1. Diversity should permeate the total
campus environment. A comprehensive
approach requires organizational manage-
ment and change directed at diversity,
focused hiring and faculty development,
and specific attention to the informal, hid-
den curriculum,

2. Content and materials should reflect
the cultural characteristics and experiences
of the students, critically examine social
realities and conflict in U.S. and world soci-
eties, include the study of various cultural

groups and their historical experiences, and
present and analyze diverse perspectives.

3. Instructional strategies should com-
municate high expectations for achievement,
capitalize on students’ experiences and
learning strengths, and inciude opportuni-
ties for personal participation and growth.

4. Objectives should include fostering
of skills important to informed citizenship,
such as critical thinking, decision making,
social participation, and intergroup interac-
tion.

5. Assessment procedures should in-
clude methods that accommodate students’
strongest strategies for expression of accu-

- mulated knowledge and skills,

6. Evaluation should be ongoing and
Systematic with relationship to multicul-
tural education goals and objectives.

Marchesani and Adams (1992) identi-
fied a four-dimensional faculty develop-
ment model for promoting diversity in
college classrooms. The four dimensions of
teaching and learning focus on understand-
ing how students from diverse backgrounds
experience the classroom; encouraging the
instructor to know herself or himself as an in-
dividual who brings a unique history of so-
cialization, experiences, and assumptions;
incorporating diverse perspectives into
course content, and possessing a broad reper-
toire of teaching methods to accommodate dif-
ferentleamning stylesand preferences. Based
on the principles articulated above, we sug-
gestadditional dimensions: assessment proce-
dures that take advantage of student ex-
periences; systematic evaluation of courses in
relation to multicultural education goals; in-
formal processes (hidden curriculum) sup-
portive of diversity; effective organizational
management and change.

This book assumes that readers Tecog-
nize and appreciate the diversity of their stu-
dents and understand the impact of their own
socialization on classroom interactions. For
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this reason, the remaining chapters focus on
curricular and instructional dimensions. The
book’s mission is to encourage faculty in
higher education to modify their courses to
better prepare all students for effective func-
tioning in a diverse society. Course transfor-
mation is a long-term, continuous, complex
process requiring supportive organizational
change. Chapter 2 presents a model for course
transformation that considers levels of multi-
cultural change and entails rethinking four
components: content, instructional strategies,
assessment procedures, and classroom dyn-

amics. Chapters 3 through 6 explore in detaj]
multicultural change in each of these four
components. Chapter 7 is devoted to improv-
ing instruction for students who have a pri-
mary language other than English. Chapters 8
through 14 represent examples of how some
subject matter specialists approach the task of
multicultural course change. The last two
chapters offer recommendations for organiza-
tional strategies supportive of multicultural
curricula and for evaluating the impact of
multicultural change.



