
The effect of multicultural literature on the cultural
awareness and sensitivity of freshmen-literature students.

Item Type text; Dissertation-Reproduction (electronic)

Authors Levy-Barnett, Deborah Eugenie

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 24/05/2023 20:20:49

Link to Item http://hdl.handle.net/10150/187198

http://hdl.handle.net/10150/187198


INFORMATION TO USERS 

This manuscript ,has been reproduced from the microfilm master. UMI 

films the text directly from the original or copy submitted. Thus, some 

thesis and dissertation copies are in typewriter face, while others may 

be from any type of computer printer. 

The quality or this reproduction is dependent upon the quality or the 
copy submitted. Broken or indistinct print, colored or poor quality 
illustrations and photographs, print bleedthrough, substandard margins, 

and improper alignment can adversely affect reproduction. 

In the unlikely. event that the author did not send UMI a complete 

mamlscript and there are missing pages, these will be noted. Also, if 
j" unauthorized copyright material had to be removed, a note will indicate 

the deletion. 

Oversize materials (e.g., maps, drawings, charts) are reproduced by 

sectioning the original, beginning at the upper left-hand comer and 

continuing from left to right in equal sections with small overlaps. Each 

original is also photographed in one exposure and is included in 

reduced form at the back of the book. 

Photographs included in the original manuscript have been reproduced 

xerographically in this copy. Higher quality 6" x 9" black and white 

photographic prints are available for any photographs or illustrations , 
appearing in this copy for an additional charge. Contact UMI directly 

to order. 

~UMI 
A Bell & Howell Information Company 

300 North Zeeb Road. Ann Arbor. MI4S106-1346 USA 
313!761-47oo 800:521-0600 





THE EFFECT OF MULTICULTURAL LITERATURE ON THE CULTURAL 
AWARENESS AND SENSITIVITY OF FRESHMEN-LITERATURE STUDENTS 

by 

Deborah Eugenie Levy-Barnett 

Copyright © Deborah Eugenie Levy-Barnett 

A Dissertation Submitted to the 

Graduate Interdisciplinary Program in Second Language Acquisition and Teaching 

In Partial Fulfillment of the Requirements 
For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1995 



UMI Number: 9603346 

Copyright 1996 by 
Levy-Barnett, Deborah Eugenie 

All rights reserved. 

UMI Microform 9603346 
Copyright 1995, by OMI Company. All rights reserved. 

This microform edition is protected against unauthorized 
copying under Title 17, United States Code. 

UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 



THE UNIVERSITY OF ARIZONA 
GRADUATE COLLEGE 

As members of the Final Examination Committee, we certify that we have 

2 

read the dissertation prepared by ______ ~Debo~~r~ah~~Eu~g~enl~~·e~Le~yy~ __________ _ 

entitled The Effect of Multicultural Literature on the CUltural 

Awareness and Sensi ti vi ty of Freshmen-Literature Students 

and recommend that it be accepted as fulfilling the dissertation 

requirement for the Degree of D:>ctor of Philosophy 

ate I 

'-!/Z~/9J 
1 :7 Date 

Date 

Date 

Final approval and acceptance of this dissertation is contingent upon 
the candidate's submission of the final copy of the dissertation to the 
Graduate College. 

I hereby certify that I have read this dissertation prepared under my 
direction and recommend that it be accepted as fulfilling the dissertation 
requirement. 

~jrz;M~~ 
Dissertation Director Date 



3 

STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfillment of requirements for an 
advanced degree at The University of Arizona and is deposited in the University Library to 
be made available to borrowers under rules of the Library. 

Brief quotations from this dissertation are allowable without special permission, 
provided that accurate acknowledgment of source is made. Requests for permission for 
extended quotation from or reproduction of this manuscript in whole or in part may be 
granted by the copyright holder. 

SIGNED: _~..!.-_\.}O::_--,-/....:::F!,::.....-_::":.....::0::::...=/-+-_____ _ --



ACKNOWLEDGMENTS 

First and foremost, I would like to thank the Chair of my dissertation committee, 
Dr. Robert Ariew, for his never-ending willingness to help, his patience, his dedication to 
his students and his wonderful sense of humour, which always succeeded in getting me 
back to work when nothing else worked! Dr. Ariew always made himself available for 
consultation, whether it was in person in Tucson, or via E-mail when I returned to 
Vancouver, B.C. to complete my dissertation. It was both a pleasure and a privilege to 
work under his direction. 

In addition, I would like to thank my other two committee members, Dr. Richard 
Ruiz and Dr. Mary Wildner-Bassett, for their encouragement and guidance. I am very 
fortunate to have had three committee members who were so willing to share their 
expertise and support. 

4 

I would also like to thank my parents, Ralph and Gillian Levy, for their 
encouragement in all my endeavours. Their strong belief that I would finish the Ph.D. 
carried me through the days when I began to question that assumption! In particular, I am 
very grateful to my mother for coming to my rescue in Vancouver and helping me to code 
my many boxes of data. If it were not for her assistance, I would still be coding data to 
this day! 

Last, but in no way least, I would like to thank my husband, Terry, for his love and 
support in my efforts to earn a Ph.D. and in all my pursuits. While earning a Ph.D. was 
certainly an achievement, marrying my husband is still the smartest thing I have done! 



5 

T ABLE OF CONTENTS 

LIST OF TABLES . ........... ................... ....... ...... ............... ..... ..... ......... ............... 7 
ABSTRACT ....................................................................................................... 8 
CHAPTER 

1. Introduction ............................................................................................... 9 
How Schooling has Failed Its Students ....................................................... 15 
Why Multicultural Education? ..................................................................... 16 
What is Multicultural Education? ................................................................ 19· 
How Multicultural Education Works ........................................................... 22 
Multicultural Literature ............................................................................... 25 

What is Multicultural Literature? ............................................................. 25 
How Multicultural Literature Should Be Used ....................................... 34 

2. Review of Literature .................................................................................. 42 
The Benefits of Experiencing Multicultural Literature ................................. 45 

Promoting Pluralism ............................................................................... 45 
Sharing of Experiences ........................................................................... 46 
Compassion ............................................................................................ 47 
Understanding and Communication ......................................................... 49 
Thinking About Others ........................................................................... 49 
Breaking Barriers to Awareness and Acceptance ..................................... 51 
Constructive Self-Criticism ..................................................................... 52 
Fascination ............................................................................................. 55 
Appreciation and Respect ....................................................................... 56 
Tolerance ................................................................................................ 56 
Acceptance and Awareness ..................................................................... 57 
Destruction of Prejudice ......................................................................... S8 
Changes in Attitude ................................................................................ 60 
Improvements in the Four Skills .............................................................. 62 
Enrichment and Enjoyment ..................................................................... 63 

Studies Involving Multicultural Literature ................................................... 64 
Summary .................................................................................................... 79 

3. Sample, Instrumentation and Procedures .................................................... 84 
Selection of Subjects ................. ............... ....... ..................................... ....... 8S 
Course Content ........................................................................................... 8S 
Treatment and Control Group Course Content ............................................ 86 
The Difference Between The Two Texts: Rationale For The Study............ 88 
Comparison of Treatment and Control Groups ............................................ 91 
Instrumentation ........................................................................................... 93 
Measures .................................................................................................... 94 

Quantitative Measures ............................................................................ 94 



T ABLE OF CONTENTS-Continued 

Cross Cultural Adaptability Inventory ................................................ . 
Ten Critical Incidents ......................................................................... . 

Qualitative Measures ............................................................................. . 
Analysis of Responses to the Ten Critical Incidents ............................ . 
Self-Evaluation .................................................................................. . 

Research Questions and Null Hypotheses .................................................. .. 
Research Design ........................................................................................ . 
Procedure .................................................................................................. . 
Data Analysis ............................................................................................. . 

4. Quantitative and Qualitative Analyses ....................................................... . 
D· . fQ .. F' d' lSCUSSJon 0 uantltatlve m mgs .......................................................... .. 
Qualitative Analysis ................................................................................... . 

Procedure for Analyzing Question Four ................................................. . 
Discussion ............................................................................................. . 
Analysis of Student Self-Evaluations ...................................................... . 
Discussion of Findings of Self-Evaluations ............................................. . 
Summary of Questions and Answers ...................................................... . 

5. Summary, Conclusions, Implications and Recommendations .................... .. 
Summary ................................................................................................... . 
The Study .................................................................................................. . 
Measures ................................................................................................... . 

Quantitative Measures ........................................................................... . 
Cross Cultural Adaptability Inventory ................................................ . 
Ten Critical Incidents ........................................................................ .. 

Qualitative Measures ............................................................................. . 
Analysis of Responses to the Ten Critical Incidents ............................ . 
Self-Evaluations ................................................................................. . 

Research Design ........................................................................................ . 
Procedure ................................................................................................. .. 
Data Analysis ............................................................................................. . 
Findings ................................ : .................................................................... . 
Summary of Questions and Answers ......................................................... .. 
Conclusions ............................................................................................... . 
Implications ............................................................................................... . 
Recommendations ...................................................................................... . 

APPENDICES .................................................................................................. . 

94 
100 
102 
102 
102 
103 
106 
110 
III 

113 
121 
123 
124 
159 
167 
178 
181 

184 
184 
189 
190 
190 
190 
191 
191 
191 
192 
192 
194 
195 
196 
201 
203 
205 
207 

211 

REFERENCES ................................................................................................... 231 

6 



LIST OF TABLES 

Table 1: Means, Standard Deviation Values and Results of a Two-tailed 
Probability Evaluation for a t-test for Independent Means for Treatment and 
Control Group Pre-test, Posttest and Comparison Scores on 10 Selected Critical 
Incidents ............................................................................................................. 114 

Table 2(a): Means, Standard Deviation Values and Two-tailed Probability 
Evaluation of a t-test for Independent Means for Treatment and Control Group 
Pre-test, Posttest and Comparison Scores for levels of Emotional Resilience as 
measured by performance on the Cross-Cultural Adaptability Inventory .............. 116 

Table 2(b): Means, Standard Deviation Values and Two-tailed Probability 
Evaluation of a t-test for Independent Means for Treatment and Control Group 
Pre-test, Posttest and Comparison Scores for levels of Flexibility/Openness as 
measured by performance on the Cross-Cultural Adaptability Inventory .............. 117 

Table 2(c): Means, Standard Deviation Values and Two-tailed Probability 
Evaluation ofa t-test for Independent Means for Treatment and Control Group 
Pre-test, Posttest and Comparison Scores for levels of Perceptual Acuity as 
measured by performance on the Cross-Cultural Adaptability Inventory .............. 118 

Table 2(d): Means, Standard Deviation Values and Two-tailed Probability 
Evaluation of a t-test for Independent Means for Treatment and Control Group 
Pre-test, Posttest and Comparison Scores for levels of Personal Autonomy as 
measured by performance on the Cross-Cultural Adaptability Inventory .............. 119 

Table 3: Means, Standard Deviation Values and Two-tailed Probability 
Evaluation of a t-test for Independent Means for Treatment and Control Group 
Pre-test, Posttest and Comparison Scores for overall total performance on the 
Cross-Cultural Adaptability Inventory ................................................................. 120 

7 



8 

ABSTRACT 

This study quantitatively and qualitatively examined the effect of multicultural 

literature, discussed and explored in an open, multi culturally-aware environment, on the 

cultural awareness and sensitivity of 121 University of Arizona English 102 (Freshmen 

literature) students, 66 of whom followed a rhetoric based text and curriculum, and 6S of 

whom followed a multicultural text and curriculum. The quantitative measures included 

(1) the Cross-Cultural Adaptability Inventory (CCAI), used to measure potential for 

cross-cultural effectiveness and the traits that comprise it - emotional resilience, 

flexibility/openness, perceptual acuity and personal autonomy, and (2) ten critical incidents 

used to measure "open-mindedness." The qualitative measures included (3) an analysis of 

student explanations as to what happened in the critical incidents, and (4) a self-evaluation 

to determine whether the students felt that their cultural awareness and sensitivity had 

improved over the semester, and whether they felt that their text played a role in this 

change. Quantitative results showed no difference between the two groups except for 

their levels of potential for cross-cultural effectiveness and personal autonomy, however 

qualitative results showed a substantial difference between the two groups, suggesting that 

when students read, discuss and explore multicultural literature they not only appear to be 

more open-minded, culturally aware and sensitive, but they also feel themselves to have 

these traits. 



CHAPTER ONE 

Introduction 
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The immigrant culture of the United States has been in a constant state of change 

since it first began. In 1970, for example, almost half of the immigrants who came to the 

USA were European and Canadian whereas today, the makeup is now composed of 

Mexican, Filipino, Vietnamese, Korean, Indian, Chinese, Dominican and Jamaican. In 

addition to these approximately one-half million legal immigrants are an undetermined 

amount of illegal immigrants. Thus, the fact that America is an ethnic meeting-ground and 

the fact that "White" now refers to a very varied range of ethnicities, social classes, 

educational levels and economic classes, among many other things, should no longer be 

overlooked. Unfortunately, however, it is being overlooked. There is now a desperate 

need in the United States for an increase in sensitivity to those who are both identifiably 

and unidentifiably different (Field, 1992). As Roberts and Cecil (1993) explain, in the 

United States, excluding Native Americans, there is not a single person who is not a child, 

grandchild or great-grandchild of an immigrant. These same descendants of immigrants 

are also the future leaders of the United States, and therefore must both know and respect 

the similarities and differences between the diverse groups they will lead if they are to 

become true and fair leaders of a culturally diverse nation. 

The US. Department of Commerce, Economics and Statistics, in its 1993 report, 

provides a clear breakdown of the different minority groups in the United States and also 

project their numbers to the year 2025. The reader should bear in mind, however, that this 

chart does not include those who listed themselves as "other" on the census sheet, nor 

does it include the estimated 20 million illegal immigrants in this country who may not 
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have completed a census report but who nevertheless live here, work here, and have 

children who attend school here. 

Total (in thousands) as of July 1991 of Resident Population by Ethnic Group 
American 

Total number 
Percentage of total 

Projections 

The year 2000 
Percentage of total 

The year 2025 
Percentage of total 

Hispanic 
23,350 
9.26 

30,602 
11.15 

54,018 
16.16 

White 
189,568 
75.17 

196,701 
71.69 

207,439 
62.07 

Black 
29,910 
11.86 

33,384 
12.17 

45,237 
13.54 

Indian, 
Eskimo, 
Aleut 
1,845 
.73 

2,096 
.76 

2,942 
.88 

Asian, 
Pacific 
Islander 
7,504 
2.98 

11,582 
4.22 

24,580 
7.36 

(US. Department of Commerce, Economics and Statistics, 1993) 

As this chart clearly shows, the majority culture is losing in number while the 

minority groups are increasing. Oliver (1992) cites Ken Zeichner, from the National 

Center for Research on Teacher Learning as saying that by the year 2020, a full 40 percent 

of school-age youth in the United States will be children of color. The above chart 

appears to support his prediction. Henry (1990) further adds that by the year 2056 most 

Americans or pennanent residents will trace their descent to Africa, Asia, the Hispanic 

World, the Pacific Islands or Arabia. In other words, descent will be traced to almost 

anywhere except Europe. Education, however, has long focused on educating the white 

culture and to this day, in many states, still virtually ignores non-white groups. Oliver 

(1992) tells us that this phenomenon is exacerbated by the fact that there is at best only a 

small gain in the number of non-mainstream teachers entering the field. Fortunately, the 
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educational establishment is awakening to these statistics, and the result has been the 

development of several different approaches to educating the young which will direct them 

to know, understand, feel comfortable with, and thus be able to live in peace and harmony 

with, those who belong to cultural groups different from their own. The most common 

approaches to these goals have been through Anti-Racis~ education, Culture Learning, 

Intercultural Education, and Multicultural Education, each of which will be explained 

below. 

Anti-racist education, according to Foster (1990), is based on two principles. The 

first principle is that there should be "equality of opportunity." Foster claims that in order 

for this to become a reality, those who began at a disadvantage should be positively 

favored by the education system. In other words, they should be compensated for their 

initial disadvantage. The second principle of anti-racist education is that the education 

systedt should be used to help create the ultimate goal of anti-racist education, a non-racist 

society. Education systems should reflect the goals they aim to teach. In other words, 

success in the classroom should neither be reserved for certain "privileged" groups nor 

withheld from groups which have been viewed as inferior. The school curriculum should 

include information about other cultures and ethnic minority groups, but this information 

should not be allowed to "degenerate into oversimplified caricature" (Foster, 1990: 11). 

These principles of anti-racist education are shared with multicultural education, however, 

the aims of multicultural education are slightly different. According to Foster (1990), 

while anti-racist education works toward "equal social positions for those of equal ability," 

meaning that all students are given every opportunity to make the most of their 

educational potential, multicultural education works toward "equality in society," and 



therefore focuses less on the individual and more on the community as a whole. An 

education program following an anti-racist curriculum is described below: 

Its major aim would be to provide students with a broad knowledge of 

social and political issues and relationships, and the skills and qualities 

which would enable them to analyze, understand, participate in, and 

possibly change the society in which they live. Well-developed literacy 

skills are clearly important, as are oral, listening, research, organizational, 

and cooperative skills. Also important is the development of commitments 

to democratic values, such as the importance of free debate and discussion, 

rational argument, the use of evidence, and respect for the opinions of 

others ... A curriculum which contains a strong element of social and 

political education would include, wherever possible, teaching about social 

and political issues, one of which would be racism (Foster, 1990:12). 

12 

Culture Learning differs from anti-racist education in that the focus centers on 

learning how other cultural and ethnic groups perceive the world, in other words, their 

opinions and consensuses (Walsh, 1979). In culture learning, the learners examine their 

perceptions of the perceptions of people from other cultures, and by doing so, come to 

know, or at least better understand, what the living reality is for these people of other 

cultures. Walsh (1979) explains that an examination of others' perspectives is a good way 

to decrease ethnocentric and stereotypic thinking and, at the same time, increase tolerance, 

cooperation and mutual understanding of those who are different. Culture learning, 

however, is not as simple as it may sound. Walsh (1973) reminds us that while 

understanding a culture may not be a difficult task, particularly for those who are 

interested in other cultures, being understanding of another culture is a different matter 
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entirely. Neither understanding nor being understanding of other cultures requires any 

acceptance on the part of the outsider in terms of the principles of the culture, however 

"to understand implies that the learner sees how it is intellectually possible for the people 

of a culture to have arrived at its ways of thinking and its system of values. He [ or she] 

sees not only that they think and value as they do, but also why they do so" (Walsh, 

1973 :97). To be understanding, on the other hand, "is much more a matter of attitude 

than of insight. To be understanding of a culture implies openness, friendliness, receptivity 

and sensitivity, but also indicates that the learner does not himself [or herself] regard the 

principles of the other culture as valid or persuasive" (Walsh, 1973:97-98). Walsh 

cautions us not to think of culture learning as intelligence gathering, even though the 

emphasis is on learning how others perceive the world. Culture learning, claims Walsh, is 

both reciprocal and mutual and, unlike intelligence gathering, is beneficial for all parties 

involved. 

Intercultural education is similar to anti-racist education and culture learning in 

that is also aims to create a harmonious world. The focus of intercultural education is to 

destroy the hierarchy of groups that exist in the United States and counteract 

discrimination from the standpoint of the individual being discriminated against. As 

Vickery and Cole (1943) explain, African-Americans who succeed economically and 

socially often do so at the expense of their own group membership. Until minority groups 

can succeed in both at the same time, Vickery and Cole believe that they do not have the 

choice of security or insecurity, but only two types of insecurity-they must either grasp 

success and deny their heritage, or uphold their minority or ethnic group membership and 

suffer the discrimination that such membership brings. It is distressing to note that 

Vickery and Cole wrote their book in 1943, yet today, in 1994, the situation remains, for 
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the most part, unchanged. Intercultural education encourages students to change, or at 

least revise their idea of what makes certain people members of some groups and not 

others, and thus entitled to certain rights and privileges that are not available to all. These 

goals ofintercultural education are (1) to promote national unity, (2) to promote the 

tempering of culture traits, both of the minority groups and the majority group, which are 

in discord with democratic principles and (3) to promote the retention of values in all 

groups which do not conflict with democratic practice and therefore enrich the lives of all 

people (Vickery and Cole, 1943) 

Multicultural education appears to share many of the same features of anti-racist 

education, culture learning and intercultural education. The goal of multicultural 

education is to eliminate racism by teaching all children, in a very positive light, about the 

culturally diverse groups in their nation and abroad. Foster (1990) cites Bullivant as 

criticizing multicultural education on two positions. First of all, Bullivant claims that not 

enough about diverse groups is being taught to the children. In other words, "Black 

History Month" or a "Cinco de Mayo" party are not enough to educate children about 

diverse groups. Secondly, Bullivant claims that there are far too many white teachers 

educating children about these culturally diverse groups in the United States. In his 

opinion, teachers who are not involved with-or members of.-the culture they teach can 

unconsciously dilute or misinterpret the history and culture of these groups. While 

Bullivant may be correct in his criticism, it should be noted that today, universities are 

actively involved in attracting and graduating more teachers who are members of diverse 

cultural groups and incorporating their knowledge, experience and culture into the 

curricula. As a result, educational curricula around the country are slowly becoming more 

multicultural year-round, rather than for a few days each month. Of the different 



15 

approaches described above, multicultural education is the one which is gaining in 

popularity and is found to be the most hopeful way of educating children to be members of 

a multicultural nation, rather than remain as discriminated against and consequently 

defensive members of their own cultural group. 

How Schooling has Failed Its Students: 

If, as Pizzillo (1983) claims, schooling is a formal way in which the young are 

taught their culture, then schooling, at least in the white societies, has not failed at all! In 

Horace Mann's words, as cited by Pizzillo (1983), schools were originally intended to be 

"the great equalizer of the conditions of men." This meant that regardless of ethnicity, the 

goal of schooling was to produce young, moral, intellectual, physically fit, loyal and 

productive Americans. Pizzillo points out, however, that although public schools were 

founded upon the ideals of democracy, their goals and methods of attaining them have 

been anything but democratic. In other words, schools were to Americanize the young, 

which therefore included their learning to view the contributions of ethnic and minority 

groups as inferior, not worthwhile or important, and, even worse, learning to be ashamed 

of one's parents if they came from one of these ethnic groups (Pizzillo, 1983). Florez and 

Hadaway (1986) agree, adding that the message this type of Americanization sends is 

nonverbal and very damaging. Pizzillo (1983) believes that Americanization has been, at 

best, only superficial for most ethnic groups since, in his view, one cannot separate oneself 

from one's cultural heritage. Pizzillo furthers his point with the words of Horace M. 

Kallen, who told us that while we may change our clothes, politics, spouses, religion and 

philosophies, we cannot change our grandparents. We are, without a doubt, who we 

came from. Pizzillo firmly believes that America would become richer country, in every 



aspect, if each ethnic group were to freely contribute elements of their heritage to the 

whole. 
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If asked to\1",1', many Americans would claim their country to have an excellent 

education system, complete with the most recent technology, up-to-date, well-trained 

teachers and the ability to provide each and every student with worlds of knowledge. 

While these statements may indeed be true, we must not overlook the fact that schools 

have, for the longest time, rejected the "cultural baggage" each immigrant child brings to 

the classroom. Such an attitude has long established a "precedent of intolerance" which is 

still in existence. Jessup and Townsend Cole (1967) have long believed this, and claim 

that even today, there is a glib assumption that if one has a high level of education, he or 

she automatically has a high level of understanding and acceptance towards those who are 

different. They further add that this understanding and acceptance of those who are 

different is something that cannot be taught in school. Instead, they believe that it is the 

result of many different influences, educational and otherwise. 

There does appear to be a solution. Multicultural education is one educational and 

educative influence which promotes intergroup understanding. In particular, additive 

multiculturalism, which encourages appreciation of those who are different as well as 

appreciation of ones own culture, is proving to be extremely valuable. Additive 

multiculturalism is now gaining entry into many classroom across the United States. 

Why Multicultural Education? 

While the debate on the best form educating our youth is ongoing, the end result, 

claim Elder and Carr (1987) is still the same. Namely, we must give our students every 
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opportunity to view the world as it is in reality, and then ascertain their place in it. 

Verburg (1994) is in agreement and believes that the world must be brought into all 

classrooms, from the early ages to adults. In particular, she believes that college students 

urgently need to be well-informed about our "global village." Olds (1990) agrees, and 

further adds that this type of education is now crucial. As he correctly states, if they are 

not doing so already, our students will soon be interacting on all levels with people from a 

variety of cultures. If these students have a narrow vision of the world, they will feel 

isolated and apprehensive. If, on the other hand, they are aware of the cultures 

surrounding them, including their own, they will escape this encapsulation. 

If, as Ramsey (1987) claims, children tune-in to racial cues as early as their infant 

years, then Mock (1986) is correct is determining multicultural education for our young to 

be an even more urgent matter. As he explains, children, at a very early age, "are exposed 

to a wide variety of media that teach them that certain groups are more important than 

others in our society. Not only does this dramatically affect the identity and self-concept 

of the child who is made to feel less significant by not seeing him or herself reflected in the 

environment, but it results in many children having already developed well-defined racist 

attitudes by the time they get to school" (Mock, 1986:124-125). According to Porter 

(1976) as cited by Mayer (1984), these young children are already "ethnocentric," which 

he defines as one who uses a frame of reference which "denies the existence of any other 

frame of reference" (Mayer, 1984:29). Mock goes on to explain that the holder of this 

"ethnocentrism" believes that his or her own way of seeing and doing are the "right" or 

"best" ways, while the ways of others, which may be equally efficient but nevertheless 

different, are viewed as "inferior" or "wrong" and therefore in drastic need of change. For 

Mayer (1984), the ideal is an "ethnorelative" person, which he defines as one who "uses a 



frame of reference which allows him [ or her] to accept the variability of other frames of 

reference" (Mayer 1984:29). 
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For Figueroa (1984), becoming ethnorelative means establishing an expanded 

racial frame of reference. The racial frame of reference is what allows us to categorize, 

manage and order what we experience in the world, and it provides us with a simplified

yet-steady explanation of various social phenomena. In addition, Figueroa believes a 

racial frame of reference contributes crucially to our own definitions of group identity and 

self-identity. He explains that regardless of the differences in gender, culture or social 

characteristics, we all "have certain views and tend to make certain assumptions about 

[ ourselves], other members, the in-group as such, non-members and outgroups. The racial 

frame of reference is of this order and it permits a conceptualization of racism which goes 

beyond the traditional parameters of prejudice and tolerance [Figueroa cautions that 

while] it is possible for a person to be tolerant and free of prejudice [he or she can] still ... 

be racist in his or her thinking or behavior" (Figueroa 1984: 16). Stanford and Stanford 

(1981) remind us that failing to educate out children (and adults for that matter) to 

understand other cultures will not only harm the majority group, it will harm the minority 

groups as well. These minority groups will be condemned to live in a society where they 

are misunderstood, not acknowledged, unsupported by the culture and, like their majority 

group counterparts, ignorant of other cultures and their concerns. Roberts and Cecil 

(1993) firmly share in this belief, and add that "[as] long as fear and ignorance are allowed 

to fester in the hearts of people, individuals will most likely continue to perform atrocities 

against other human beings-who threaten them merely by being different from 

themselves" (Roberts and Cecil, 1993: 1). 
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In order for our students to have a future in which they can live and work with all 

diverse groups in peace and harmony and with understanding, they must be taught the 

value of such goals. This means that education must teach these students to view 

themselves and their own culture with pride, and then extend this understanding and 

empathy to other cultures. Multicultural education is believed by many to be able to do 

just that. Dapo Sobometrin, president of the Oregon Multicultural Education Association 

claims that the" ... root of self-respect for both minority and majority children grows in the 

soil of multicultural education" (Hart and Lumsden, 1989:22). 

What is Multicultural Education? 

The name itself immediately causes confusion. For some it can mean teaching 

about minority cultures to mainstream students, while for others it signifies teaching to 

minority students who are struggling to survive in the mainstream. Perhaps this is because 

there is no exact method which, if followed, determines multicultural education. As 

Modgil et al (1986) explain, the term [multicultural education] has no agreed-upon 

definition and its application in the classroom is largely dependent upon the viewpoint of 

the instructor. The question that needs to be addressed, however, is whether or not 

multicultural education in today's schools and universities is promoting "ethnorelativism" 

and expanded racial frames of reference in the students. While no definitive answer is 

given, it is clear that multicultural education contributes significantly to the reduction of 

racism and ethnocentrism (Hart and Lumsden, 1989). It accomplishes this by reflecting in 

the teaching the idea of a multicultural or plural society, thus making it appropriate to the 

necessities and desires of all cultural groups (Verma and Bagley, 1984). Hart and 

Lumsden (1989) feel that this reflection ofa multicultural or plural society in the 

classrooms is of vital importance, since most students are raised in the community of their 
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own cultural group. As such, the only way for them to learn about culturally different 

groups and their problems is if they are taught. Modgil et al (1986), among others, have 

criticized multicultural education for its tendency to "stress the utopian visions of society 

by adopting definitions of culture that favor ethno-cultural maintenance of life-styles" 

(Modgil et ai, 1986:6). The criticism is well-taken, but perhaps a bit harsh. Multicultural 

education cannot and must not be viewed as a set prescription for promoting culturally 

aware children. Like almost everything, multicultural education is in a constant state of 

change, and as more research becomes available, multicultural education adapts. While 

these utopian visions suggested by Modgil et al may exist, they are limited-and 

decreasing-in number. 

Parekh (1986) offers a clear definition of multicultural education: 

[It is] essentially an attempt to release a child from the confines of the 

ethnocentric straitjacket and to awaken him [ or her] to the existence of 

other cultures, societies and ways of life and thought. It is intended to de

condition the child as much as possible in order that he [ or she] can go out 

into the world as free from biases and prejudices as possible and able and 

willing to explore its rich diversity. Multicultural education is therefore an 

education in freedom-freedom from inherited biases and narrow feelings 

and sentiments, as well as freedom to explore other cultures and 

perspectives and make one's own choices in full awareness of available and 

practical alternatives (parekh, 1986:26). 

Many will argue that since black slavery was learned in school, as was the story of 

Martin Luther King, Jr., plus the fact that their school has "Black History Month" once a 



21 

year and acknowledges "Cinco de Mayo" in the Southwestern States, then education does 

acknowledge minorities and promote cultural understanding. Lynch (1986) claims that 

this is not the case at all. In his view, the majority groups have responded to the minority 

groups in a defensive, restrictive and exclusive manner. The majority groups have "sought 

to defend their hegemony, restrict or marginalize the influence of minority culture where 

they have recognized it at all, and 'exclude' in the sense that there has been little or no 

attempt to engage ethnic minorities in potent and equal discourse as a means of interaction 

and the resolution of conflicting interests" (Lynch, 1986:6). 

Education must make students of all cultural and ethnic groups aware of those 

around them if all voices are to be heard. As Bennett (1986) explains, this awareness of 

the shared features between peoples and their overall connectedness is the most vital 

prerequisite for cooperation and harmony between these groups. "Black History Month" 

and similar activities therefore do nothing to promote this cooperation and harmony. As 

Madigan (1993) explains, one does not really know something, in the truest sense of the 

word, if they do not know its relationship to other realities. In other words, one cannot 

truly know the white world if he or she does not know how it relates to the colored world. 

For Madigan, "a multicultural perspective is not a deviation, it is a necessity" (Madigan, 

1993:176). 

It may well be that the minority groups are more aware of the majority culture and 

its relationship to the people of color than the other way around. As Kruse (1992) 

explains, in order to function in America, people of color must know the dominant culture 

very well. White people, however, are raised to know only their own culture. This 

ignorance of other cultures, in terms of knowledge, direct experience, books or other 



media reinforce this ignorance. The fact is that far too many students of all cultural and 

ethnic groups do not know about each other. Ignorance is still the bind that keeps them 

apart. 

How Multicultural Education Works 
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A successful multicultural education graduate is one who is sensitized to the 

plurality of the world in terms of the different ways of believing, living, thought, doing, 

experiencing, viewing, remembering and so on (Parekh, 1986). According to Mock 

(1986), such a graduate needs to be educated in a program which promotes cultural 

awareness by identifying the students' individual differences, from their dress, their 

behavior and their perspectives, and building on their experiences as the base for learning. 

At the same time, this multicultural education program accommodates the students with 

opportunities for physical, social, emotional and intellectual development in a protective 

and secure environment. Elder and Carr (1987) believe that by studying others, we learn 

about ourselves. In other words, by examining the subtle and marked differences which 

are so often viewed as threatening, we discover the common basis to all human life. 

Roberts and Cecil (1993) agree, claiming that one major goal of multicultural education is 

to dispel ignorance. As they explain, "One does not fear that which one understands" 

(Roberts and Cecil, 1993:2). Bagley (1984) cites Bagley and Verma's (1982) explanation 

of how multicultural education works: 

Multicultural education is a system of education which, in an ethnically 

complex society attempts to meet the cultural, cognitive and self-concept 

needs of groups and individuals from diverse ethnic backgrounds. In 

addition, such education aims to promote equality of education 

achievement between groups and between individuals, mutuality of respect 



and tolerance of different ethnic groups, and ultimately equality of status, 

resource access and economic power between different ethnic groups of 

society (Bagley, 1984:217) 
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Banks (1992) adds to this that multicultural education must not only teach, but also "help 

students to develop the skills and insights needed to question some of the latent 

assumptions and values within the mainstream society, to think critically about the gap 

between a nation's ideals and realities, and to develop a commitment to act to help create 

ajust and humane society (emphasis mine)" (Banks, 1992:88). This learning to question 

and questioning to learn is the fundamental principle of multicultural education, and, claim 

Roberts and Cecil (1993), this is the only way in which people can come to know that 

intra-group differences are greater than inter-group differences. They claim that only once 

this knowledge is in hand will those who are different be viewed less categorically 

(Roberts and Cecil, 1993). 

Modgil et al (1986) caution that while expounding the different cultural 

experiences in our global society undoubtedly broadens the cultural awareness of any 

child, multicultural education should not attempt to smooth the often vast differences 

between cultures, nor should it attempt to unite everybody under one dominant cultural 

umbrella. Parekh (1986) agrees, claiming that multicultural education does not discourage 

jUdging other cultures. Instead, it attempts to promote healthy judgment based upon a 

complete understanding of the character and complexity of the culture being judged. In 

addition, Parekh notes, multicultural education should not attempt to teach students to 

view different cultures, societies and religions as equally good. This, he claims, is 

presupposing a trans-cultural standard which, in reality, does not exist. What multicultural 
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education should attempt to accomplish is to have all students realize that each and every 

culture makes sense it its own context, that each and every culture has a right to be 

understood in its own terms and that each and every culture needs to be explored with 

awareness and empathy. As he explains: 

The inspiring principle of multicultural education ... is to sensitize the child 

to the inherent plurality of the world-the plurality of systems, belief, ways 

of life, cultures, modes of analyzing familiar experiences, ways of looking 

at historical events and so on (Parekh, 1986:27) 

Roberts and Cecil (1993) caution that before we teach appreciation of those who are 

different, we must first teach students to value their own cultures. Without a strong sense 

of cultural identity and self-esteem, it is unlikely that any person will be able to freely 

accept other cultures. Once people understand and appreciate their own culture and feel 

confident about who they are they will then feel both willing to-and comfortable about

judging each person as an individual, regardless of his or her cultural background. 

Ramsey (1987) agrees, but points out that it may be much easier to promote cross-cultural 

understanding in children than it is in adults in that "children readily absorb prevailing 

social attitudes and stereotypes that create intergroup distance, their empathic interest in 

other people enables them to bridge the gap between themselves and strangers" (Ramsey, 

1987:14). Adults, on the other hand, have attitudes that are more developed and, in many 

caseses, more resistant to change. 
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Multicultural Literature 

Butt (I 986) believes that the most useful approach for multicultural education is 

experience with other cultures. Unfortunately, however, this is not always possible. Tiedt 

and Tiedt (1990) believe that a close second is to experience other cultures through 

literature. Through literature, readers can share experiences of the characters, regardless 

of their culture, and from this develop their knowledge of other cultures, empathy for 

people of diverse cultures, and perhaps even solutions to their own problems which may 

never have been thought of before. Because of this, Madigan (1993) as well as many 

others, feel that multicultural literature should be a mandatory part ofa child's or adult's 

learning experience. 

What is Multicultural Literature? 

According to Ginny Moore Kruse, director of the Cooperative Children's Book 

Center, a children's literature library for adults, located at the University of Wisconsin

Madison, multicultural literature simply means books by and about people of color 

(Madigan, 1993; Kruse, 1992). In reality, however, there is much more involved. As 

Bennett (1986) tells us, this literature by and about people of color includes" ... short 

stories, poems, song lyrics, drama and pieces of visual art [which] often hold messages 

about universal human experiences and emotions, such as love, grief, anger, protest and 

death" (Bennett, 1986:197). For Lalande (1988), this is only the beginning. He believes 

that all students should be taught that the notion of literature is more encompassing than 

simply short-stories, drama, novels and poetry. Multicultural literature can, and should, 

according to Lalande, include radio plays, travelogues, folklore, autobiographies, 

historical accounts, magazines, scripture (or passages from the related religious books, 

such as the Talmud or the Koran), libretto, comic books, detective/mystery works, diaries, 
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fairy tales, biographies, science-fiction, newspapers, church and other religious hymns, 

songs, farces and romances. Madigan (1993), in an interview with Elizabeth Martinez, an 

instructor of Women's and Ethnic Studies for the California State University System, 

found that for Martinez multicultural literature should emphasize "respect for the different 

historical perspectives and cultures in human society" (Madigan, 1993: 169). Roberts and 

Cecil remind us that this respect can only come about through literature if that literature 

accurately and respectfully reflects the images and realities of the other culture. Elizabeth 

Martinez, again in an interview with Madigan (1993), offers some words of caution when 

classifYing literature as multicultural. In her opinion, multicultural is for the large part 

interpreted as meaning "adding a little color" to what exists, for example, "a little bit of 

the Indians, Africans, Mexicans, and so forth. [True multicultural literature ] is a manner 

of recognizing different perspectives based on different historical experiences: 

enslavement, having your land seized, oppression, poverty, and other experiences that 

have defined the lives of most people of color" (Madigan, 1993: 171). 

According to Oliver (1992), multicultural literature is even more than this. For 

her, the term multicultural means: 

multiethnic to many. That is, multicultural includes African American, 

Mexican American, Native American, and so on. But that is only a large 

sub-set of what multiethnic really is. There is also Italian American, Jewish 

American, Polish American, and on and on. Besides ethnic differences we 

need also to include the various other non-mainstream groups in this 

culture. We must mention female in our definition of multicultural since 

most of the literature we teach is written by males. We must include gay 

American, homeless American, disabled American. In a country where 



[ one] out of every [five] children lives below the poverty line, where half of 

our children are from single-parent families, where huge numbers have 

been raised in abusive situations ... we need to consider the term non

mainstream in a much broader sense to include any group that has the 

characteristic of otherness. Thus, when we consider literature whose 

characters our students can either identifY with or experience vicariously 

from, we should take into account all groups who have been 

marginalized ... in any way and for any reason (Oliver, 1992:5). 
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If multicultural literature is to reflect these cultures and subcultures, then it must also 

reflect how each of these individuals and groups see the world, feel, act and what they 

value. In addition, the literature should tell us something about the language, the dress, 

the patterns of social interaction at work and at play, their belief systems, and their 

attitudes (Pizzillo, 1983). Harriet Rohmer, in an interview with Madigan (1993) agreed 

with Martinez, claiming that "adding a few books written by or about people of color will 

not change the system" (Madigan, 1993: 171). In other words, there needs to be more of 

an effort to develop and promote this literature. 

From the above, many readers may conclude that there is already an ample supply 

of multicultural literature texts available. In reality, this is not so. There is a relatively 

limited amount of truly multicultural texts available on the market. As Ginny Moore 

Kruse, in an interview with Madigan (1993), explains, truly multicultural literature is not 

abundant at all. In fact, of the 65,000 - 70,000 children's books in print alone, only 4,000 

- 5,000 have been published over the last two to three years. Of these 4,000 - 5,000 

books that have been published, only a minute percentage of them are truly multicultural. 



In other words, there is a very gradual gain in the number of multicultural books, but it 

certainly has not been "flooding the market" as many have been heard to claim. 
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One explanation for this lack of multicultural books is given by Oliver (1992), who 

claims that many multicultural books are rejected outright on the basis of "language 

unbefitting" to the readers. Oliver feels that this objectionable language is really an escape 

for teachers who either don't want to-or are afraid of -dealing with uncomfortable 

issues. Another reason why truly multicultural books are small in number is because many 

of them may in fact not be multicultural at all. First of all, they may have been written, 

illustrated, edited and reviewed by people not of the culture the text represents (Ginny 

Moore Kruse, in an interview with Madigan, 1993). While many may doubt that this is an 

important contribution to a text's multicultural makeup, Kruse (1992) strongly defends her 

position, claiming that "the more removed the creator is from the cultural or ethnic or so

called minority experience of the material, the more difficult it is to write convincing 

multicultural literature" (Kruse, 1992:31). When one examines the actual content of many 

multicultural texts, it becomes easier to accept Kruse's views. If multicultural literature is 

supposed to represent the society we live in, then the makeup of the texts themselves 

should also reflect this. Pace (1992) found "not a chorus of multicultural voices" when he 

analyzed anthologies of United States literature from five major publishers. Of the 98 

writers represented in the textbook canon, Pace found that 65 were white men, 16 were 

white women and 10 were black men. Only four black women writers, two Native

American writers and a single Chicano writer were represented. There were no Asian

American writers represented at all. Oliver (1992) further adds the findings ofa survey by 

the National Center on Literature Teaching and Learning, first reported by Applebee 

(1992) which found that "of the 11, 579 individual selections reported in the public school 



sample ... 81 percent were by male authors, 98 percent by white (non-Hispanic) authors, 

and 99 percent were written within the USA (63 percent), UK (28 percent) or Western 

European (8 percent) tradition" (Oliver, 1992:4). 
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In addition to not representing the society they claim to reflect, texts which claim 

to be multicultural can, in actuality, be biased, and therefore not multicultural at all. 

Gollnick and Chinn (1994) claim that truly multicultural literature is free of the biases 

found in most textbooks used in schools today. Such biases include invisibility, which 

involves underrepresenting a microculture, stereotyping, which assigns traditional roles or 

attributes to a certain group, selectivity and imbalance, whereby certain issues and or 

situations are interpreted for the dominant group's perspective, unreliability, in which 

history and life experiences of other groups are portrayed unrealistically,fragmentatioll 

and isolation, whereby minority groups and their issues are addressed in a fragmented, 

isolated way, and, finally, linguistic bias, whereby female or ethnic group references are 

blatantly omitted; only masculine pronouns are used; only Anglo names are incorporated, 

etc. Gollnick and Chinn (1994) feel that each and every one of these biases makes and 

underlying, yet perfectly clear statement-namely that the minority group is less 

important, less valuable and in all ways, inferior. 

Hernandez (1989) appears to be in agreement with Gollnick and Chinn, but 

explains the consequences of such biases. Stereotyping, she claims, results in diversity 

within groups being obscured, while differences between groups are exaggerated. 

Omissions, on the other hand, keep certain groups invisible, while systematic omissions 

lead to distortions in the texts. In terms of biased language use, Hernandez explains that 

"specific aspects of language usage can convey bias in subtle, often unintended ways. Of 



particular importance ... are the nuances of meaning associated with particular words, 

selection of proper nouns to refer to groups and the gender attitudes reflected in 

language" (Hernandez, 1989:145-147). Verma and Mallick (1984) further add that 

"minority groups are misrepresented in textbooks by failure to note their positive 

contributions and qualities, and by leaving out discussion of the present-day situation of 

minorities" (Verma and Mallick, 1984:164). Jeffcoate (1982), as cited by Strang (1992) 

appears to share this view. He also holds that: 

much of children's literature tends to portray minorities in a harmful and 

demeaning manner. It ignores working class experience or presents a view 

that is either a travesty or a caricature. It frequently confines females to 

subordinate and stereotypical roles such as the weak and unenterprising 

little girl. It also omits the experience of black and other ethnic minorities; 

or, where it represents them, they are often seen in ethnocentric or even 

racist terms (Strang, 1992:14-15). 

Shapiro (1992) offers a definition ofa truly multicultural text: 

Multicultural readers distinguish themselves from traditional anthologies 

along several axes. First, they reach wide to encompass the broadest 

possible representation of different ethnic and cultural sources ... A number 

of subtleties suggest that authors and the editors have a strong 

[determination] to both de-centering the students perspectives and 

contextualizing the reading (Shapiro, 1992: 16). 
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From the above, one may well question whether truly multicultural texts exists. In 

reality, they do. One such text that is considered truly multicultural is by Carol 1. 

Verburg, and is entitled Ourselves Among Others. This text, for example, has Eurasia at 

the center of the map in the text, and only four percent of the ethnicities represented in the 

text were written from a western anthropologist's point of view. In comparison, other so

called multicultural texts have up to 70 percent American content. In Ourselves Among 

Others, more than 95 percent of the readings are written by "insiders"-participants in a 

culture, thus, their voices speak directly. In addition to the content, truly multicultural 

readers do not aim to show various types of writing-they aim to hear different voices, 

therefore the organization of multicultural texts is not theme based as in most other 

readers (Shapiro, 1992). Perhaps Harriet Rohmer, founder of The Children's Book Press, 

a non-profit publisher for multicultural texts for children, in her interview with Madigan 

(1993) is correct in saying that: 

Some policymakers say they are really interested in finding literature that 

represents all children and their cultural heritage ... policymakers, many of 

whom are well-meaning, are anxious to promote high standards in 

literature while preserving culture, but they are not very knowledgeable 

about cultures other than European (Madigan, 1993: 170). 

Since the discovery of similarities and the promotion of unity between all cultural 

groups is rapidly gaining ground in the field of education, multicultural literature, because 

of its ability to playa major role in this pursuit, is also a vital part of education. From this 

literature, we can learn a lot. Martinez, in her interview with Madigan (1993), confirmed 

this, saying that while some values are shared by all cultural groups, others are not, and 

the characters in literature should reflect that. In other words, characters from different 
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cultural groups may respond in different ways to certain life experiences. Without this, 

Martinez claims, the literature is neither realistic nor truly multicultural. Butt (1986) came 

to the same conclusion, believing that multicultural literature, in its truest form, should 

"provide pupils personal experience with each other's cultures through ... various forms of 

literature ... [This enables] pupils to understand the unique ways in which various groups 

pursue the same or similar ideals. This might lead to apprehension of the aspects of 

human culture that is relatively common to most groups" (Butt, 1986: 15). Prosen agrees, 

but claims that multicultural literature must do more than entertain while it tells us how 

others behave: 

If literature is to be more than entertainment; if it is to be more than 

sensational; if it is to be more than required reading for the thousands of 

students of American literature who hate English, then it must tell them 

who they were and are. It must tell those others who their others are. 

They are, we are, many people (emphasis mine) (Prosen, 1974:660). 

If, as Stotsky (1992) claims, the two major reasons for studying literature are, in fact (1) 

to increase the readers' knowledge of and respect for the different religious, racial and 

ethnically diverse groups of the United States, and (2) to familiarize the readers with, and 

lead them to an appreciation of, the literary traditions of these diverse groups, then it 

would appear that multicultural literature can contribute a lot. In particular, multicultural 

literature can develop skills, knowledge, attitudes and emotions in the readers. This, in 

turn, will build in them a sense of confidence, both in themselves and their own group 

identity, and in other groups (Herbert and 0' Sullivan, 1986). As Tiedt and Tiedt (1990) 

explain, without first having this understanding and appreciation of one's own culture, 

acceptance of and empathy for other cultures becomes extremely difficult, if not totally 



impossible. In other words, all students should first come to know, understand and be 

proud of their own culture. This will result in an increase in their feelings of self-worth 

and self-esteem. From this standpoint, students can view with understanding and 

acceptance those from other cultures. Empathy can be developed and then extended to 

all. Unless those from other cultures are fully understood, they are to a lesser or greater 

extent, threatening to the one who does not understand them (Tiedt and Tiedt, 1990). 
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This knowledge of other cultures and subcultures, including that of the reader, is a 

necessary part of multicultural education, which itself is a critical part of intercultural 

awareness, sensitivity and understanding. Sullivan (1988) shares this belief, and states 

clearly why the aims of multicultural education, of which multicultural literature is a big 

part, is such a pertinent issue. Most readers will agree with Sullivan that "we are all 

discovering that a tribalistic mentality is no longer useful nor conducive to survival in a 

modem world. Rather, as anthropologist Edward Hall insisted, "The future depends on 

man's transcending the limits of individual cultures." Ethnic literature has the power to 

aid in such a difficult and important feat" (Sullivan, 1988:27). Florez and Hadaway 

(1986) came to the same conclusion about multicultural literature, but in their examination 

of literature used in schools around the country, they found that in far too many cases, 

British and American literature is the only literature used. This is detrimental in that such 

literature mirrors the very values of the majority group that the education system is 

supposedly trying to teach the students to see beyond. As the authors explain, " ... 

students are [therefore] exposed to a narrow linguistic, historical, and cultural picture" 

(Florez and Hadaway, 1986:2). Stotsky (1988) agrees, and claims that it is the right of all 

students to receive: 



as broad a liberal education as possible, and educators need to take care 

that any local emphases do not occupy such a proportion of the curriculum 

that the students who are from these local or regional groups are thereby 

deprived of exposure to the range of religious and ethnic diversity of this 

country and to those works that form our common civic culture. It seems 

unfair and condescending to offer members of some small groups a limited 

literature program, while the majority of students are offered a 

comprehensive and liberal one (Stotsky, 1988:12). 
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Florez and Hadaway (1986) examined a report by the Council on Interracial Books for 

Children, and noted that the primarily British and American literature used in schools is 

unfair to both the majority and the minority groups. "White children," they explain, also 

"deserve more than most books now provide. Growing up in a monocultural environment 

deprives white children of a broad, rich education. To limit white children's experiences 

to Euro-American language, musical and literature tradition, visual arts, and historical 

perspective, is to rob them of the enrichment and sophistication which comprises good 

education" (Florez and Hadaway, 1986:2). 

How Multicultural Literature Should Be Used 

It should be clear by now that simply reading multicultural literature is not enough 

to absorb the knowledge, skills and insights that if offers. These require an understanding 

of, or at least some idea about, the people who wrote it (Olds, 1990) and its relevance to 

the lives of both the group represented in the literature and the reader. As Sullivan (1988) 

explains "literature unattached to any meaningful discourse, disassociated from the 



dynamics of students' lives, provides little opportunity for students to grow within their 

own environment, much less grow toward a world view" (Sullivan, 1988:27). 
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Loss (1986) reminds us that the easiest way to get our students to experience 

literature is to give them texts to read to which they can identify or relate their own life 

and experience. From this identification, students can proceed to experiencing all aspects 

of the text. Lalande (1988) adds to this that in order for students to experience literature, 

the teaching of literature must be amalgamated with the teaching of culture. Lalande 

believes that the very best way for students to profit from an experience is for them to 

personalize it. Sometimes, it is only through personalization that truly experiencing the 

literature can take place. In some cases, personalizing a text has been the catalyst which 

has enabled readers to recognize and then change their views, attitudes and emotions 

toward other cultures. To personalize literature, Lalande claims that students should be 

helped to relate the text to their own experiences, a particular time in their lives, a certain 

country they have been in, and so on. Loss (1986) agrees, and urges teachers of 

multicultural literature not to ignore "the oldest literary tradition of all," which he terms 

"the word as heard." Loss is referring to reading aloud to the students and wholeheartedly 

believes that this is the only way the students can feel themselves experiencing the text. 

Lalande (1988) shares Loss's (1986) view on reading aloud. For Lalande, reading aloud 

helps the students to better experience the literature while, at the same time, appreciating 

the beauty of the text. In addition, however, Lalande believes that reading aloud reveals 

how the language sounds which, in tum, reflects its spirit or soul. 
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Typically, teaching literature of any kind has meant presenting the work, reading it 

and nothing much beyond. However, if students are to experience multicultural literature 

then obviously something more must be done for them than simply giving them the book 

to read. Lalande (1988) points out that there has long been considerable disagreement 

over whether the provision of background information on the author, the time the book 

was written and even the reason for the work is of any value whatsoever to the students. 

Many instructors believe that unless they explain this information as a pre-reading activity, 

their students will not be able to understand offeel the work. Unfortunately, however, 

there appears to be an equal number of instructors of literature who hold the opposite 

view, namely that any explanations given before the reading about the text, the time it was 

written or the author will limit the students' interpretation of the text. Lalande agrees with 

the latter view, and claims that it "deprives [the readers] of the opportunity to experience 

[the text] for its own merits" (Lalande, 1988:576). Lalande's (1988) recommendation is 

to have a simple pre-reading activity, then allow the students to experience the literature, 

and follow this with a post-reading activity. In his opinion, the pre-reading activity should 

consist of the explanation of only carefully selected grammar and vocabulary. All other 

information, including background information about the time the story was written, the 

author and the reasons for writing it, should be given after the students have read the text. 

This way, Lalande believes, students will not be lead to alter their interpretation of the text 

to conform to the preconceived notions of the instructor. Instead, they will experience the 

literature for themselves and, at the same time, discover their own interpretation of its 

meaning or message. If multicultural literature is read this way, students in the classroom 

can late share their interpretations and experience further enrichment. Thus, students can 

both discover and revise for themselves the different viewpoints, and they will therefore 

remember more. 
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Lalande believes that postreading activities must consist of more than merely 

summarizing the work if cultural, rather than linguistic, goals are the focus. He suggests 

that students be asked to list the outstanding qualities and defects of the work, to share 

what cultural similarities and differences they found when comparing the text to 

themselves and their own lives, to detail what they will remember most about this work 

and why and to explain how they feel now compared to before they read the text (this 

would give the teacher insights as to whether and how the student was affected by the 

literature). In other words, if affective outcomes are the goal, then they must be allowed 

to develop. Simply giving students some multicultural literature to read will not effect any 

outcome. For multicuIturalliterature (or any literature, for that matter) to have an effect 

on the students, it must be taught with pre- and postreading activities and the students 

must be allowed to experience the literature (Lalande, 1988). Roberts and Cecil (1993) 

came to the same conclusion and proclaim that the reading of a an extensive arrangement 

of multicultural literature, each one followed up with "debriefing discussions and 

internalizing activities" is the best way to present to students the type of society in which 

we want them to live-namely, a society which both represents and values diversity. 

The English 102 students using the multicultural text and curriculum were typically 

assigned a reading a personal reaction to this reading to be done in their journals in 

preparation for the following class. The proceeding class period allowed for the sharing of 

reactions to the text, the sharing of journals, and even written and spoken reactions to 

fellow classmates' journals. The atmosphere in each class was very open, opinions were 

freely given and discussed, and at no time was a student admonished for having a 
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particular opinion-more likely, students in the class would examine each other's opinion 

and in the process of doing so, came to question their own. 

The same results can be obtained from a different approach. Rasinski and Padak 

(1990) highly recommend the use of Banks's (1989) four curricular models for integrating 

multicultural content into the curriculum. Each of Banks's models revolves around the 

target, in other words, the piece of literature, in ever-distancing circles, and Banks 

recommends that the instructor begin with the farthest-removed circle and work up to the 

closest circle to the target. The farthest-removed circle is termed the "contributions 

approach" by Banks, and it suggests focusing on the "highlights, heroes and holidays" of 

the culture represented in the text. Following discussions on this is the second model, the 

"additive approach," which suggests focusing on content, concepts and themes of the 

culture. This model is followed by the "transformation approach," which suggests viewing 

the problems, themes, concerns and conceptsfrom the perspective of the cllltlire reflected 

in the text and is followed by the fourth model, which Banks terms the "decision-making 

and social-action approach."· In this final model, Banks suggests asking students to outline 

the social problems and concerns, and, following this, to make decisions and take actions 

to help resolve them. 

As a final note on how to teach multicultural literature, Lalande (1988) offers 

some sound advice. First of all, he remind us that it is important to allow students to 

detail their experience of literature both in the spoken and the written word. Usually, 

students are best able to express themselves in one of these mediums and the instructor 

should therefore ensure that every opportunity is given to express and share their 

experiences with multicultural literature. The second piece of advice Lalande passes along 
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is to remind us that teachers must be patient and must persevere. As he explains, students 

will not always "see the light" or change their behavior and attitudes easily. The continued 

experiencing of muIticulturalliterature can and will exact a potent effect upon the reader, 

but it takes time. 

Just as simply reading multicultural literature is not enough to further human 

understanding, reading multicultural literature followed by discussions and activities to 

internalize it is not enough to reap all the benefits. As Olds (1990) tells us, it is the way in 

which we approach the reading, and later the discussions and activities, which determines 

how much of the benefits we absorb. In his view, we should approach the reading ofa 

multicultural literature text in the same way as we would approach any other text-"with 

the same kind of informed balance with which we read our own, knowing that literature 

reflects both what is laudable and disagreeable about human nature" (Olds, 1990:21). The 

best way, claims Olds, is to approach multicultural literature as visitors rather than 

tourists. That way, he believes that we are not only prepared for our visit, but we 

intentionally arrive with some knowledge about the culture, and with an open mind to 

what we are going to discover. Our aim should be to "visit long enough to be able to see 

beyond the cliches" and in doing so, we may be lucky enough to have extended our view 

of the meaning of humanity. This new-found knowledge should then be applied to the 

next reading, resulting in an ever-widening circle of appreciation, understanding and 

learning. Olds cautions us not to deal in cliches when teaching multicultural literature. By 
.' 

this, he means that we should avoid selecting only sensational or stereotypical literature. 

In other words, "we cannot be culture snobs. And we cannot expect to judge another 

culture using only our own values; we must learn something of the values of that new 

culture. If, at the end of a course dealing with literature from other countries, our student 
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come away with a smug sense of the superiority of their own culture, then we have failed" 

(Olds, 1990:20-21). 

In summary, there is a desperate need in the United States to recognize, from an 

educational perspective, the increasing numbers of minority groups and the decreasing 

numbers of the majority group. Education should no longer mean educating all according 

to the majority culture. Such knowledge, as we have seen, is neither beneficial to majority 

group members nor minority group members. We all need to learn to understand each 

other and live in peace and harmony with each other. Multicultural education is 

attempting to do just that, and so far, although it is still in its developmental stages reports 

from the classroom teachers indicate that it has met with a tremendous amount of success. 

Multicultural literature is a vital part of multicultural education, as it is often the only way 

of allowing readers to experience another culture. There is more to learning cultural 

awareness and understanding than simply reading multicultural literature, however, and 

this fact cannot and should not be overlooked. Multicultural literature must be 

experienced if it is to be of any use in creating cross-cultural understanding and awareness. 

Until such a time when all culturally diverse groups, including the majority group, can be 

provided with long-term exposure to other culturally diverse groups, multicultural 

literature appears to be the best tool available in the multicultural education effort for 

bringing students-adults and children alike-to the goal of intercultural understanding, 

awareness and sensitivity. 

Perhaps because this knowledge is so new, virtually no studies, empirical or 

qualitative, have been conducted to determine whether multicultural literature actually 

does promote cultural awareness and sensitivity in its readers. This is precisely what this 
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dissertation study will attempt to do. Before outlining the study itself ( chapter three), the 

numerous benefits and claims of experiencing multicultural literature will be presented 

(chapter two). The findings of the study outlined in chapter three are presented in chapter 

four, and the implications of these findings are discussed in the conclusion (chapter five). 
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CHAPTER TWO 

Review of Literature: 

The Connection Between Multicultural Literature and Multicultural Awareness 

As discussed in chapter one, multicultural literature is but one of the many ways in 

which multicultural education can be exercised. One of the many goals of multicultural 

education is to enable students to learn about other cultures, however, learning about 

other cultures includes far more than merely learning about their holidays and the clothes 

they wear. In fact, it should incorporate everything from the artistic and spiritual 

expressions of the people of that culture to their everyday behavior and patterns of 

thinking (Watson, 1977). As Banks (1985) reminds us, the teaching of concepts is as 

important as the teaching offacts, and examples of both should be viewed by all students 

in all areas. As chapter one also explained, short of engaging in direct experience with 

another culture, the best way of enabling students to view others' concepts and facts is 

through experiencing multicultural literature. It is important to remember, however, that 

multicultural literature is more than literature written by, or written about, people of 

colour. Truly multicultural literature should tell its readers about real human experiences 

and emotions, such as love, grief, anger, protest and death (Bennett, 1986), it should 

respectfully point out the different historical perspectives, images and realities of the 

different cultures in human society (Madigan, 1993; Roberts and Cecil, 1993) and it 

should reflect how these different groups see the world, feel, act, what they value, how 

they dress, their patterns of social interaction at work and play, and their belief systems 

and attitudes (pizzillo, 1983). In other words, merely supplying students with literature 

by and about people of colour will not enlighten them about another culture. It is 



43 

imperative, if the goal of intercultural awareness and understanding is to be reached, that 

the shared experiences of all people is emphasized. 

In order to succeed in the goal of mutual understanding and acceptance across 

cultures, the multicultural literature read by the students must be both personalized and 

experienced. An effective way of accomplishing this is for the students to read 

multicultural literature and then examine it in a multi culturally aware environment, one in 

which all interpretations, viewpoints and opinions are welcomed and used as learning tools 

for even greater awareness. This examination of multicultural literature should 

concentrate on pointing out the similarities and differences in the typical day-to-day 

experiences of the characters in the literature being read (Mock, 1986). For a fuller 

description of what is meant by the terms "multicultural literature" and "experiencing 

multicultural literature," the reader is encouraged to review chapter one, where these 

terms are discussed and explained in greater detail. Hart and Lumsden (1989) fully concur 

that "students who [study and discuss] in culturally aware environments do develop an 

understanding of and appreciation for differences (emphasis mine)" (Hart and Lumsden, 

1989:22). 

Assuming, at least for the purposes of this project, that the term multicultural 

literature includes both the reading of the literature alld its consequential discussion and 

exploration in a multi culturally aware environment, in other words, experiencing 

multicultural literature, one can find ample support for its effectiveness in increasing 

multicultural awareness and sensitivity. For example, Verriour (1990) tells us that 

"drama, poetry and literature have an important role to play in increasing ... multicultural 

understanding and awareness, as well as providing [its readers] with opportunities to 
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investigate those prejudices which divide human society" (Verriour, 1990:57). Jessup and 

Townsend Cole (1967) appear to have drawn the same conclusion many years previously 

when they acknowledged that literature allows us to live temporarily with other people 

and thus is one of the best ways of coming to understand them. For many, "the most 

immediate access to the personality of another people is through their literature" (Jessup 

and Townsend Cole, 1967:21). Ramsey (1987) is yet another of many researchers who 

shares in this belief. For him, "books are a very effective and powerful way to validate 

[readers'] unique lifestyles and to expand their awareness beyond their immediate 

experiences" (Ramsey, 1987:75). Verma and Mallick (1984), while concerned about the 

lack of appropriate reading and reference materials, nevertheless agree that when 

available, these materials enable the readers to "grasp the idea that the world is not . 

homogenous and that different people have different ways of doing essentially the same 

things, as well as differing values and religious systems" (Verma and Mallick, 1984: 163-

164). 

Many still question why literature, and in particular, multicultural literature, is such 

an effective tool in helping readers to understand and accept those who are different. The 

answer, according to Merriam (1988) is not so much in what we learn about the other 

culture, but more to do with the way it is presented, namely "through a medium that is at 

once dramatic and entertaining" (Merriam, 1988:61). Perhaps the best explanation as to 

why and how literature helps us to learn about, understand and accept others is the 

explanation that has been around the longest; the famous quote from the artist Picasso, 

who told us that: 

Art is a lie that helps liS see the truth more clearly. 
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Multicultural literature is believed to have numerous benefits, only one of which is helping 

us to see the truth more clearly. These benefits include the promotion of pluralism, 

sharing experiences, compassion, understanding and communication, thinking about 

others, breaking down barriers to acceptance and awareness, constructive self-criticism, 

fascination with other cultures, appreciation and respect, tolerance, destruction of 

prejudice, changes in attitude, improvement in other skill areas, and, least but not least, 

enjoyment and enrichment. Each will now be explained in more detail. 

The Benefits of Experiencing Multicultural Literature 

Promoting Pluralism 

One benefit of multicultural literature is that it is widely believed to promote 

pluralism among its readers. Trandis, as cited by Modgil et al (1986), defines pluralism as 

"the development of interdependence, appreciation and the skills to interact intimately 

with persons from other cultures" (Modgil et ai, 1986:7). Multicultural literature, then, 

aims to fulfill the definition of pluralism such as the one offered by Trandis: 

[multicultural literature] provides students with necessary cognitive and 

affective bases for developing positive self-concepts, for valuing alternative 

lifestyles, for examining languages and cultures, for developing sound 

concepts of human and civil rights, for appreciating cultural diversity ... and 

for giving a greater meaning to the notion of. .. citizenship (Herbert and 

O'Sullivan, 1986:184). 

Banks (1985) also believes in the ability of multicultural literature to promote pluralism. 

As he explains, multicultural literature allows students to view lifestyles and their 

happenings from a variety of different ethnic, religious, cultural and national perspectives. 
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Such a close inspection of the lives, thoughts, actions, problems and solutions of others 

enhances not only the students cognitive sophistication but also encourages them to reflect 

more upon the society they live in and the world at large. It is evident that multicultural 

literature could playa major role in the advancement of intercultural communication and 

understanding. 

Sharing of Experiences 

A second way in which multicultural literature is believed to increase the cultural 

sensitivity and awareness of its readers is that it allows for the sharing of experiences-the 

experiences of the character in the story and the reader, and between the readers and their 

teachers (Tiedt and Tiedt, 1990). In addition to promoting self-reliance and encouraging 

the reflecting of personal experiences, multicultural literature also enables the sharing of 

experiences in situations where minority ethnic groups are underrepresented or even 

absent (pachai, 1986). It is through this sharing that the readers come to understand their 

own culture better, and from this understanding, they can then begin to understand and 

accept others. As Stanford and Stanford (1981) explain, by seeing other cultures in their 

reality, readers often gain a greater sense of awareness of their own. Similarly, after 

viewing a problem in another culture, readers are often able to see that same problem in 

their own culture from a much broader viewpoint. Dieterich (1972) came to the same 

conclusion, for he also strongly advocates the use of multicultural literature as a tool in 

which culturally diverse groups can share experiences and ultimately learn more about 

each other. Dieterich believes that the result, "in many cases will be a spirit of kinship as 

common problems are seen to be handled in similar ways. But an equally beneficial result 

may occur when the solutions are most foreign to the reader's way of thinking" (Dieterich, 

1972: 143). 
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Compassion 

One consequence of sharing experiences and focusing on similarities as well as 

differences is that the readers feel compassion for the characters in the story. As Carlson 

(1972) tells us, "if one can imaginatively walk around in somebody else's shoes, one can 

feel compassion" (Carlson, 1972:47). Multicultural literature is perhaps the best way of 

coming to know what it is like to be in somebody else's shoes. Tiedt and Tiedt (1990) 

believe that this compassion is a developmental process. In order for it to succeed, there 

must be suitable reading materials/or ethnic minorities and about ethnic minorities as well 

as books which deal with the native countries of many ethnic minority groups. Both these 

books and the other suitable reading materials should include cultural, social, religious and 

historical heritages and must make ethnic minority readers take pride in their heritage. 

They should also promote multicultural understanding and tolerance in the people of the 

host nation (Verma and Mallick, 1984). 

Compassion, according to Tiedt and Tiedt "begins ... with each student's concept 

of self and expands in ever-widening circles to understanding of others. It leads students 

to move from focus on self to involvement and consideration of others" (Tiedt and Tiedt, 

1990:28). This involvement and consideration of others, in tum, leads to greater openness 

and an increased awareness of the world and the other people in it (Elder and Carr, 1987). 

Ramsey (1987) agrees with the power of multicultural literature to promote compassion in 

its readers and tells us that stories, plays or other forms of literature introduce the readers 

to unknown and perhaps even seemingly strange people. This introduction is both 

personal and intriguing way in that it draws the readers into the literature and makes them 

want to see more, hear more and know more about the new characters in the text they are 

reading. This involvement with the story and attachment to the characters, which comes 
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about only if the readers can identity with the characters and their situations, leads to an 

increase in appreciation for differing ways of life and, at the same time, promotes viewing 

those who are different as individuals, rather than as members of a collective whole. 

Borovilos (1990) believes that the way in which literature awakens its readers to the 

universal human truths and, at the same time, concedes the particular differences is what 

leads readers to grasp a truer understanding of human nature, motivation and conflict. 

This, in tum, helps to break down the barriers to intercultural acceptance. 

Kendall (1983) also shares this belief, but explains it in a different way. For her, 

multicultural literature helps the reader change from an egocentric, ethnocentric person to 

one who is sympathetic to, and has an understanding of, those different from oneself. 

Tiedt and Tiedt (1990) believe that literature, and in particular, multicultural literature, has 

a special part in the teaching of multicultural understanding and compassion. As they 

explain, good fiction enables the reader to "walk in another person's moccasins, to feel the 

humiliation or the joy experienced by a boy or a girl of a different colour" (Tiedt and 

Tiedt, 1990: 185). This concept is perhaps best explained by Banks (1971), who worded it 

this way: 

In literature, [readers] can read about individuals from different cultures 

and subcultures, come to know them as human beings, develop intense 

feelings for them, and experience agony when they are exploited or 

mistreated (Banks, 1971 :236). 

According to Bennett (1986), compassion for others also comes about when readers are 

able to experience the "literature and artistic achievements of one's own people [which] 

provide sources of identity and pride within the individual, and sources of respect from 
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others" (Bennett, 1986: 197-198). Bennett believes that it is this combination of pride 

within the self and respect from others which enables the student to feel empathy toward 

others. While the ability to feel compassion for others is a necessary pre-requisite for their 

acceptance, and multicultural literature appears to playa major role in its development, 

Carlson (1972) reminds us that "this sense of compassion for our fellow men is only one 

of the numerous values of reading and experiencing multicultural literature" (Carlson, 

1972:3-4). 

Understanding and Communication 

Another of the numerous values of reading and experiencing multicultural 

literature Carlson was referring to includes the development of understanding and the 

promotion of communication among people of all cultures, races and ethnic groups. As 

Merriam (1988) tells us, "fiction can serve as a window through which the reader can see 

the inner workings of another value system" (Merriam, 1988:62). By seeing the inner 

workings of a different value system, readers are better able to understand this other 

culture. This increased understanding, in tum helps the readers to "develop [a] sensitivity 

to the elements of intercultural communication" (Merriam, 1988 :67). The underlying 

belief appears to be that this understanding and sensitivity promotes communication, and 

this communication will contribute significantly to improving intercultural awareness, 

understanding and acceptance. 

Thinking About Others 

In addition to promoting communication, multicultural literature is also believed to 

promote thinking about others. If, as Ramsey (1987) tells us, intergroup respect and 

understanding require viewing situations from a different perspective and interpreting the 
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actions of others in the context in which they took place, then the ability to think about 

these different perspectives and contexts is crucial. Multicultural literature is once again 

perceived as the key to developing this ability. According to Jessup and Townsend Cole 

(1967), multicultural literature "provides a key to a culture other than one's own; it brings 

home the fact that there is such a thing as a different angle of vision than one's own" 

(Jessup and Townsend Cole, 1967:15). Banks (1985) agrees and argues that in addition 

to being interdisciplinary and focusing on higher levels of knowledge, any curriculum 

designed to help reduce prejudice and promote greater intercultural understanding must 

help the students to see situations and events from a variety of ethnic and natiollal 

perspectives. Multicultural literature is widely proclaimed to be the vehicle from which 

this can be attained in that it reflects human life and thought from just such a variety of 

perspectives (Merriam, 1988). Tiedt and Tiedt (1990) agree, and further add that the 

perspectives can range from that of the person living next door to someone on the other 

side of the world. MulticuIturalliterature, they claim, provides "a realistic perspective 

[which can] open up controversial topics for students and teachers who may find it 

difficult to introduce such topics" (Tiedt and Tiedt, 1990:201). Bennett (1986) further 

adds that muIticulturalliterature "provides numerous opportunities for asking students to 

imagine themselves as someone else" (Bennett, 1986: 198). 

Prosen (1974) believes that by providing multicultural literature, particularly about 

the immigrant experience, to American literature students, we are serving a very practical 

purpose. As she explains, multicultural literature about the immigrant experience would 

allow the white readers to see who they really are, which in many cases is not that 

different from the blacks in tenns of suffering problems of exploitation. At the same time, 

this literature would allow blacks to catch a glimpse of "a white world without privilege." 
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Overall, multicultural literature, and particularly multicultural literature about the 

immigrant experience could help destroy some of the stereotypes each side holds about the 

other. For Dieterich (1972), "the emotional and intellectual shock which occurs when 

students read literature based on foreign patterns of reference is the most viable aspect of 

the study of world literature" (Dieterich, 1972:144). It is this shock, he believes, that is 

responsible for promoting thinking about others from their perspectives and contexts. The 

importance of being able to view something from a different perspective or in a different 

context is perhaps best summed up by Jessup and Townsend Cole (1967), who state that: 

To study [or read about] another religion or philosophy than one's own is 

to become aware, perhaps for the first time, of one's own presuppositions, 

assumptions and fundamental value judgments, and to discover that they 

are not held by all [people]. We may still prefer our own views, but the 

discovery that other [people] think [or act] differently enlarges human 

understanding (Jessup and Townsend Cole, 1967:21). 

Breaking Barriers to Awareness and Acceptance 

Yet another benefit of reading and experiencing multicultural literature and 

exploring it in a very multi culturally aware environment is that it promotes the breaking 

down of barriers to intergroup awareness and acceptance. Tiedt and Tiedt (1990) believe 

that this comes about from sharing thoughts about and reactions to the literature, which 

consequently stimulates discussion about the students' common needs. As they explain, if 

the literature is well-written and particularly if it is non-fiction, it can provide the readers 

with background information about those of other cultures and nations. In addition, 

poetry "gives students insights into the thinking of a writer who has a message to share 
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about living. Multicultural literature provides vicarious experiences that lead students to 

recognize the commonalities they share with others" (Tiedt and Tiedt, 1990: 185). 

Arnez (1971) believes that this increase in awareness and acceptance of the 

culturally diverse comes about because the readers invest bits and pieces of their own 

experiences into the experiences of those they are reading about and, as a result, recognize 

the commonalities. By encouraging the readers to make this investment and follow it up 

by sharing their thoughts in discussion, the students are encouraged to embark on a critical 

thinking venture, which, in turn, further affirms their understanding and awareness of the 

similarities and differences between various cultural groups (Butt, 1986). 

Constructive Self-Criticism 

Multicultural literature is widely believed to be one of the most active promoters of 

constructive self-criticism. It also allows the readers to gain insights into ways which are 

different from the norm. Apparently, multicultural literature excels in this area because, as 

a form of creative art, it appeals to the imagination, evokes feelings in its readers, and 

allows them to gain insights into what, exactly, makes human relationships both vivid and 

personal (Merriam, 1988). This comes about because multicultural literature develops 

"such basic human capacities as curiosity, self-criticism, capacity for reflection, ability to 

form an independent judgment, sensitivity, intellectual humility and respect ~or others, and 

to open the pupil's mind to the great achievements of mankind" (Parekh, 1986:28). As 

Sullivan (1988) explains, this ability to open the readers' minds is one of the most valuable 

tools in breaking down the barriers to cultural awareness and acceptance: 

Visions of reality, of humanity, and the world can be influenced by 

presuppositions inherited from our parents and culture. To consciously 



question culturally established notions of reality takes not only exposure to 

other world views, but immense courag~xposure so that we are aware 

other realities exist, and courage so that we are willing to live with that 

discomfort caused by the unsettling of our belief system. Literature can 

offer opportunities for such exposure and growth, as well as create a non

threatening experience where belief systems can be questioned (Sullivan, 

1988:15). 
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Sullivan's beliefis perhaps best explained by Amez (1971), who tells us that the best way 

of understanding what it means to be an African-American is to be an African-American. 

Since that is not possible for non-African Americans, a close second is to try to 

approximate the experiences of African-Americans as much as possible through literature, 

in particular, literature in which the authors have presented themselves in ways that 

readers can identify with, and, albeit vicariously, live those experiences with them. In this 

way, believes Amez, literature enables a non-African American to see, feel and experience 

what African Americans are presently experiencing. Banks (1991) agrees wholeheartedly 

that multicultural literature can allow readers to gain insights into areas otherwise closed 

to them, but stresses that all readers must first clearly establish their own ethnic and 

cultural identities. Without this, Banks believes, readers will not be able to positively 

relate to those who belong to racial and cultural groups different from those of the 

readers. Bennett (1986) shares Banks's belief, claiming that without self-knowledge, self

acceptance and security, people can neither understand nor accept those with whom they 

may be in disagreement with over pertinent, or even minor, issues. 
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Stanford and Stanford (1981) believe that while multicultural literature is a useful 

tool in allowing us to learn about and better understand other cultures, its main benefit is 

that it allows us to understand more about ourselves. Through multicultural literature, 

they believe, young and old readers alike are coming to the same conclusion that although 

Western culture has been the leader in developing technology and sharing it with the less 

developed countries, these recipients of our technology, a long time ago, developed and 

shared their own philosophies of life that today are still benefiting Western countries. 

For Butt (1986), multicultural literature not only allows us to learn more about 

ourselves by learning about others, but also allows us to learn more about ourselves by 

seeing how others view us. As he explains, if we are able to see ourselves through others' 

representations, we can begin to recognize and empathize with their realities. Butt 

cautions, however, that these representations through others' perspectives can only lead to 

an awareness of self and an ability to be self-critical if they are discussed in a neutral, 

blame-free environment. 

Florez and Hadaway (1986) tell us that through multicultural literature, readers 

encounter characters who, whether similar or different, are fueled by emotions and have to 

deal, in differing ways, with both the joys of life and the problems of living. It is the way 

in which the protagonists of the stories react and cope which gives insights and 

information about different experiences to the readers. 

Dieterich (1973) points out that in addition to gaining an understanding of the 

characters of the story, readers will also "gain an understanding of the works themselves, 

insight into the cultural environment which they reflect, and an enlightened view of their 
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own society's culture as it compares with those of other nations" (Dieterich, 1973:484). 

As a result, multicultural literature taught in a multiculturally aware environment "ought to 

culminate in the awareness that our heritage does not necessarily provide us with answers 

to questions posed by divergent nations" (Dieterich, 1972:144). Olds (1990) agrees, and 

reminds us that multicultural literature should allow its readers to experience history, 

culture and science. If we know about other cultures, he believes, then we know about 

ourselves. "Like the study of our own history and literature and philosophy," Olds tells 

us, "study of world culture gives a broader perspective on human existence" (Olds, 

1990:20). The value of multicultural literature in allowing the readers to better learn 

about themselves and others appears to be widely accepted, and is perhaps best explained 

by Carlson (1972), who tells us that: 

One of the greatest values of all good literature is a momentary glimpse of 

the glow of humanity when one experiences the problems and purposes, 

the hates and hurts, and the values, dignities, and human worth of another 

human being who is both similar to and different from oneself (Carlson, 

1972:3). 

Fascination 

By discovering that "glow of humanity," multicuIturalliterature readers "begin to 

discover that diversity is fascinating, not threatening" (Tiedt and Tiedt, 1990:25). This 

fascination, interest and attitude of friendliness to those who are different is a natural 

consequence of the development of understanding and empathy towards those with 

different nationalities, languages or values (Roberts and Cecil, 1993). As Dieterich (1972) 

explains, the readers are the ones who profit when they come to the realization that there 
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much for granted. 

Appreciation and Respect 
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Multicultural literature, once it has grasped the curiosity of the readers, also leads 

them to develop an often immense appreciation and respect for the cultures represented in 

the texts. In other words, it not only encourages the readers to be confident about, and 

generously proud of their own culture, but it also enables them to come to know and 

respect the cultural heritages of the diverse groups they are reading about (Verma and 

Mallick, 1984). Kendall (1983) believes that it is every students' fundamental right to 

"experience an affirmation of individual differences and a respect for the cultural heritages 

of all people" (Kendall, 1983: 1). 

Tolerance 

One positive by-product of appreciating and respecting another culture is that one 

also learns to tolerate events, situation, beliefs and even disagreements which would 

normally be unfathomable. The long-range hope, of course, is that this tolerance will 

eventually tum into acceptance. Banks (1971) believes that this tolerance is a result of 

becoming acquainted with different cultures and groups, and that it is desperately needed 

in order to have mutual respect, awareness and sensitivity among the various ethnic 

groups in our polarized society. Banks also believes that multicultural literature can playa 

primary role in the development of this tolerance which, in tum, could even lead to such 

astounding accomplishments as complete racial acceptance and a commitment and 

dedication to the demolition of social injustice. 
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Acceptance and Awareness 

A common result oflong-term tolerance is acceptance, and it is therefore no 

surprise that multicultural literature is also credited with promoting acceptance of events, 

situations, beliefs and even disagreements which would normally never even be tolerated. 

Tiedt and Tiedt (1990) explain that through multicultural literature, students can learn that 

"culture has no social standing. All cultures are distinctive with identifiable differences, 

but they are equally acceptable" (Tiedt and Tiedt, 1990: 11). 

Through the reading of multicultural literature and the consequential development 

of compassion, understanding, insights, fascination, appreciation, tolerance, respect and 

acceptance, readers are able, perhaps for the first time, to develop a true awareness of 

another culture. Multicultural literature, therefore, is also a major contributor to 

promoting multicultural awareness. As Florez and Hadaway (1986) explain: 

only when one experiences culture shock through interaction or exposure 

to another culture does one truly begin to examine and understand the 

influence of one's own culture. An introduction to differing cultural 

viewpoints in literature can serve as a starting point for young readers to 

become more enlightened. The use of multiethnic literature can enhance a 

reading program for students, providing an awareness of other cultures and 

a consciousness of oneself and one's relationship to a new culture (Florez 

and Hadaway, 1986:2). 

Merriam (1988) is in complete agreement with Florez and Hadaway, and explains how this 

acceptance typically comes about: 



Literary works possess the capacity to induce reader identification with the 

characters in a story, thereby providing emotional involvement in the 

actions, feelings, and motivations of the people in the narrative. Moreover, 

literature normally invites explanation and description of the cultural and 

social context in which the story occurs, thereby enhancing the reader's 

awareness of values, customs, and communication patterns that may differ 

sharply from his or her own (Merriam, 1988:61). 

One example of what Merriam is saying can be seen in the area of persuasion. 
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While we all assume that our own way of persuading is the most appropriate and 

successful, multicultural literature will allow readers to learn that the various ways and 

techniques of persuasion differ greatly across the different racial and ethnic groups. In 

reality, however, multicultural literature allows readers to learn more about more pertinent 

issues than techniques of persuasion. It allows its readers to see that each and every 

ethnically diverse group is deeply rooted in the past and has a powerful heritage that is 

inseparable from their culture (Merriam, 1988). Through multicultural literature, readers 

can uncover the contributions these groups have made to their own culture and to the 

culture of the readers. At the same time, this literature can point out the similarities and 

differences among all people. Perhaps the most impressive discovery readers can make 

through multicultural literature is to find that respect and emotional ties are present in all 

cultures, but are exhibited differently (Florez and Hadaway, 1986). 

Destruction of Prejudice 

If readers of multicultural literature are truly aware of other cultures, then it often 

follows that prejudicial ideas and beliefs are destroyed. Thus, another claimed benefit of 
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multicultural literature is that is leads to the destruction of (or at least a reduction in) 

prejudice. Strang (1992) believes that multicultural literature is a very effective tool in 

reducing both racism and sexism in our society. As Arnez (1971) explains, this 

destruction of group prejudice is the sole purpose of multicultural literature and it comes 

about when the readers get acquainted with the characters in the text and come to know 

these characters as they give, receive and interact. "In this way," claims Arnez, "the 

reader can take the idea of humanity from the story books and make it his [ or her] own" 

(Arnez, 1971:244). 

Kruse (1992), who drew the same conclusions about multicultural literature, 

further explains how reading it and discussing it in a multi culturally aware environment (in 

other words, "experiencing" multicultural literature) can destroy prejudice. For Kruse, it 

is only after reading and becoming familiar with a variety of literature from writers of 

diverse cultural backgrounds that readers can begin to identitY the voices in the texts 

which are inauthentic, responses of characters which are illogical and accounts of events 

or situations which are inaccurate. Dieterich (1973) is in complete agreement with the 

claims that multicultural literature destroys prejudice, but, in a somewhat sobering aside, 

also points out how a lack of multicultural literature actually builds prejudice: 

[Readers] who are only exposed to the traditional canon of British and 

American literary masterpieces still learn something about the literature of 

the rest of the world. They learn that the rest of the world is incapable of 

writing literature which merits inclusion in their curriculum; that only the 

British and, to a lesser extent, the Americans are capable of producing 

works of real literary value. [Students] who take world literature and find 

that the course consists solely of the study of works produced in Western 



Europe must inevitably learn that most of the earth's surface is inhabited by 

people with little or no literary skill. The next and somewhat logical step is 

to conclude that most of the earth's surface is inhabited by people with a 

low level of creativity and intelligence as compared with the people of 

America and Western Europe. The effect of such a train of thought on 

cultural appreciation, on world peace and understanding, is obvious 

(Dieterich, 1973 :482-483). 

Changes in Attitude 
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Multicultural literature, perhaps because of its effect on reducing or even 

destroying prejudice, is also widely believed to actually change the attitudes held by its 

readers about other cultures. Litcher and Johnston (1971) were able to empirically prove 

that direct experience with another culture, under certain conditions, can result in an 

attitude adjustment or even a complete attitude change on the part of the participant. 

They concluded that although this is indeed beneficial knowledge, it is constrained by the 

fact that it is impossible to provide everybody with the necessary direct experience with 

another culture. Many believe that multicultural literature can provide that experience 

with another culture, and Ijaz (1986) in particular, believes that the content of the books 

and learning materials have an equally profound effect on the attitudes students hold 

towards others and towards themselves. Litcher and Johnston (1971) ultimately came to 

the same conclusion about the effect of multicultural literature on the attitudes of its 

readers, claiming that the evidence is remarkably clear in showing multicultural literature 

to have a strong impact on the development of more favorable attitudes toward other 

cultures. 
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Hart and Lumsden (1989) believe that not only the literature read in school, but 

every experience a student has in school has the ability to effect a change of attitude in the 

student. In particular, they believe that it is how literature is both read and discussed 

which will have the most influential effect on student attitudes toward other cultures. 

Herbert and O'Sullivan (1986) studied reading and student attitudes and found that 

"balanced materials not based on typical holiday and seasonal approaches, presented with 

reading and discussion, and with the teacher adopting the role of a neutral authority, have 

been effective in bringing about significant favourable changes in attitudes" (Herbert and 

O'Sullivan, 1986:185). Butt (1986) also agrees with the ability of multicultural literature 

to change readers' attitudes, but believes that the content of the literature is particularly 

important For Butt, "real situations concerning members of a particular group, whether 

the day-by-day events that a community member undertakes or instances depicting daily 

prejudices, can provide a concrete focus for discussion and lead to attitudinal 

improvement" (Butt, 1986:147). 

Ideally, the most effective way of bringing about a change of attitude would be to 

have the student first read about a different culture and then discuss it in an open, 

multi culturally aware environment. This should be followed by experiencing that different 

culture directly. Since it is virtually impossible to directly expose every student to another 

culture, the reading followed by the discussion has been found by many, including Herbert 

and O'Sullivan (1986), to be a very effective alternative. In their view, real situations or 

fiction presented realistically, discussed in an open, multiculturally aware environment, 

either with or without direct experience with a given culture can yield attitudinal change 

among the participants. The changes however, may be more than just attitudinal. Strang 

(1992) found that when books with racist and sexist stereotypes were removed from the 
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shelves and replaced with books offering positive images, positive changes in attitude and 

attainment among the students resulted. 

Butt (1986) believes that attitude change is part ofa continuous cycle. As he 

explains, when one has a healthy multicultural attitude, it manifests itself in healthy 

behaviour, which, in turn, encourages healthy attitudes. Butt is quick to caution, however, 

that simply supplying information about other cultures does not improve either attitude or 

behaviour: 

Ironically, the approach of giving information in order to reduce ignorance 

seldom leads to a reduction in racist or prejudiced attitudes ... In fact, in 

certain cases, it can cause prejudice to increase rather than to decrease ... 

Conversely, moving from a content emphasis on differences to an emphasis 

on similarities does lead to improved attitudes (Butt, 1986:144). 

In other words, multicultural literature must be "experienced" in order for it to be effective 

in bringing about a change of attitude. 

Improvements in the Four Skills 

In addition to all the widely-discussed benefits, multicultural literature often 

exhibits the history and culture of a people, and, while one story or book usually cannot 

present either history or culture in its entirety, it can pique the interest of the readers 

enough that they will seek out further information on their own and choose to read 

additional stories and books about this culture. This resulting continued reading also 

improves skills in another area-it helps to improve competence in the four skill areas, 

listening, speaking, reading and writing (Florez and Hadaway, 1986). Since the best way 

to improve reading is by reading (Smith, 1988), the interest-sparked continued reading is a 
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definite benefit of multicultural education. In addition, it is a blessing-in-disguise for 

improving writing. Smith (1988) tells us that young children learning to write, or even 

adults learning to write in a foreign language, do not do enough writing to learn all there is 

about writing. Therefore, most of what one needs to learn in order to be a good writer is 

gained from reading, meaning that the good writers are also those who read a lot. 

Multicultural literature, by piquing the interest of the readers enough to make them 

continue reading, also contributes to improving in their writing. Since multicultural 

literature should be experienced, it follows that the discussions proceeding the reading of 

the text also contribute to improvements in listening and speaking skills. The listening and 

speaking done in these discussions proceeding the text involve the sharing of experiences, 

perceptions and feelings about the text, and are therefore very authentic and interesting to 

the students. By being engaged in the conversation, rather than focusing on the correct 

grammatical structures of what they are about to say, the students are able to benefit from 

their participation in a real, meaningful conversation. Multicultural literature is without a 

doubt a great asset for those working toward improved abilities in the four skills area. 

Enrichment and Enjoyment 

In addition to promoting multicultural awareness and sensitivity in the readers, and 

improving certain skill areas, multicultural literature is also valuable as a tool for 

enrichment and enjoyment. Quite obviously, it allows students the opportunity to explore 

materials which would otherwise never be made available to them and experience them in 

a manner which would normally never be provided. As Lynch (1987) explains, 

multicultural literature materials "should not be regarded as a mere adjunct to teaching for 

they fulfill an important function in providing, through vicarious means, experience that 

the teacher cannot provide and that the [student] cannot usually experience at first hand" 
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(Lynch, 1987:129). Arnez (1971) further illustrates this when she points out that only 

literature, because of its dramatic impact can "inculcate certain social and anthropological 

insights which the reader may not glean from reading sociology and anthropology texts" 

(Arnez, 1971:244). Venna and Mallick (1984) are ardent believers in the ability of 

multicultural literature to enrich the lives of its readers. They also point out, however, 

that by ignoring such literature, we are not only depriving readers of potential enrichment, 

but we are also depriving them of potential enjoyment as well. Reading about other 

cultures, as those of us who frequently partake can confinn, is often an extremely 

enjoyable task. 

Studies Involving Multicultural Literature 

In spite of the abundance of claims outlining the various benefits of multicultural 

literature, there have been incredibly few studies done to verify this claim. Of the small 

number that have been done, almost all have involved children, not adults. This deficiency 

of studies on multicultural literature, however, does not imply a lack of research in other 

areas of multicultural training. Numerous studies have been done which prove the benefits 

of multicultural educational training (Cummins), multicultural counselling training (Field, 

1992) and multicultural communication training (Santana), to name only a few. In 

addition to the absence of studies verifying the assumed benefits of multicultural literature, 

there is also a serious scarci~y of studies which could justify the expense of the new 

"multicultural" materials being rapidly purchased across the country. Instead, educational 

administrators and theorists continue to call for increased spending on multicultural 

materials for schools and base all of their decisions on assumption, not fact. 
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Perhaps studies that could answer the questions that need to be asked about 

multicultural education and multicultural literature are few in number because interest in 

these fields is so new. In addition, it is no easy task to find a statistically significant 

number of teachers who are willing to experiment with a new textbook and accompanying 

curriculum. Simply using a new text may sound an easy enough task, but in reality it is 

not. Teachers who switch to a multicultural text must acquaint themselves with the 

culture represented in the text, they must prepare entirely new lesson plans and adjust 

them as the need arises, they must prepare themselves to deal with the racist, stereotypic 

and other ignorant statements and questions that multicultural literature will bring to light, 

and, perhaps worst of all for these teachers, they will have to examine their own 

preconceived notions about other cultures and come to terms with their own xenophobia, 

biases and other discriminatory practices. For those teachers who are brave enough to 

take on such an impressive load, it is still difficult for the researchers involved to find a 

suitable number of these teachers who are willing to all teach the same thing in the same 

way and then allow their actions and the consequences of those actions to be scrutinized. 

Perhaps the most confounding factor contributing to this scantiness of studies about 

multicultural literature is the fact that the very definition differs among the teachers who 

use it. While the gap between the various definitions is closing, as discussed in chapter 

one of this dissertation, there is still no clear-cut definition which states that multicultural 

literature, defined as X. if taught following process Y will result in Z. Whilst there is 

room for interpretation, there will always be a broad sweep of conclusions. 

The studies that have been done so far do support the claims made by those who 

uphold multicultural literature as a valuable tool in changing attitudes toward other 

cultural groups. They are discussed below: 
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Hayes and Conklin (1953) conducted two studies which examined interethnic 

contact, normal instruction and vicarious reading, acting and listening approaches in terms 

of which one had the best effect on attitude change. In the first study, 103 boys and 106 

girls from four different schools were the subjects. The first school, school A, was a 

private girls' school with Protestant, Catholic and Jewish students with mainly American

born parents, all from a high socio-economic group. School B was a predominantly 

Protestant, consolidated village-rural public school. The" socio-economic level of these 

students was also good, and, like school A, the parents were American-born. School C 

was a campus school, operating in connection with a teachers' college. The majority of 

the students were Protestant, but there was a much larger Jewish population. School D 

was a large public school in the city and many of the students were older than the norm 

and had parents who were foreign-born. The students came from a mixture of religious 

groups and their socio-economic level was relatively low. In addition, school D was the 

only school used in the study with African-American students. 

The study used only tenth-grade students from these schools and divided them up 

into treatment groups and control groups. The teachers in each school taught a different 

subject-teacher A taught biology, teacher B instructed social studies and English, teacher 

C, English and teacher D, social studies. In addition to teaching a different subject, each 

teacher used a different method to teach hislher subjects. Teacher A taught biology 

through biographies of scientists with both groups, but for the treatment group, used 

scientists of differing nationalities and races. Teacher B taught social studies and focused 

on religions in America. The teacher used research, panels and informal class discussions 

to study Protestants, Catholics, Jews, Mormons, Quakers and other religious sects. For 

the English classes, teacher B used the play "The American Way" as a springboard for 
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discussion. The aim of this discussion was to think: of people in terms of individuals rather 

than as members of groups and to view them with equal respect and equal opportunity. 

Teacher C used a class discussion of "Probing Our Prejudices" by Hortense Powdermaker 

as a springboard to the reading of other short stories, novels and readings for the English 

class. Teacher D, for the social studies class, lectured on "The Growth of Democracy" 

and then focused on certain historical events, such as the Constitution and the Bill of 

Rights. 

Two different kinds of evaluation techniques were used. One test focused on 

attitudes toward problems of Afiican-Americans and the problems of slum dwellers. The 

second test asked the subjects to select from a series of choices which people they would 

like best as friends and those they would choose not to have as friends. The tests were 

administered ftrst as pre-tests and, after three weeks of experimental teaching, were re

administered as posttests. Results were examined in terms of differences between 

treatment groups and control groups, methods used, groups determined by the school, 

cultural groups and the gender of the subjects in the study: For the purpose ofthis 

dissertation, however, the differences between the treatment and control groups and the 

methods used will be discussed. 

In every case, the treatment groups had a much greater change in attitude than the 

control groups and the overall change in the treatment group was statistically signiftcant, 

while in the control group it was not. Overall, more pupils in the treatment groups 

improved in attitude than pupils in the control groups. From these results, Hayes and 

Conklin concluded that the treatment group in school C developed the most favorable 

attitudes on the problems tested and toward the particular method used. School C's 
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method was by far the most effective in bringing about these changes in attitude and it 

involved living vicarious experiences through reading short stories and novels in 

connection with "Probing Our Prejudices." Hayes and Conklin's study clearly supports 

the many claims made that experiencing multicultural literature contributes significantly to 

intercultural sensitivity, awareness and understanding. 

Hayes and Conklin's second study involved 117 boys and 115 girls from the eighth 

grade in five separate schools near Albany, New York. School F was a consolidated 

village-rural school whose students had "old American stock" parents, were Protestant, 

and had a very high socio-economic standing. School G was also a village-rural school, 

but unlike school F there were a few Jews and Catholics. School H was a large city junior 

high school with predominantly Protestant students from a variety of cultural groups who 

had a low socio-economic standing. School J was a medium-sized city school whose 

pupils were themselves of old American stock and equally divided between Protestants 

and Catholics. School K was a village school with predominantly Catholic old American 

stock parents. There were, however, some students whose parents were foreign-born and 

one Jewish student. 

The treatment groups in the study were given special teaching methods and the 

control groups were not. Both groups were pre-tested, given the teaching methods for 

three weeks and then posttested. The instruction was set up to allow the projects being 

taught to fall into one of three fundamental approaches (1) Direct experience, whereby 

members of the minority and majority groups were working and playing together in 

activities "with common purposes and interests," (2) Intellectual approach, whereby the 

characteristics and achievements of minority groups was taught, and (3) Vicarious 
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experience, whereby the students projected themselves into the character of a minority 

group member by reading, acting or listening to something "of a strong emotional nature." 

In terms of content and approach used, school F studied the contributions of the 

Jew, African-American and immigrant. Students were helped to project themselves into 

the characters of Jews, African-Americans and immigrants. Factual information was 

presented through class discussion or the use of biographies. The contributions in the last 

war were particularly enhanced. In school G, the students studied the contributions of 

African-Americans, Jews and immigrants to literature, music and art. Instruction was 

factual and intellectual and used biographies, lectures, discussions, forums, posters, factual 

movies and recordings. Plays or other procedures which enabled the students to project 

themselves into the character were avoided. In school H the focus was on learning the 

scientific facts of race, and from that to understand the scientific basis for group 

understanding. Contributions of Jewish, African-American and Immigrant scientists were 

used and were presented in biographies, lectures, discussions, forums, posters, assigned 

readings, factual movies and recordings. As in school G, no procedure which would 

enable the student to project him/herself into the character was used, thus plays and other 

forms of drama were avoided. School J studied Jews, immigrants and African-Americans 

through literature. The students read and studied plays, fiction and poetry about the 

people, but not literature that these people themselves had written. Plays which raised 

racial questions were incorporated, as was anything else that would allow students the 

opportunity to project themselves into the characters depicted in the plays, stories, poems 

and fiction that they were reading. School K, the final school, set up a cooperative project 

which involved members of the majority and minority groups represented. The goal was 

to have all students directly participating in a cooperative effort. In summary, schools G 
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and H used an intellectual approach, schools J and F used vicarious experience and school 

K used direct experience. 

The findings, which looked at the attitudes toward the Jew, the African-American 

and the immigrant, found that in all cases, the treatment groups had a greater change in 

attitude. School J, which used the vicarious experience through literature approach, had 

the greatest increase in acceptance and the greatest increase in rejection! Hayes and 

Conklin's study makes very clear the facts that (a) multicultural content has a very 

powerful effect on the students who read it in terms of their attitude toward other 

cultures, and (b) students gain the most benefits from this multicultural content if it is 

presented in literature form and thus allows the readers to vicariously experience what the 

characters in the texts, who are minority group members, undergo. Hayes and Conklin's 

study strongly supports the many claims that vicarious reading, acting and listening 

approaches are by far the most effective in changing the attitudes of readers. 

Ijaz and Ijaz (1981) conducted a study which examined the effects on racial 

attitudes of students who studied a culture in project form, using folk culture including 

dance, music and literature. Their study further supports Hayes and Conklin's (1953) 

findings. In Ijaz and Ijaz's study, fifth and sixth grade students from a variety of 

ba~kgrounds and socio-economic levels in the Scarborough, Ontario school district were 

taught in a program which combined an activity and experience approach to learning about 

a given culture. The project hired an artist-teacher from India to implement the program, 

which emphasized the similarities between the cultures and their sources of diversity. As 

Ijaz and Ijaz explain, "the program sought to elucidate moral and social values prevailing 

in India by describing and interpreting typical behavioral patterns in a variety of situations 
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and by asking the students to act out such behaviors in imaginary situations" (Ijaz and Ijaz, 

1981: 18). In addition, similar values and social attitudes in the "Canadian" culture (which 

itself consists of a variety of cultures) were examined and the differences were portrayed 

as distinct manifestations of the same values and attitudes. All of these concepts were 

conveyed through the medium of art, including music, folk-dance and crafts. 

Indian folk dances have their own distinct language of gestures which are 

expressive and symbolic of social, religious and traditional behaviour. The meanings of all 

these gestures were clearly explained and related to actions the students made in their 

everyday lives. The religious Indian dance of Divali, which involves lighting candles in a 

festival of light was compared to the Jewish tradition of Chanukah and the Swedish 

festival of St. Lucia, both of which are also festivals of light. The Indian folk dance of 

Garba was compared to the French dance ronde Frere Jacques and the dance Dandiya 

Rass with the Canadian dance Ding Dong Daddy. Seasonal dances, such as the Rouf, an 

Indian dance welcoming the spring and the Bhangra, a Punjabi dance of gratitude 

welcoming the first full moon after the planting season were related to North American 

harvest dances such as the Big Circle Dance and the Indian Corn Dance. All dances were 

accompanied with "a seemingly incidental discussion of the occasions when such dances 

are performed; weddings, the birth ofa child, moments of joy, and events of happiness 

common to people of all cultures" (Ijaz and Ijaz, 1981: 18). Dances were used objectively 

as well as for instructional purposes, for example, the Canadian maple leaf and the trillium 

were compared and contrasted with Indian motifs such as the mango, the lotus and the 

peacock. After nine weekly sessions of seventy minutes each, the students performed 

Indian and Canadian folk dances for the parents and school children. 
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Ijaz and Ijaz found that in addition to thoroughly enjoying the program, the 

students' interests in other cultures was actively stimulated and in many cases led to 

follow-up work in other classes. An analysis of the students pre-test and posttest scores 

on the Semantic Differential Measure, the Bogardus Social Distance Scale and a self

evaluation, all of which measured students' attitudes toward East Indians, showed 

"significantly improved attitudes toward East Indians in all students who had participated 

in the program"(1jaz and Ijaz, 1981:19). Of perhaps even greater interest is that a follow

up study conducted three months later showed that the effects of the program, the vastly 

improved attitude toward East Indians and an interest in other cultures, was still being 

maintained. 

Sullivan (1988) conducted a very interesting study over a six-week period 

involving five white adolescents. The subjects of the study were three female and two 

male high school students, ages 16 and 17, from a large metropolitan area, all of whom 

had been reported for being involved in fights with the Vietnamese students in the school. 

Each students read two non-fiction books, one novel and five brief compositions written 

by Vietnamese students. The non-fiction texts included Immigrantsfrom the Far East, a 

sympathetic portrayal of the trials of immigrants coming to and settling in America, and 

The New Americans, a case study of immigration from the viewpoint of immigrants. The 

novel read was either Sea Glass or Child of the Owl, each of which dealt with cultural 

identity issues. The five essays were written by Vietnamese students, one of which was 

award-winning. Each of the texts was divided into segments, and the subjects were 

individually interviewed for thirty to forty minutes following each segment to determine 

what they had learned from the task of reading alone, without teacher prompts or follow

up discussion. In order to elicit this information, questions such as "how do you feel?" or 



"what do you think?" were asked. These interviews took place five days a week for six 

weeks. In addition to the interviews, the subjects were also wrote about their feelings 

and responses, both before reading the texts and after. 
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The Bogardus Social Distance Scale was the quantitative measure used in this 

study, and it clearly showed a positive change in attitude. In addition, positive changes in 

attitude were shown on two other measures. In terms of the essays written after the 

readings, three of the five subjects showed a significant change in attitude, however it was 

the oral responses to the literature which told the real story. Without any doubt, "all five 

readers' oral responses to the literature revealed some changes in attitude and 

perceptions" (Sullivan, 1988:21). Sullivan concluded from her study that "literature ... can 

be a powerful in exposing us to world views, in eliciting response to other realities, and in 

reshaping conceptual and emotional reactions to peoples and issues" (Sullivan, 1988:25). 

While her study also supports the claims made about the benefits of multicultural 

literature, Sullivan cautions us that as long as racism is allowed to fester in our schools 

and remain unchallenged by our educators, the new found notions of cultural 

understanding of the subjects in the study and other students may not last long. 

Jaqueline Schachter (1972) conducted a study to determine (a) whether it was 

better to use authentic literature in translation rather than carefully selected readings 

written by foreigners to the culture being learned about, (b) which level of readers would 

be best served by translated readings and (c) whether these translations contributed to a 

change in attitude in the readers. Her study involved 206 students from three separate 

elementary schools of the Lower Merion Public School district of Pennsylvania. The 206 

students were randomly divided into two groups with 96 members in group one and 110 
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members in groups two. Both groups were learning about Mexico, and in particular, 

focusing on how civilizations change when they come into contact with a new culture. 

The instruction involved worksheets, films, trips, programs, active discussion and visits by 

Mexican exchange students. The project culminated in both groups enjoying Mexican 

fiesta. The only difference between the treatment and control groups was that group one, 

the treatment group, used literature in translation while group two, the control group, 

used the traditional supplementary books about the Mexican culture written by foreign 

writers. The section on Mexico lasted from October 17 to November 30, 1967. 

Students were given the Standard Achievement Test and the Intermediate II 

Better, Form W, 1964 edition in order to determine their place in one of three reading 

levels. At the end of the study, Schachter found that students who used the translations 

(group one) had both a greater knowledge of Mexicans at the end of the study than did 

students who used traditional readings by foreign writers and an increased interest in 

Mexican culture. In addition, although Schachter assumed that translations would be best 

served to readers with a high-level reading ability, the study clearly showed that 

translations were successful with any reading level. She concluded from this study that if 

increased knowledge and interest is the goal of a program of study, students will be more 

advantaged if they use literature in translation. Her findings led Dieterich to conclude 

that: 

This is not to say that the study of world literature will or can solve all the 

world's ills. However, when it is approached in the right way, world 

literature can aid students to modifY or reject stereotypes about foreigners, 

it can help them recognize the common humanity of all the people of this 

earth (Dieterich, 1973:484). 
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Litcher and Johnston (1971) conducted a study to examine the effect of 

multiethnic literature on the attitudes of white elementary-school children toward African

Americans. Since these particular children had no direct contact with African-Americans, 

the researchers decided to test whether exposure to materials which portrayed African

Americans in a positive light would override the preconceived prejudi~es and stereotypes 

the subjects currently held about African-Americans. In Litcher and Johnson's study, 

eight reading groups from four second-grade classes in two different public elementary 

schools in a Midwestern city of 50,000 were randomly assigned to a reading group, one of 

which used a multi ethnic reader and the other a regular reader. No African-American 

subjects were used in this study and, in fact, of the 6,181 children in the two schools, only 

tell were African-American. Altogether there were sixty-eight white, middle-class children 

as subjects, thirty-four in each group. The subjects were pre-tested, given four months of 

exposure to the various materials, and then posttested. At no time during the readings, 

discussion and other forms of exposure to the materials did the teachers "initiate a 

discussion of the fact that many of the characters in the multiethnic reader were nonwhite. 

Neither did they encourage student discussion of the racial differences of the characters in 

the reader while the study was in progress" (Litcher and Johnson, 1971: 154). 

The pre-test and posttests involved interviewing each child individually and then 

administering the four tests in random order. All four tests were given at the same 

interview and took an average of nine minutes in total to administer. The tests used were 

the Clark Doll Test, which involved presenting the children with two identical dolls, one 

white and one black, and asking them which doll (a) they would like to play with, (b) they 

like best, (c) is the nicest doll, (d) has a nice colour, (e) looks bad, (t) looks like a white 

child, (g) looks like a colored child, (h) looks like an African-American, and (i) looks just 
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like you. The Show Me test presented the children with twelve portraits, randomly 

ordered on a paper, of which three were white boys, three were white girls, three were 

African-American boys and three were African-American girls. The children were asked 

to identify the portrait that (a) you would like to sit next to at school, (b) you would like 

to play with, (c) comes from a poor family, (d) you do not want to go to your school, (e) 

you would like to have as your cousin, (t) doesn't look like they are very smart, (g) you 

would want to come and stay at your house for a long time, and (h) you don't like. 

The Categories test presented each child with a page containing five pictures. The 

children were asked to tell which picture "does not belong to the group." The categories 

contrasted race-versus-sex and race-versus-age and are believed "to measure the strength 

of race, sex and age categories for children" (Litcher and Johnson, 1971:155). For 

example, in one picture, three white boys, one white girl and one Mrican-American boy 

were shown. If the subject excluded the African-American boy, then it was concluded that 

race was the most salient category. If the white girl was selected, then sex was thought to 

be the most salient category. 

The final test used, the Direct Comparison test asked the children to directly 

compare African-Americans and whites on eighteen different traits in terms of whether 

that particular trait was characteristic of the whites or the African-Americans. Some of 

the traits used included cheerful, honest, lazy, forgetful, neat, clean, and lies. The children 

in the study could identify either group, answer "I don't know," or conclude that there is 

no difference. From each of these four tests, Litcher and Johnson assigned each child with 

a "favorableness of attitude toward Mrican-Americans" score. 
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Litcher and Johnson found that on the pre-test, there were no significant 

differences between the experimental and control groups, however the posttests clearly 

showed that the children using the multi ethnic readers had significantly more favourable 

attitudes toward African-Americans than the children who used the regular readers. 

Litcher and Johnson also found that the multiethnic reader "decreased the preference for 

one's own racial group over the other" (Litcher and Johnson, 1971:158). The researchers 

concluded from their study that although every child in the United States or elsewhere 

cannot have direct experience with African-Americans, "it is possible to increase the 

visibility of the [ African American] in the curriculum materials of the schools. Such an 

action should, through the reduction of prejudice, increase racial harmony" (Litcher and 

Johnson, 1971:158). 

Merriam (1988) believes there is an abundance of evidence which supports the 

claim that the use of muIticulturalliterature, investigated and discussed in a multiculturally 

aware environment, reduces ethnocentrism, particularly ethnocentrism in a interracial 

context. One example he gives in Leach's (1971) study. In her study, Leach had two 

English classes in Center City High School, Kansas City, Missouri, read Chinua Achebe's 

Things Fall Apart, a novel which "vividly presents a confrontation between black and 

white cultures [and allows the readers] a sympathetic glimpse of the psychic wrenching 

that came with the advent of colonial domination" (Merriam, 1988:61). In addition to 

reading and actively discussing the novel in class, Leach also provided her students with a 

field trip to the Nelson Gallery of Art in Kansas City to see an African sculpture collection 

and, back in the classroom, surrounded her students with bulletin boards filled with maps 

and pictures of Nigeria and the Nigerian people. Leach found from this learning 

experience that her students had a much greater understanding of this other culture, and, 
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in addition, their curiosity and enthusiasm had become "boundless." In particular, 

"perceptions of Africans as savages living in mud huts in the jungle were reduced; interest 

in African art, history, and culture increased; and students engaged in lively discussion 

over the moral issues of colonialism" (Merriam, 1988:67). All students involved in the 

study agreed, without any hesitation, that the novel Things Fall Apart should become a 

permanent fixture in the world literature curriculum. Merriam believes that these results 

came about because the novel allowed readers to "gain insight into the value system, 

social customs, and rhetorical patterns of the Tho [Achebe's people], thereby developing 

increased understanding of the subtle complexities inherent in interracial communication" 

(Merriam, 1988:64) by dramatizing and verifYing abstract social science theory. As he 

explains, "through the descriptive power of Achebe's prose one vicariously experiences 

the beat of drums in village feasts and the intoxicating rhythm of music that, the novelist 

suggests, symbolizes the very heartbeat of the people" (Merriam, 1988:66). 

One may well question, as did Bagley and Verma (1982) and Remmers (1931), 

whether these changes in attitude are permanent, or short-lived-in other words, do they 

terminate along with the school semester? Remmers examined the long term effects of a 

curriculum project undertaken in an American high school which was successful in 

reducing racist attitudes. Three hundred senior high school pupils in two different high 

schools were measured with respect to their attitudes toward capital punishment, labor 

unions, social security and African Americans. All four topics has been taught following a 

curriculum project that was shown to bring about positive changes in attitude in the 

students fairly rapidly. In addition to the posttest measure for attitude change given 

immediately after the topics were taught, posttests were re-administered two days, two 

months and six months later. Remmers was able to show not only that the attitude 
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changes had occurred (this had already been established in his previous study), but that 

these changes were extremely effective and were retained for as long as-if not longer 

than-other conventional subject matter which was learned. This led Remmers to 

conclude that "attitudes are not the fluid and mutable sort of phenomena which they are 

widely believed to be. A class period or two of directed social stimulus material is quite 

sufficient to bring about appreciable changes, and these changes, except for very powerful 

counter-stimulation, tend to result in persisting attitudes" (Remmers, 1931 :207). 

Summary 

To summarize, multicultural literature is credited with a myriad of benefits. First, 

it is believed to change racist attitudes. Second, it can apparently promote pluralism by 

encouraging the sharing of experiences which leads to the building of compassion, 

understanding and improved communication. This, in tum, is believed to increase the 

desire and the action of thinking about others which, over time, can break barriers to 

intercultural understanding. By also increasing the readers' insights about other cultures, 

multicultural literature is thus credited with promoting constructive self-criticism and 

capturing the readers' fascination, appreciation and respect for and tolerance of other 

cultures. This, ultimately, is believed to result in a true acceptance and awareness of other 

cultures which is also assumed to lead to the destruction of or at least a reduction in, 

prejudice. Last but not least, multicultural literature has been credited with changing 

attitudes, improving the four skills and teaching history and culture all the while being a 

most enjoyable and enriching experience for the readers. In spite of all these claims and 

the documented proof of attitude changes, there are still some researchers who do not 

completely endorse multicultural literature as a tool for promoting cross-cultural 

awareness and understanding. For example, Modgil et al (1986) tell us that: 



teaching an ethnic child about his or her cultural heritage will lead to a 

greater ethnic self-esteem and therefore better educational attainments and 

ultimately a better job is simplistic in the extreme ... Teaching all children 

about cultural differences in their societies may reinforce and not reduce 

their sense of distinctiveness (Modgil et aI, 1986:6). 
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As discussed in chapter one of this dissertation, if similarities are emphasized, rather than 

differences between cultures, this outcome is most unlikely. 

Dieterich (1972) appears to be in agreement with Modgil et al, and claims that 

multicultural literature classes may actually do more harm than good in terms of creating 

international understanding. As he explains, some teachers may harbour festering racism, 

teach with condescension toward minorities and the course itself may totally ignore 

literature that is not from Great Britain and western Europe. Dieterich believes that these 

types of world literature courses do not help students to become "world minded." Instead 

of destroying preconceived prejudices, Dieterich believes that they support them. Prosen 

(1974) acknowledges what Modgil et al and Dieterich are saying, but does not see this as 

a problem. She asks: 

[Though the use of ethnic literature] might arouse old antagonisms, old 

fears, is it not better to bring out fear in the classroom instead of in the 

streets? Is it not better to try to talk with respect than to be silent with 

hate? (Prosen, 1974:669). 

Indeed, the prospect of dealing with these antagonisms and fears more often than 

not creates great discomfort for both teachers and students. An all-to-easy solution has 
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been to eliminate multicultural literature from the classroom curriculum and therefore 

avoid having to confront these issues. In the long run, however, if world peace and 

intercultural awareness and understanding really are the goals the educational 

establishment is seeking to reach, these issues cannot be avoided. Many may argue that 

there is no need to delve into the literature or cultures of others-that by virtue of living in 

North America one can learn all there is to learn about the other cultures and, at the same 

time, learn to live in harmony with them. In reality, however, this does not occur even 

under the best of conditions. As Prosen (1974) points out, assimilation does not 

automatically mean acceptance, awareness and understanding of another culture, but using 

multicultural literature has the ability to change that. As she explains: 

Despite the inevitability of assimilation, the study of ethnic literature could 

define an identity for America's Forgotten Children and illuminate the 

qualities of diversity for all those readers who seek to understand (Prosen, 

1974:669) 

It appears that the use of multicultural literature, discussed and explored in a 

multi culturally aware environment, is perhaps the single most valuable tool we presently 

have available to bring about the long-sought-after goals ofintercultural awareness and 

understanding. As this chapter has shown, however, the benefits of multicultural literature 

extend far beyond this. The vast and numerous benefits of multicultural literature are 

perhaps best expressed by Carlson: 

[Some of the many values of multicultural literature are] its relevance to 

the child or adolescent who is a member of a minority culture ... it offers a 

minority reader a sense of identity with his [ or her] own cultural heritage ... 

it helps to improve the self-concept of an ethnic minority child who finds 



no place for himself [or herself] in a white middle-class society ... numerous 

literature books highlight cultural contributions of minority persons, and 

readers of such books learn to appreciate these contributions ... minority 

literature contributes information necessary for understanding historical 

concepts ... ethnic literature offers a sense of identity with people of the 

world through oral folk literature and recorded folktales ... numerous 

geographical and natural history concepts are gleaned from books about 

different cultural groups living in various regions ... a study of multi-ethnic 

literature offers a greater sense of social sensitivity to pupils reading books 

about various people. They learn to feel that all men [ and women] are 

human beings who should be considered as individuals, not stereotypes ... 

pupils reading examples of multi-ethnic literature gain a background for 

understanding sociological change ... a study of multi-ethnic literature often 

helps both teachers and pupils to improve their intercultural relations ... 

many selections of various multi-ethnic literature books can help to raise 

the aspirations level of nonachieving children of a minority group ... in 

recent years considerable interest has arisen in the planned use of literature 

as therapy-a means of working out individual problems [and, last but not 

least,] much excellent imaginative literature should provide illumination on 

the significance of being (Carlson 1972:11-18). 

For Carlson, however, the greatest value of multicultural literature "is a 

momentary glimpse of the glow of humanity when one experiences the problems and 

purposes, the hates and hurts, and the values, dignities, and human worth of another 

human being who is both similar to and different from oneself' (Carlson 1972:3). For 

82 
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Carlson and all the other researchers mentioned in this chapter, multicultural literature is 

the means to racial tolerance, appreciation of differences and overall cultural awareness 

and open-mindedness. The study undertaken in this dissertation will quantitatively and 

qualitatively examine just that. The following chapter outlines the study which will be 

undertaken to determine whether experiencing multicultural literature has any effect on the 

cultural awareness and sensitivity of its readers. 
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CHAPTER THREE 

Sample, Instrumentation and Procedures 

The currently available information on multicultural literature research, described 

in detail in the previous chapter, appears to fully support the present call for incorporating 

multicultural readings into the classroom and following them up with experiential and 

reflective discussions held in a multi culturally-aware environment. The most recent and 

up-to-date information on this topic also indicates that there is an urgent need for further 

experimental research into the area of multicultural literature so that questions concerning 

its benefits as well as the call for- and the rapid purchase of.- multicultural materials in 

educational establishments across the country can be answered accurately. The purpose of 

this dissertation study is to further the research on multicultural literature, in particular, the 

effect of multicultural literature on the cultural awareness and sensitivity of American 

Freshmen-literature students, to provide educational administrators, textbook publishers 

and instructors with useful information which can help them in determining classroom 

content, curriculum design, textbook selection and even professional development for 

teachers. This chapter outlines how this dissertation study will be conducted, and 

describes the subject sample, the research questions underlying the study, the course 

content of the treatment-group and control-group English 102 classes, the instrumentation 

used, the research design, the procedure this dissertation study followed and, finally, a 

brief explanation of the way in which the data collected from the quantitative and 

qualitative studies will be analyzed. 
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Selection of Subjects 

All participants in this study will be undergraduate students of freshmen literature, 

English 102, at the University of Arizona. The subjects will be volunteers who will 

receive no extra credit, no payment, and no other kind of incentive to encourage their 

participation in this study. They will be asked by the researcher to participate, and told 

that in addition to all participation being voluntary, all findings will be kept completely 

confidential, and subjects will be free to withdraw at any time. The determination of the 

subjects as members of either the treatment group or control group was made at the time 

they registered, in spring 1994, for their English 102 classes to be held in the fall 1994 

semester. Since teachers were not assigned to their particular sections until after 

registration had taken place, students had no idea as to what their particular English 102 

class would entail, nor did they know until the first day of class who their instructors 

would be or which text their particular class would be using. Determination of 

membership in either the treatment group or the control group was therefore accorded by 

the particular sections of English 102 into which the students enrolled. 

Course Content 

English 102, the second half of the required first-year English composition courses, 

continues to build on what the students learned in English 101, namely the conventions of 

expository and argumentative writing in general and academic contexts. English 102, 

however, focuses explicitly on tasks that involve reading to write. Students of English 

102 read examples of imaginative literature and other writings and respond the them in 

specifically assigned essays. Typically, instructors of English 102 will also assign to their 

students a novel (usually, but not always, by an American writer) in a critical edition which 

will be related to the final essay assignment for the course. 
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Every English 102 student is required to complete three essays throughout this 

course. The first essay is a "Reader Response Essay" and requires the student to respond 

to one of the stories read from the text in terms of a similar personal experience. This is 

done by writing a letter to one of the characters in the story, the writer of the story, a 

friend to whom the student may want to recommend the text, or to parallel an experience 

in one of the stories to an event in the student's life. The second essay required of all 

English 102 students is a "Rhetorical Analysis Essay." Here, the students choose another 

of the stories read up to that point in the semester and explain the "message" that, in their 

opinion, the writer of the story is trying to impart. In addition to uncovering what the 

writer of the story wants the readers to know, the students also have to explain why they 

believe that this is what the writer is trying to say and they are required to back up their 

conclusions with paraphrases and quotations from the text. The third essay, entitled a 

"Text-in-Context Essay" asks the students to choose a theme or topic from the novel 

chosen for that class and develop an argument around it. Once this is done, the students 

write an argumentative essay using research from the library as secondary sources to back 

up their arguments. Typical examples of the first two essay assignments all English 102 

students complete are provided in Appendices A and B. 

Treatment and Control Group Course Content 

Of the eight classes of English 102 classes involved in this study, four classes will 

use the assigned rhetoric-based text, The Norton Anthology, and, the remaining four 

classes, the newly adopted text, The Story and Its Writer. Although there will be two or 

three different teachers for each of these two groups, students using The Nortoll 

Anthology, hereafter the control group and students using The Story alld Its Writer, 
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hereafter the treatment group will read the same stories from their respective texts, and 

the way that each text will be taught will also follow the same format. This discussion 

format will be explained below. The assignments given to each group will be the same, as 

the method of instruction for English 102 is prescribed by the English department and thus 

standardized across all classes. I will now explain this method: 

As mentioned before, every English 102 student is required to complete three 

essays throughout this course, a "Reader Response Essay" a "Rhetorical Analysis Essay," 

and a third essay entitled a "Text-in-Context Essay." This third essay asks the students to 

choose a theme or topic from the novel chosen for that class and develop an argument 

around it. Once this is done, the students write an argumentative essay using research 

from the library as secondary sources to back up their arguments. Since this dissertation 

study was on the effect of the multicultural literature being used in English 102, any 

effects from the American novels used in the classes will be irrelevant. Therefore, the 

researcher will administer the post-test around week 12 of the semester, after the classes 

have finished with their texts and before they begin reading their novels. What is 

important to note is that, first, the order of these three required assignments for English 

102 is typically left up to the instructor, as is the way the essays will be weighted in the 

final grade. For this dissertation study, however, all eight classes will write the essays in 

the same order and these essays will receive the same weight in the final English 102 grade 

calculations. Syllabi from the classes using The Norton Anthology and The Story alld Its 

Writer are included in Appendices C and D. 
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The Difference Between The Two Texts: Rationale For The Study 

A highly recommended text, The Story and Its Writer, considered to be both truly 

multicultural and of interest to students and teachers has recently become an optional 

alternative text for instructors of English 102 who did not wish to continue using the 

rhetoric-based text, The Norton Anthology. The importance of the term multicultural 

however, does not refer only to the stories themselves, but to the combination of both the 

stories and the way they are presented, which, in combination, account for exposure to 

multicultural literature. For the two texts mentioned, The Norton Anthology and The 

Story and Its Writer, an instructor's manual is assigned which outlines the discussion 

questions an instructor is to ask about each short story. I will now explain why The Story 

and Its Writer is considered to be a multicultural text and why The Norton Anthology is 

not. 

The Norton Anthology is considered to be rhetoric-based since its main focus is on 

understanding the text. The majority of The Norton Anthology is short stories (some of 

which also appear in The StOlY and Its Writer), although there are a few poems and plays, 

and these stories are categorized into different sections such as plot, point of view, 

characterization, setting, etc., depending upon which particular rhetorical feature is the 

strongest or most pronounced in each story. An example ofa story categorized under plot 

is the short story "The Whirlpool Rapids," by Margaret Atwood. In this story, the readers 

are made aware of the ending of the story within the first three paragraphs. The 

discussion questions in the instructor's manual center around·what keeps the readers 

interested in reading the story through to its conclusion when the outcome is already 

known. In "My Man Bovanne," by Toni Cade Bambara, the story is told through the eyes 

of the main character, Hazel, and is thus categorized under characterization. The 



89 

discussion questions center around the reliability of Hazel's view point. In terms of 

poetry, discussion questions center around the images conjured up by certain adjectives, 

the emotional state of the poet and the underlying message the poet wishes to impart. As 

mentioned above, there are also several plays in The Norton Anthology, but none of these 

will be assigned readings in the English 102 classes I will be using in my study. 

The Story and Its Writer, unlike The Norton Anthology does not have any poems 

or plays. Instead it has stories and commentaries. The selection of stories is much greater 

and the ethnicities of the writers much more varied. The stories are not broken down into 

rhetorical categories, and herein lies the difference between the two books. The 

discussion questions which accompany The Story and Its Writer promote discussion about 

the commonalities the readers share with the characters of the stories, they also encourage 

the sharing of thoughts and feelings about the literature itself and the common needs of the 

readers and the characters in the stories. It is through these discussions that the students 

also learn about a different culture. In other words, the discussion questions used in The 

Story and Its Writer are aimed at uncovering as many commonalities as possible to which 

the readers can relate. These questions try to underscore the relevance of the stories to 

the lives of the readers and, at the same time, help the students to learn about and accept 

the many similarities and differences between their own and other cultures. Many of the 

discussion questions also aim at uncovering insights into the thinking of the writers and 

the messages they want to share with their readers. I will now provide an example of the 

ways in which these two texts differ: 

The short story "Araby" appears in both The Norton Anthology and The Story and 

Its Writer. The story, which takes place in Ireland, centers around a young boy who has 



his first crush on the older sister of his best friend. The accompanying discussion 

questions in The Norlon Anthology center around pointing out the romantic and anti

romantic elements in the story and lead to a discussion of focus, tone, and voice. The 

discussion questions in The Slory and lIs Writer, on the other hand, ask many questions 

about why the main character did certain things a certain way and what his expectations, 

feelings and thoughts were at those times. The questions then ask the students to relate 
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. these actions, expectations, feelings and thoughts to certain times in their lives, for 

example, when they experienced their own first crush. Discussions then center on how 

similar or different the students' experiences were compared to that of the boy in "Araby." 

This new text, The Story and Its Writer, was chosen for its true multicultural 

makeup and its relevance to the lives of English 102 students, yet no study has been done 

to date which can determine whether the new text serves the purpose it is intended for, 

namely, increasing the cultural awareness and sensitivity of the students. This is precisely 

what will be examined in this dissertation study. 

The four sections of English 102 following a rhetoric-based text and curriculum 

was determined by the researcher to be a fair comparison group for the four sections of 

English 102 following a multicultural text and a multi culturally-aware curriculum for the 

following reasons: (a) English 102 students are typically in the same physical age group, 

(b) they are at the same stage of their university learning; (c) they have all satisfactorily 

completed the requirements for English 101, the pre-requisite for English 102; (d) they 

were all educated in the United States; and (e) they were not assigned to their English 

102 classes-they selected the particular section they wished to enroll in. Both the 

rhetoric-based class, the control group, and the multicultural-based class, the treatment 
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group, will rely heavily upon discussion of the texts read in class and participatory 

approaches to learning, but will differ in terms of content and orientation. The rhetoric

based classes will read from a text which contains literature mostly by white, middle-class 

male writers. The multicultural-based classes will read from a text which includes 

literature by and about both men and women of colour from all levels of the socio

economic ladder. The questions and approaches used in each group, as previously 

explained, will also differ. As the review of literature in chapter two of this dissertation 

has shown, experiential and reflective discussion of texts appear to be beneficial in 

promoting cultural awareness and sensitivity. The important question that this dissertation 

attempts to answer is whether reading multicultural literature and discussing it both 

experientially and reflectively in a multiculturally aware environment has an effect upon 

the multicultural awareness and sensitivity of its readers. 

Comparison of Treatment and Control Groups 

The following chart outlines the stories read and the assignments given to each 

group. 



Control Group 

Text Norton Introduction to Literature 

Format Rhetorical text and curriculum - Class 
readings and discussions will focus on the 
rhetorical features of the text and how they 
are used by the writer to keep the readers 
interested. 

Stories Girl (Jamaica Kincaid) 
The Most Dangerous Game (Richard 
Connell) 
Araby (James Joyce) 
The Management of Grief (Bharati 
Mukhurjee) 
The Jewelry (Guy de Maupassant) 
Bam Burning (William Faulkner) 
A Very Old Man With Enormous Wings 

(Gabriel Garcia Marquez) 
Yellow Wallpaper (Charlotte Perkins 

Gilman) 
Boys and Girls (Alice Munro) 
Whirlpool Rapids (Margaret Atwood) 
The Termitary (Nadine Gordimer) 
A Pair of Tickets (Amy Tan) 
My Man Bovanne (Toni Cade Bambara) 

Poems Daddy (Sylvia Plath) 
Elegy (Alan' Dugan) 
Upon Julia's Clothes (Robert Herrick) 
U.S. 1946 King's X (Robert Frost) 
London ( William Blake) 
Death of the Ball Turrett Gunner (Randall 
Jarrell) 
Dulce et Decorum Est (Wilfred Owen) 

Essays 1. Reader Response (Appendix A) 
2. Rhetorical Analysis (Appendix B) 
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Treatment Group 

The Story and Its Writer 

Multicultural text and curriculum - Class 
readings and discussions will focus on the 
similarities and differences between the lives 
of the characters in the text and the lives of the 
students in English 102. 

Dead Men's Path (Chinua Achebc) 
Like a Bad Dream (Heinrich Boll) 
This Way for the Gas, Ladies and 

Gentlemen (Tadeusz Borowski) 
The Distance of the Moon (Halo Calvino) 
The Blue Jar (Isak Dinesen) 
The Red Convertible (Louise Erdrich) 
A Very Old Man With Enormous Wings 

(Gabriel Garcia Marquez) 
Yellow Wallpaper (Charlotte Perkins Gilman) 
The Overcoat (Nikolai Gogol) 
Town and Country Lovers (Nadine Gordimer) 
Conversation in June about Mothers 

(Hwang Sun-Won) 
A House of Flesh (Yussef Idriss) 
Araby (James Joyce) 
Girl (Jamaica Kincaid) 
The Jewbird (Bernard Malamud) 
The Necklace (Guy de Maupassant) 
Three Million Yen (Yukio Mishima) 
Jasmine (Bharati Mukherjee) 
The Hitchhiking Game (Milan Kundera) 
Happy Endings (Margaret Atwood) 
The Hammer Man (Toni Cade Bambara) 
Regret (Kate Chopin) 

1. Reader Response (Appendix A) 
2. Rhetorical Analysis (Appendix B) 



93 

Instrumentation 

Both quantitative and qualitative measures were used in this study. Typically, 

qualitative research does not test hypotheses, but rather is an ethnographic study, one in 

which what is present is observed. As such, it is often the case in qualitative research that 

both the focus of the observatio~ and the consequential data change during the course of 

the study. A quantitative study, on the other hand, typically is an experiment designed to 

test a hypothesis. This testing is done with objective instruments and the findings are 

measured according to certain statistical analyses (Larsen-Freeman and Long, 1991). 

Below is a chart which outlines the differences between the two measures: 

Qualitative Paradigm 
Advocates the use of qualitative methods 

Phenomeonologism and verstehen: "concerned 
with understanding human behavior from the 
actors own frame of reference" 

Naturalistic and uncontrolled observation 

Subjective 

Close to the data; the insider' perspective 

Grounded, discovery-oriented, exploratory, 
expansionist, descriptive, and inductive 

Process oriented 

Valid; re.:11, rich, and deep data 

Ungeneralizable; single case studies 

Holistic 

Assumes a dynamic reality 

Quantitative Paradigm 
Advocates the use of quantitative methods 

Logical-positivism: "seeks the facts or causes of 
social phenomena with little regard for the 
subjective states of individuals" 

Obtrusive and controlled measurement 

Objective 

Removed from the data; the outsider' perspective 

Ungrounded, verification-oriented, confirmatory, 
reductionist, inferential, and hypothetico
deductive 

Outcome-oriented 

Reliable; hard and replicable data. 

Generalizable; multiple case studies 

Particularistic 

Assumes a stable reality 
(Reichardt and Cook, 1979:10) 
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As Reichardt and Cook (1979) explain, however, many researchers assume that a 

researcher who elects to use one paradigm over the other views the world in a different 

way and thus selects an alternate method of inquiry. The second assumption is that the 

qualitative and quantitative methods are so rigidly contained that researchers must choose 

between the two. This researcher does not agree with these assumptions and believes that 

by employing both paradigms in this study, a lot more may be learned about the effect of 

multicultural literature on the cultural awareness and sensitivity of freshman-literature 

students. In other words, one paradigm may offer insights and/or evidence that the other 

may not. 

Measures: 

The quantitative and qualitative measures used in this study are explained in detail 

below: 

Quantitative Measures 

1. Cross Cultural Adaptability Inventory (CCAI). 

The CCAI, developed by Colleen Kelley and Judith Meyers, came about as a 

"direct response to the needs expressed by cross-cultural trainers and teachers for a well~ 

constructed, easily obtainable self-assessment training instrument on cross-cultural 

adaptability" (Kelley and Meyers, 1992:2). The CCAI, as used in this dissertation study, 

is a self-awareness inventory designed to help the test-takers "focus on specific aspects of 

their personality, behaviour. skills and/or knowledge and to become more conscious of 

their strengths and weaknesses in these areas" (Kelley and Meyers, 1992:1). The test can 

be used as a stand alone tool or as part of a training event to further cross-cultural 

adaptability (Kelley and Meyers, 1992). It is considered to be culture-general in that "it 

explores a person's abilities to adapt to any and every culture. It does not address specific 
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differences between cultures" (Kelley and Meyers, 1992: 12). The inventory contains 50-

items, each of which relates to cross-cultural adaptability, and is considered to be a self

selection rather than a selection instrument because the CCAI is not intended to be used 

for prediction and is not a test with right or wrong answers. As Kelley and Meyers (1992) 

explain: 

Because selection instruments are often used for evaluation and prediction, 

their items must be worded in such a way that respondents cannot guess 

the right answer. Since they are not designed to be used in training, these 

instruments can contain a greater number of items and can require a longer 

administration time. Scoring is done by someone other than the 

respondent, and the results mayor may not be communicated to the 

person. Selection instruments should have a high degree of predictive 

validity [however, the] CCAI was not developed to predict success or 

failure in cross-cultural interaction ... [It] should be used as a basis for 

understanding research findings, self-assessment of one's capacities, and 

planning for self-improvement (Kelley and Meyers, 1992: 12). 

Test-takers select from a six-point scale their level of agreement or disagreement 

with a given statement and circle the appropriate answer on the scoring sheet. The six

point scale range is from Definitely true about me right now, True, Tends to be true, 

Tends to be not true, Not true, and Definitely not true about me right now. While a 

higher total score across the four different dimensions is presumed to indicate a greater 

sensitivity to cross-cultural issues, Kelley and Meyers (1992) remind us that since the goal 

of the CCAI is to make one more aware of relative strengths and weaknesses, "it is more 

important for each person to note how his or her own scores relate to one another (i.e., 
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which are higher and which are lower), than to compare these scores with the maximum 

possible scores or with the scores of others completing the CCAI." (Kelley and Meyers, 

1992:13). The authors acknowledge that when responding on the scoring sheet to the 

CCAI questions, some people tend to remain at the ends of the scale, and therefore select 

mainly the Definitely True or Definitely Not True responses. In order to compensate for 

this, some questions on the CCAI have been worded negatively to ensure that each 

question is read. 

Ifused correctly, the CCAI reliably measures a persons cross-cultural awareness 

across four dimensions: First of all, the CCAI measures Emotional Resilience, which the 

authors define as "the ability to deal with stressful feelings in a constructive way and to 

'bounce back' from them" (Kelley and Meyers, 1992:27). Emotionally resilient people, 

then, 

tend to have a sense of humor and a positive attitude. They are self

confident and can deal with ambiguity. They like new things, experiences, 

and situations and are not overly concerned about making mistakes. These 

characters are often associated with a spirit of adventure and a tendency to 

experiment or to take risks (Kelley and Meyers, 1992:A-l). 

A second dimension measured by the CCAI is that of Flexibility/Openness, in 

other words, how comfortable, tolerant and non-judgmental one is around people who 

think and act differently. As Kelley and Meyers (1992) explain: 

People who are open and flexible tend to be non judgmental and tolerant of 

ways in which others are different from themselves. Even further, they 

expect to like these people. They enjoy interacting with them, learning 



about them, and conversing with people who think differently than they do. 

They enjoy diversity and have an inquisitive mind. Open, flexible people 

are comfortable with those who are different from themselves and do not 

feel lonely around such people. At the same time, they can enjoy spending 

time alone in unfamiliar surroundings (Kelley and Meyers, 1992:A-5). 
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The third dimension is that of Perceptual Acuity, or how "attentive to verbal and 

nonverbal behaviors, to the context of communication, and to interpersonal relations" 

(Kelley and Meyers, 1992:27) one is. As the authors explain: 

Verbal language is a natural cultural barrier, and even non-verbal cues do 

not always mean the same thing in different cultures. Visual attention to 

detail, sensitivity to subtlety and nuance, and awareness of interpersonal 

cues bridge the communication gap. Without perceptual acuity, cross

cultural communication is easily misinterpreted and distorted. Perceptual 

acuity is associated with confidence in one's ability to perceive the feelings 

of persons different from oneself accurately. It is also associated with a 

valuing of other cultures and with a willingness to suspend judgment of 

others (Kelley and Meyers, 1992:A-8). 

The final dimension measured by the CCAI is that of Personal Autonomy, which 

can be explained as how dependent one is on environmental cues for identity, or, in other 

words, how at home one feels in different environments. According to Kelley and Meyers 

(1992): 

People who are personally autonomous are not overly dependent on their 

environment for their identity. They have a strong sense of self as a 



separate and unique entity. People with high personal autonomy generally 

feel in control of their environment and are the final judges of their own 

actions. they tend to set their own goals and make their own decisions. 

They are aware of their own personal power and use it in non-manipulative 

ways (Kelley and Meyers, 1992:A-ll) 
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The authors claim the CCAI to have an overall reliability factor of. 90 with high 

internal consistency. The Emotional Resilience dimension has a reliability factor of .82, 

Flexibility/Openness of .80, Perceptual Acuity of .78 and Personal Autonomy of .68. As a 

result of this, the authors believe that: 

people who score high on one item within a scale tend to score high on 

other items within the scale. People who score low on an item within a 

scale would tend to score other items within that scale low. The individual 

scale reliability estimates indicate, then, that the items within each scale are 

strongly related to one another (Kelley and Meyers, 1992:30) 

In terms of validity, which the authors define as "the usefulness of an instrument 

for a particular purpose with a particular group of people" (Kelley and Meyers, 1992:31), 

the CCAI has face, content and construct validity. The CCAI has face validity in that "it is 

obvious to people who read and/or respond to the instrument that it examines aspects of 

adapting to other cultures" (Kelley and Meyers, 1992:31). It has content validity in that is 

based on "a thorough study of research and expert opinion" (Kelley and Meyers, 1992:31) 

and was designed to measure, from what is known so far, dimensions of cross-cultural 

adaptability which are not easily measured. The CCAI has construct validity in that 

"attempts have been made to cover all of the relevant content. At the same time, all items 
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which are not directly conceptually linked to cross-cultural adaptability have been kept 

out" (Kelley and Meyers, 1992:32). This sounds rather vague, as Kelley and Meyers 

explain, because "no one can make direct claims that an instrument measures what is 

claims to measure ... [only] indirect claims can be made" (Kelley and Meyers, 1992:31). 

Because of the methods used in its construction, it is believed that the CCAI also has some 

predictive validity, however, since this is not its intended purpose, no studies have been 

undertaken to verify this. 

The CCAI has been used effectively in three completed dissertations and, 

according to Dr. Colleen Kelley, it is being used in more than twenty dissertations still in 

progress. The three completed dissertations are as follows: 

Field, Lucy Fukasawa. (1990). The Effect of Multicultural 

Counselling Training 011 Multicultural Sensitivity of Graduate 

Students. Indiana State University. 

By using the CCAI, along with another test involving ten critical incidents 

to measure open-mindedness, Field measured the effect of five weeks (45 

hours) of multicultural counselling training on the multicultural sensitivity 

of graduate level students of counselling. She used the test on two groups 

of twelve students each, one received the treatment (the multicultural 

counseling training) and the other the regular experiential counseling 

training. Field was able to show that the treatment group did gain greater 

cultural sensitivity as a result of their training. 



George, Mary. (1991). Cultural Diversity in public elementary 

schools: An examination of principals' cultural adaptability and 

student achievements. University of La Verne. 

Using the CCAI along with a survey and a demographic information form, 

George examined 83 public elementary school principals serving in 

culturally diverse student population schools with respect to their cultural 

adaptability and their schools student achievement. George was able to 

show that principals who had undertaken some cross-cultural education 

training also had high levels of cultural adaptability. In addition, these 

same principals tended to have students who achieved better. 

Goldstein, Donna L. (1992). A Comparison of the Effects of 

Experiential Training on Sojourners; Cross-Cultural Adaptability. 

Florida International University. 

Goldstein compared the cross-cultural adaptability of 81 international 

student sojourners from fourteen countries, 42 of whom received a cross

cultural training program and 39 of whom did not. Using the CCAI as a 

measure, Goldstein was able to show that cross-cultural adaptability 

training has a significant impact on cross-cultural adaptability. 

(2) Ten Critical Incidents: 

lOa 

This study will use both the CCAI and the ten critical incidents used by Field in her 

dissertation (above). The ten critical incidents are taken from Intercultural Interactions, 

by Brislin, Cushner, Cherne and Yong (1986) and are claimed by many to be a good 

measure of a student's ability to perceive cross-cultural interactions. Intercultural 
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Interactions contains 100 critical incidents, each one being a short description of a 

misunderstanding which has occurred in a cross-cultural incident, and is set up to be used 

as a training manual for people intending to interact with, or live among, people from a 

different culture. Each incident is to be examined and analyzed, as are the issues raised by 

the incidents. As Brislin, Cushner, Cherrie and Y ong (1986) explain, each incident typifies 

the emotional experiences, communication difficulties and challenges to pre-conceived 

ideas people living in-or interacting with-other cultures face. All 100 incidents are 

actual occurrences that people living or interacting with other cultures have experienced. 

Intercultural Interactions is intended to be used as a cross-cultural training program to aid 

in the adjustment of sojourners. As the authors explain, these incidents "have been 

prepared to introduce readers to the range of experiences they will have in other cultures. 

Attempts have been made to identifY central issues in cross-cultural interactions, no matter 

the exact place where anyone incident takes place" (Brislin, Cushner, Cherrie and Y ong, 

1986: 17). 

Test-takers were asked to select from four or five possible explanations as to what 

has happened in this misunderstanding. No prior knowledge of any country or any culture 

is necessary, since, as in the case of the CCAI, the critical incidents do not assess 

knowledge of the differences between cultures .. Scoring of the ten critical incidents 

consists ofa total often possible "best" responses, which have been pre-determined by the 

authors of Intercultural Interactions. Although each incident may offer several possible 

answers, perhaps even all of which are plausible, the authors have nevertheless concluded 

that one answer in particular is better than the rest. Similarly, perfect solutions are not 

always offered as answers, thus requiring respondents to select the best answer from those 

offered, even though this best answer may not be ideal. Test-takers who select these pre-
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determined "best" responses as their answers are presumed to be less ethnocentric and 

therefore more able to perceive cross-cultural interactions from an ethnorelative 

perspective. The 100 different critical incidents are taken from misunderstandings in 

dealing with hosts, making adjustments, tourist experiences, the workplace, the family, 

education and schooling, and returning home. Each incident was tested for authenticity on 

a person from the culture represented in the incident and was found by this native 

authority to be very authentic. In addition, the best responses were found to be valid 

(Brislin, Cushner, Cherrie and Y ong, 1986). The ten critical incidents selected for use in 

this dissertation study were taken from the areas of Host Customs/Interacting with Hosts, 

Settling In and Making Adjustments, Tourist Experiences and Returning Home. 

Qualitative Measures 

(3) Analysis of Responses to the Ten Critical Incidents 

Student responses to the ten critical incidents will be examined qualitatively. 

Subjects responded to each incident by selecting what they thought to be the best answer 

to the question about the cross-cultural misunderstanding, and, in addition, were asked by 

the researcher to document what happened or why they thought this particular answer to 

be the best one. Their responses on the pre-test and the posttest will be examined for 

evidence of cross-cultural awareness and/or sensitivity. All documentations from the 

treatment group and the control group will be examined both chronologically and 

comparatively. 

(4) Self-Evaluations 

After the posttest has been administered, each student will be asked to complete a 

questionnaire aimed at uncovering whether the students themselves feel that they are now 
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more aware of, and sensitive to, other cultures. The questions include (a) whether the 

students feel that their awareness of, and sensitivity to, other cultures has increased since 

the beginning of the semester, (b) whether they felt that their text played a role in this 

change, ( c) whether they feel that they know more about other cultures now than they did 

at the beginning of the semester, (d) whether their attitude toward other cultures has 

improved, and (d) whether they will continue to read books by and about people of other 

cultures after their English 102 class has finished. The self-evaluation questionnaire can be 

found in Appendix F. 

Research Questions and Null Hypotheses 

This dissertation study attempts to answer the following questions through 

quantitative measures: 

Question # 1: As a result of participating in a freshman-literature course, is there a 

difference between students following a multicultural text and a multiculturally-aware 

curriculum (hereafter, the treatment group) and students following a rhetoric-based text 

and curriculum (hereafter, the control group) in terms of their ability to discern cross

cultural interactions from a more open point of view, as measured by their performance on 

ten critical incidents used to measure open-mindedness? 

Null Hypothesis # 1: There is no difference between the treatment group and the 

control group in terms of their ability to discern cross-cultural interactions from a more 

open point of view, as measured by their performance on ten critical incidents used to 

measure open-mindedness. 
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Question #2: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in levels of (a) emotional 

resilience, (b) flexibility/openness, (c) perceptual acuity and (d) personal autonomy as 

measured by their performance on the Cross-Cultural Adaptability Inventory? 

Null Hypothesis #2: There is no difference between the treatment group and the 

control group in levels of (a) emotional resilience, (b) flexibility/openness, (c) perceptual 

acuity and (d) personal autonomy as measured by their performance on the Cross-Cultural 

Adaptability Inventory. 

Question #3: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in levels of potential for 

cross-cultural effectiveness, as measured by their overall performance on the Cross

Cultural Adaptability Inventory? 

Null Hypothesis #3: There is no difference between students in the treatment 

group and the control group in levels of potential for cross-cultural effectiveness, as 

measured by their overall performance on the Cross-Cultural Adaptability Inventory. 

The dissertation study will attempt to answer the following questions through 

qualitative measures: 

Question #4: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in terms of cultural 

awareness and sensitivity as evidenced by their explanations as to what happened and why 

on each of the ten critical incidents? 
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Null Hypothesis #4: There is no difference between the treatment group and the 

control group in terms of cultural awareness and sensitivity as evidenced by their 

explanations as to what happened and why on each of the ten critical incidents. 

Question #5: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in student self-evaluations 

investigating overall increases in awareness of--and sensitivity to-other cultures, 

knowledge of other cultures, attitude toward other cultures, desire to continue reading 

books and stories by and about people of other cultures and whether the text used in their 

classroom played a role in this increase? 

Null Hypothesis #5: There is no difference between the treatment group and the 

control group in student self-evaluations investigating overall increases in awareness of-

and sensitivity to-other cultures, knowledge of other cultures, attitude toward other 

cultures, desire to continue reading books and stories by and about people of other 

cultures and whether the text used in their classroom played a role in this increase. 

The questions to be answered in this study are summarized on the following page: 



Variable Being Measured 

1 Ability to discern cross-cultural 
interactions from a more open point 
of view 

2 Levels of emotional resilience, 
flexibility/openness, perceptual acuity 
and personal autonomy 

3 Levels of potential for cross-cultural 
effectiveness 

4 Evidence of cultural awareness and 
sensitivity in student explanations as 
to what happened and why on each of 
the ten critical incidents. 

5 Self-determined incrcases in 
awareness of-and sensitivity to
other cultures, knowledge of other 
cultures, attitude toward other 
cultures, desire to continue reading 
books and stories by and about people 
of other cultures and whether the text 
used in the classroom played a role in 
this increasc. 

Research Design: 

Measure Used 

Ten 
Critical 
Incidents 

CCAI 

CCAI 

Ten 
Critical 
Incidents 

Sclf
Evaluation 
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Paradigm 

Quantitative 

Quantitative 

Quantitative 

Qualitative 

Qualitative 

The research design used in this dissertation study will be quasi-experimental. As 

outlined by Kenny (1975) and cited by Asher (1976), quasi-experimental designs must 

meet three specific requirements: 

(a) there must be a nontreatment as well as a treatment group~ (b) there 

must be pre-treatment and post-treatment measures; and (c) there must be 

a statement of the differences between the treatment and nontreatment 

groups, even if there is no treatment effect (Asher, 1976: Ill). 

Best (1977) cautions, however, that while a comparison between the treatment and 

nontreatment group differences is justifiable, all results should be interpreted cautiously. 
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As he explains, "without some evidence of the equivalence of the groups in intelligence, 

maturity, readiness, and other factors at the beginning of the experimental period, 

conclusions should be cautiously accepted" (Best, 1977:108). Although the subjects in 

this study will not be chosen randomly, chances of their being equivalent to each other in 

terms of intelligence, maturity and readiness are high, since (a) they are typically in the 

same physical age group, (b) they are typically at the same stage of their university 

learning~ ( c) they will all have satisfactorily completed the requirements for English 101, 

the pre-requisite for English 1 02~ (d) they will all have been educated in the United States~ 

and (e) they will not have been assigned to their English 102 classes-students will have 

selected the particular section they wished to enroll in. A given section was most likely 

chosen for its compatibility with the student's timetable. Students will have selected their 

classes and sections long before instructors were assigned to the sections available. In 

addition, students will not know until the first day of classes which text they will be 

following and whom their instructor will be. Best (1977) and Gay (1971) are correct, 

however, in calling for caution in the interpretation of results obtained from these groups. 

The type of quasi-experimental design used in this study is the llol1eqllivaient 

control group design, which involves a pre-test and posttest (Gay, 1971). The 

independent variable in this study includes both the multicultural literature and its 

discussion, exploration and application to the lives of the students undertaken in a very 

multiculturally-aware environment. The effect of the independent variable will be 

measured in terms of the following dependent variables: (a) the ability to discern cross

cultural interactions from a more open point of view; (b) level of flexibility/openness to 

other cultures; ( c) level of emotional resilience; (d) level of perceptual acuity; ( e) level of 



personal autonomy; and (t) potential for cross-cultural effectiveness. The quasi

experimental, nonequivalent control group design can be diagrammed as follows: 

x 
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The quasi-experimental, nonequivalent control group design is the most common 

research design used in social science and education research for experiments where 

treatment and control groups are naturally pre-assembled groups which are similar. One 

example of this type of naturally pre-assembled group is an intact class (Best, 1977). The 

only difference between this design and the pre-test-posttest control group design is that 

the nonequivalent control group design does not randomly assign subjects to groups. The 

nonequivalent control group design is used, therefore, only when random assignment of 

subjects to groups is simply not possible (Gay, 1971). The nonequivalent control group 

design lacks control for four threats to internal validity. The first threat is selection

matllration, defined as follows: " ... if already formed groups are used, one group may 

profit more (or less) from a treatment, or have an initial advantage, because of maturation 

[physical or mental changes which may occur within the subjects over a period of time], 

history [the occurrence of any event which is not part of the experimental treatment but 

which may affect performance on the dependent variable] or testing factors" (Gay, 

1971: 169). The selection-maturation threat has been minimized in this study in that both 

the treatment and control group used in this dissertation study will all be approximately 

the same age and, in addition, their physical and/or mental maturation over the course of 
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the semester is unlikely to differ greatly. History, however, is a threat to internal validity 

in this study in that one of the teachers in the treatment group will be taking time off to 

have her baby, and will be replaced by a substitute teacher. While the substitute teacher 

will be an experienced English 102 instructor, and will continue to follow the pre-arranged 

syllabus in the same manner as the regular instructor, the threat to the dependent variable 

cannot be overlooked. Testing factors are unlikely to be a threat since every English 102 

class will be tested in the same way and by this same researcher. 

The second threat to internal validity is that of instrumentation, defined as 

"unreliability or inconsistency in measuring instruments which may result in an invalid 

assessment of performance" (Gay, 1971:167). For this dissertation study, however, the 

threat of instrumentation will be minimized in that the same test is used for the pre- and 

posttest will be administered by the same researcher and the instruments themselves are 

pre-determined to be both reliable and valid. The third threat to internal validity, 

statistical regression, "usually occurs when subjects are selected on the basis of their 

extreme scores and refers to the tendency of subjects who score highest on a pre-test to 

score lower on a posttest, and of subjects who score lowest on a pre-test to score higher 

on a posttest" (Gay, 1971: 168). Even though the subjects in this study will be selected 

according to criteria which had nothing to do with the pre-test scores, statistical 

regression is still a threat and cannot be overlooked. The final threat to internal validity is 

that of selection interactions. As subjects will not be randomly selected from a 

population, the researcher's ability to generalize will be severely limited, since "the 

representativeness of the sample is in question" (Gay, 1971: 170). The researcher 

acknowledges this threat to internal validity in this study. 
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The quasi-experimental, nonequivalent control group design, because of its threats 

to internal validity, has its usefulness in the testing of new ideas or developments for future 

suggestion. It should be remembered, however, that while data collected from a 

nonequivalent control group design study is considered to be interpretable data, it cannot 

prove cause (Gay, 1971; Best, 1977; Asher, 1976). 

Procedure: 

The researcher will give a brief presentation to each class, in which she will outline 

that students will be pre-tested and posttested, but will not know until after the posttest 

what the researcher is looking for. Students will then be asked to participate in the study 

on a voluntary basis and will be informed, in writing, that they are free to withdraw at any 

time. Informed consent forms (Appendix G) will be distributed in which the same 

information will be supplied in writing. The participants will be given a general 

questionnaire (Appendix E) to fill out from which the researcher can learn about the 

students and determine their acceptability for this study. This questionnaire will ask the 

name of the student, the native language, gender, family income, education levels of the 

parents and a series of questions aimed at uncovering the amount of contact with other 

cultural groups each student has had so far. The basic criteria for acceptability will be that 

the students must have been educated in America. Since English 102 students are 

typically first-year or second-year university students, it is fair to assume that they have 

traveled somewhat and have had contact, to a limited extent, with other cultural groups. 

Students who are not native speakers of English, or who have been educated in a different 

country will be disqualified. 
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As mentioned previously, both quantitative and qualitative measures will be used in 

this dissertation study. The qualitative measures include analyzing the responses subjects 

will give on the ten critical incidents test. In addition to selecting the "best" answer to the 

critical incident question, the subjects will be asked to explain in their own words what 

happened, or why they felt that the particular answer they selected was the best one. This 

written response will be analyzed for evidence of cultural awareness and/or sensitivity. 

The second qualitative measure will include a student self evaluation, to be administered at 

the end of the study, which will assess the students' own perceptions of changes in their 

multicultural awareness and/or sensitivity. As mentioned previously, the questions on the 

self-evaluation will explore whether the students themselves feel that there has been an 

increase in their cultural awareness and/or sensitivity, their knowledge of other cultures, 

their attitude toward other cultures, their desire to read books by and about people of 

other cultures, and, finally, whether they feel that the text used in class played a role in this 

change. 

Quantitative data will be collected twice during the semester. The pre-test will be 

administered during the first two weeks of classes, after the first stories will have been 

read and the posttests will be administered in the twelfth or thirteenth week of classes, 

when the students will have finished with their texts and are proceeding to their novel. 

Qualitative data will analyzed over the course of the semester. 

Data Analysis 

All quantitative comparisons used a two-tailed t-test to determine whether any 

statistically significant differences were found between the treatment group and the control 

group in terms of (a) their ability to discern cross-cultural interactions from a more open 
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point of view; (b) level offlexibility/openness to other cultures; (c) level of emotional 

resilience; (d) level of perceptual acuity; (e) level of personal autonomy; and (t) potential 

for cross-cultural effectiveness. The t-test was used because it is a robust test which 

provides an appropriate statistical model for this study. The decision to use a two-tailed 

evaluation was made because the researcher is not willing to retain the null hypothesis if 

the results should be extreme in the direction opposite of what is predicted (Pagano, 

1990). Qualitative analyses will be examined during the course of the study period and 

after. The following chapter details the analyses of the quantitative and qualitative data. 
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CHAPTER FOUR 

Quantitative and Qualitative Analyses 

This study seeks to determine the effect of multicultural literature, experienced and 

discussed in an open, multi culturally-aware environment, on the cultural awareness and 

sensitivity of freshmen-literature students. Control group or treatment group placement 

was dependent upon the time of the classes that the students enrolled in and subject 

participation was completely voluntary, with subjects being given no extra credit or 

incentives to participate in this study. Of the total 121 subjects in this study, 66 comprised 

the control group, or those following a rhetoric-based textbook and discussion format, and 

65 students comprised the treatment group, whose subjects followed a multicultural 

textbook and discussion format. Of the 121 total subjects, 63 were male and 58 were 

female. The age range was from 17 to 42 years with the mean age being 20.21 years. In 

terms of individual groups, there were 30 males and 26 females in the control group and 

33 males and 32 females in the treatment group. This information is summarized below: 

Treatment Group Control Group Total 
Number of Subjects 65 66 121 
Males 33 30 63 
Females 32 26 58 
Age range 17-42 17-42 N/A 
Median Age 20.21 20.21 N/A 

This chapter will discuss the quantitative and qualitative findings elicited from 

these subjects. 
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The first question this study sought to answer was the following: 

Question # 1: As a result of participating in a freshman-literature course, is there a 

difference between students following a multicultural text and a multi culturally-aware 

curriculum (hereafter, the treatment group) and students following a rhetoric-based text 

and curriculum (hereafter, the control group) in terms of their ability to discern cross

cultural interactions from a more open point of view, as measured by their performance on 

ten critical incidents used to measure open-mindedness? 

Null Hypothesis # 1: There is no difference between the treatment group and the 

control group in terms of their ability to discern cross-cultural interactions from a more 

open point of view, as measured by their performance on ten critical incidents used to 

measure open-mindedness. 

Table 1 outlines the means, standard deviations and two-tailed probability 
evaluation for a t-test for independent means for treatment and control group pre-test and 
posttest performances and comparison scores on the ten critical incidents. 

Table 1 
Means, Standard Deviation Values and Results of a Two-tailed Probability Evaluation for a t-test for 

Independent Means for Treatment and Control Group Pre-test, Postlest and comparison scores on Ten 
Selected Critical Incidents. 

Treatment N=65 
Mean SD 

Pre-test 28.2378 2.942 
Postlest 28.6547 3.325 
Difference (pre-test minus Posttest) 

-.3646 3.059 

Control N=66 
Mean SD 

27.8387 
27.6343 

.2045 

3.230 
3.405 

3.153 l.04 

2-tailed 
Probability 
Evaluation 

.298 
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Based on the results of the two-tailed t-test, the null hypothesis was retained for 

null hypothesis one because the obtained two-tailed probability statistic for independent 

means of .298 was not equal to or less than the critical value of .05 needed to reject the 

null hypothesis. In terms of the treatment and control groups, there is no difference in 

terms of their ability to discern cross-cultural interactions from a more open point of view, 

as measured by their performance on ten critical incidents used to measure open

mindedness. 

The second question addressed in this study asks: 

Question #2: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in levels of (a) emotional 

resilience, (b) flexibility/openness, (c) perceptual acuity and (d) personal autonomy as 

measured by their performance on the Cross-Cultural Adaptability Inventory? 

Null Hypothesis #2: There is no difference between the treatment group and the 

control group in levels of (a) emotional resilience, (b) flexibility/openness, (c) perceptual 

acuity and (d) personal autonomy as measured by their performance on the Cross-Cultural 

Adaptability Inventory. 

Table 2(a) through 2(d) contain the means, standard deviations and two-tailed 

probability evaluations for a t-test for independent means for treatment and control group 

pre-test and posttest performances and comparison scores for levels of emotional 

resilience, flexibility/openness, perceptual acuity and personal autonomy (respectively) as 

measured by subject performance on the Cross-Cultural Adaptability Inventory. 
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Table 2a 

Means, Standard Deviation Values and Two-tailed Probability Evaluation of a t-test for Independent 
Means for Treatment and Control Group Pre-test, Posttest and Comparison Scores for levels of Emotional 

Resilience as measured by performance on the Cross-Cultural Adaptability Inventory. 

Pre-test 
Posttest 

Treatment N=65 
Mean SD 

82.1538 
82.8045 

9.877 
10.161 

Control N=66 
Mean 

81.2308 
80.9670 

2-tailed 
SD t Probability 

Evaluation 

9.321 
8.203 

Difference (pre-test minus Posttest) 
-.6507 5.949 .2638 5.118 .94 .347 

Based on the results of the two-tailed t-test, the null hypothesis was retained for 

null hypothesis two (a) because the obtained two-tailed probability statistic for independent 

means of .347 was not equal to or less than the critical value of .05 needed to reject the 

null hypothesis. In terms of the treatment and control groups, there is no difference 

between the treatment group and the control group in levels of emotional resilience as 

measured by their performance on the Cross-Cultural Adaptability Inventory. 
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Table 2b 

Means, Standard Deviation Values and Two-tailed Probability Evaluation of a t-test for Independent 
Means for Treatment and Control Group Pre-test, PosUest and Comparison Scores for levels of 
Flexibility/Openness as measured by performance on the Cross-Cultural Adaptability Inventory. 

Treatment N=65 Control N=66 2-tailed 
Mean SD Mean SD Probability 

Evaluation 

Pre-test 67.2242 8.577 66.0411 8.026 
PosUest 67.0407 9.119 64.2630 8.036 
Difference (pre-test minus PosUest) 

.1835 4.933 1.7781 4.924 1.85 0.66 

Based on the results of the two-tailed probability evaluation, the null hypothesis 

was retained for null hypothesis two (b) because the obtained two-tailed probability . 

statistic for independent means of .66 was not equal to or less than the critical value of .05 

needed to reject the null hypothesis. In terms of the treatment and control groups, there is 

no difference in levels of flexibility/openness as measured by their performance on the 

Cross-Cultural Adaptability Inventory. 
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Table 2c 

Means, Standard Deviation Values and Two-tailed Probability Evaluation of a Hest for Independent 
Means for Treatment and Control Group Pre-test, Posttest and Comparison Scores for levels of Perceptual 

Acuity as measured by performance on the Cross-Cultural Adaptability Inventory. 

Treatment N=65 
Mean SD 

Pre-test 44.4923 
Posttest 45.2137 
Difference (pre-test minus Posttest) 

4.825 
4.994 

~7214 4.111 

Control N=66 
Mean SD 

44.7155 
44.3737 

.3418 

5.172 
4.271 

3.637 1.57 

2-tailed 
Probability 
Evaluation 

0.119 

Based on the results of the two-tailed t-test, the null hypothesis was retained for 

null hypothesis two( c) because the obtained two-tailed probability statistic for independent 

means of 0.119 was not equal to or less than the critical value of .05 needed to reject the 

null hypothesis. In terms of the treatment and control groups, there is no difference in 

levels of perceptual acuity as measured by their performance on the Cross-Cultural 

Adaptability Inventory. 
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Table 2d 

Means, Standard Deviation Values and Two-tailed Probability Evaluation of a t-test for Independent 
Means for Treatment and Control Group Pre-test, Posttest and Comparison Scores for levels of Personal 

Autonomy as measured by performance on the Cross-Cultural Adaptability Inventory. 

Treatment N=65 Control N=66 2-tailed 
Mean SD Mean SD t Probability 

Evaluation 

Pre-test 44.4923 4.825 44.7155 5.172 
PosUest 34.2041 3.913 35.1187 3.224 
Difference (pre-test minus PosUest) 

10.2832 2.673 9.5968 2.878 2.19 .031 

Based on the results of the two-tailed t-test, the null hypothesis was rejected for 

null hypothesis two( d) because the obtained two-tailed probability statistic for independent 

means of .031 was equal to or less than the critical value of .05 needed to reject the null 

hypothesis. In terms of the treatment and control groups, there is a difference in levels of 

personal autonomy as measured by their performance on the Cross-Cultural Adaptability 

Inventory. 

The third question this study seeks to answer asks: 

Question #3: As a result of participating in a freshman-literature course is there a 

difference between the treatment group and the control group in levels of potential for 

cross-cultural effectiveness, as measured by their overall performance on the Cross-

Cultural Adaptability Inventory? 
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Null Hypothesis #3: There is no difference between students in the treatment 

group and the control group) in levels of potential for cross-cultural effectiveness, as 

measured by their overall performance on the Cross-Cultural Adaptability Inventory. 

Table 3 outlines the means, standard deviations and two-tailed probability 

evaluation for a t-test for independent means for treatment and control group pre-test and 

posttest performances and comparison scores for overall total performance on the Cross

Cultural Adaptability Inventory. 

Table 3 

Means, Standard Deviation Values and Two-tailed Probability Evaluation of a t-test for Independent 
Means for Treatment and Control Group Pre-test, Posttest and Comparison Scores for overall total 

performance on the Cross-Cultural Adaptability Inventory. 

Treatment N=65 Control N=66 2-tailed 
Mean SD Mean SD t Probability 

Evaluation 

Pre-test 228.0258 21.190 227.0759 19.441 
Posttest 229.5381 24.000 223.8895 18.904 
Difference (pre-test minus Posttest) 

-1.5123 11.846 3.1864 10.868 2.37 .019 

Based on the results of the two-tailed probability evaluation, the null hypothesis 

was rejected for null hypothesis three because the obtained two-tailed probability statistic 

for independent means of. 0 19 was equal to or less than the critical value of. 05 needed to 

reject the null hypothesis. In terms of the treatment and control groups, there is a 

difference in potential for cross-cultural effectiveness, as measured by overall performance 

on the Cross-Cultural Adaptability Inventory. 
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Discussion of Quantitative Findings 

Overall, the quantitative results show that the differences between treatment group 

and control group independent mean scores are not significant with the exception of the 

results of the potential for cross-cultural effectiveness, as measured by the total score on 

the Cross-Cultural Adaptability Inventory, and personal autonomy, as measured by 

specific questions on the Cross-Cultural Adaptability Inventory. 

Nonsignificance for hypothesis one could be attributed to several factors. First, it 

may well be that the development of open-mindedness requires more time than the twelve 

to thirteen weeks the subjects in this study were allotted. Second, it must again be noted 

that the ten critical incidents, selected from a possible 100 critical incidents, are not 

designed to by used as a measuring tool. They are, in fact, intended to be used as a 

training manual for sojourners planning to interact with, or live among, people from 

different cultures. Instead of being scored each incident is to be examined, analyzed and 

discussed, as are the consequential issues these activities raise. 

Nonsignificance for hypothesis two in the areas of emotional resilience, 

flexibility/openness and perceptual acuity may also be attributed to the time factor. 

Perhaps these are traits that require more time to develop than the study period allowed 

for. It may be that the short time period was insufficient for treatment group subject to 

integrate and synthesize their new knowledge and awareness that resulted from their 

multi culturally-aware discussions and readings. The control group, on the other hand, 

perhaps because of their lack of discussion of multicultural issues, could easily have 

retained their present frame of mind or remained more resistant to change in terms of how 

other cultures are viewed. Second, it must be noted that the Cross-Cultural Adaptability 
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Inventory, similar to the ten critical incidents, was developed to be a training instrument 

rather than a research instrument. It is designed to be a self-awareness inventory used as a 

stand alone tool or part ofa training program to help the test-taker become aware of the 

strengths and weaknesses of certain aspects of their personality, behavior, skills and/or 

knowledge. 

Interestingly, question two( d) did prove to be significant. It may well be that the 

development of personal autonomy, which Kelley and Meyers (1992) have described as 

how comfortable one feels in different environments, was something that required less 

time to develop. It seems logical that by reading about-and therefore living with

another culture, and then following these readings with open and multi culturally-aware 

discussions about the other culture, and its similarities and differences to the subjects' own 

culture, the treatment group subjects were able to feel comfortable in these different 

environments. Similarly, since the control group subjects neither read about nor discussed 

different cultures, they did not develop a feeling of ease about environments different than 

their own. 

The significance of hypothesis three also has a logical explanation. Since the total 

Cross-Cultural Adaptability score measures a persons potential for cross-cultural 

effectiveness, it seems very plausible that treatment group subjects, who through their 

readings and discussions basically experienced another culture, will be more cross

culturally effective than control group subjects who neither read about nor discussed other 

cultures, and therefore did not share in the cross-cultural experience of the treatment 

group subjects. 
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While only two of the first six hypotheses (hypothesis two has four sub-parts) were 

significant, it may well be that a longer study period would have allowed detectable 

changes to occur. There is no doubt that the more time spent experiencing another 

culture, either directly or through literature, the more open one becomes to that and other 

cultures. 

Qualitative Analysis 

As mentioned in chapter three, there were two different types of analyses 

done on the data collected from the subjects of the study, quantitative and qualitative. 

This remainder of this chapter will discuss the two types of qualitative analyses conducted, 

beginning with a comparison of the two groups in terms of the differences between their 

pre- and postlest explanations at to why or what happened (in their opinion) in the ten 

critical incidents. This analysis will examine whether the treatment group showed, in their 

responses, evidence of greater cultural awareness and sensitivity. Data will be examined 

to determine whether subjects in the treatment group were able to view each incident from 

a greater number of perspectives than their control group counterparts by the end of the 

study period, and, in addition, whether these different perspectives reflect an increase in 

cultural awareness and/or sensitivity 

The second analysis will examine the subjects' own self-evaluations to determine if 

(a) they feel that their awareness of-and sensitivity to--other cultures has improved since 

the beginning of the semester, (b) if they felt that the text used in their class (The Story 

and Its Writer for the treatment group and The Norton Anthology for the control group) 

played a role in this change, ( c) whether the subjects feel that they know more about other 

cultures now than they did at the beginning of the semester, (d) whether their attitude 
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toward other cultures had improved, and ( e) whether they will continue to read stories and· 

books by and about people of other cultures after their English 102 class has finished. 

Of the final two questions (four and five) that this study seeks to answer, question 

four asks: 

Question #4: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in terms of cultural 

awareness and sensitivity as evidenced by their explanations as to what happened and why 

on each of the ten critical incidents? 

Null Hypothesis #4: There is no difference between the treatment group and the 

control group in terms of cultural awareness and sensitivity as evidenced by their 

explanations as to what happened and why on each of the ten critical incidents. 

Procedure for Analyzing Question Four 

As explained in chapter three, subjects were asked to read the ten critical incidents, 

each of which offers a short description of a misunderstanding which has occurred in a 

cross-cultural incident and is followed by a question about the incident. Subjects were 

asked to select from four or five possible explanations as to what happened in this 

misunderstanding and then to briefly explain, in their own words, why or what happened in 

the incident. As the same ten critical incidents were used in both the pre- and posttests, 

subjects' responses were analyzed to determine if (a) there is a difference in terms of 

evidence of cross-cultural sensitivity and awareness between the pre-test and the posttest, 

and (b) whether this difference is greater for the treatment group than for the control 

group. This was determined by (c) ascertaining whether one group was able to view each 
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situation from a greater number of differing perspectives than the other group by the end 

of the study period and (d) whether these additional perspectives, if found, show evidence 

of increased cultural awareness and/or sensitivity. Each of the ten critical incidents will 

now be examined individually. For the sake of clarity, the incidents will be summarized 

here in order to familiarize the reader with the incident the subjects read about and 

consequently commented upon in their own words. Readers wishing the specifics about 

each incident are directed to their source, the book Intercultural Interactions, by Brislin, 

Cushner, Cherne and Yong (1986) and published by Sage Publications, Inc. 

Subjects' comments were documented and then categorized by the researcher, 

with each category representing a particular point of view of the incident being read about. 

All comments were accounted for, meaning that whether 50 subjects commented in the 

same manner or only one subject commented in a certain manner, each and every category 

is documented and presented here. Comments which typifY each category are supplied as 

examples. The researcher would like to note that the smallest number of subject 

comments in any category was five. In other words, no category listed below has fewer 

than five subjects whose comments reflected that category. 

Critical Incident # 1: The Immigration Officer 

This incident centers around Felipe, a senior official in the Philippines 

Ministry of Communication, who, after being invited to the United States is 

questioned very thoroughly by US Customs and Immigration. Felipe becomes 

irritated and refuses to answer any more questions, which results in his being 

taken to another office for further questioning and verification of his papers. 
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When Felipe is finally allowed to enter the USA, he is very indignant and 

swears to never return to the USA. 

Control Group: Pre-test 

On the pre-test, many control group subjects felt that Felipe was treated poorly by 

US Immigration and Customs: 

"He was invited to the USA and then questioned about his intent for being here" 
"He shouldn't have to give out all this infonnation to enter a country he was invited to" 
"This procedure is completely uncivilized" 
"He was an invited guest, but treated as if he had come here to cause trouble" 
"They had no reason not to believe his answers" 
"They just double-checked his documents to hassle him" 
"He shouldn't have been questioned so intently if he was a~ invited guest" 

Some subjects went one step further and accused US Immigration and Customs of out-

and-out racism: 

"He is singled out because he is a well-to-do minority and therefore highly suspicious" 
"Immigration picked on him because he is not a white American" 
"He was picked on for his skin color" 
"He was picked on for his accent" 
"He was singled out because he was different" 
"A white American's documents would not have been so closely scrutinized" 
"As a Filipino, he was immediately suspect as a drug smuggler (as if only non-whites 

smuggle drugs)" 

Finally, there were a significant number of subjects who felt that the US was entirely 

justified in their treatment of Felipe: 

"He should respect the right of Americans to control who enters and leaves the county" 
"He comes from a high drug-trafficking area-Customs had no choice" 
"Customs can't assume anyone in a unifonn is a 'good guy' and let him in without being 

questioned" 
"America is one of the worst countries for drug problems. All entrants from suspicious 

countries have to be checked" 
"Customs are only following orders" 
"A belligerent attitude is onen a sign of guilt- Customs had to check him out" 



Posttest 

On the posttest however,jour categories appeared as explanations as to what 

happened: The first three categories on the pre-test re-appeared here on the posttest: 
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"Poor Treatment by US Immigration and Customs," "Racism" and "US is Justified" On 

the posttest, a fourth category appeared in which subjects felt that Felipe's own 

expectations set him up to be disappointed: 

"Felipe expected the US to be extremely efficient and considerate" 
"He didn't expect to be questioned by Customs, since he was invited" 
"He thought that because he is a trusted, high-ranking official in his own country, that 

should be the case everywhere" 
"He thought he was always to be the interrogator, not the interrogatee" 
"People of high political standing always feel insulted if not treated according to protocol" 
"He expected preferential treatment, but not in a negative way" 

The subjects in the control group were able to view critical incident # 1 from one 

additional perspective by the end of the study period: 

Critical Incident # 1: Control Group 

Pre-test 
Poor Treatment by US Customs 

Racism 
US is Justified 

Treatment Group: Pre-test 

Posttest 
Poor Treatment by US Customs 

Racism 
US is Justified 

Felipe 's False Expectations 

On the pre-test the subjects' comments fit into the same four categories as the 

posttest of the control group. They also elicited similar comments: 

Poor Treatment by US Customs and Immigration: 

"The questions were too personal" 
"The questioning took too long" 
"He was treated like a criminal" 
"He was asked the same questions over and ovcr ... for what'?" 



"He is being harassed ... regardless of his rank" 
"Customs, without just cause, assumed that he would try to stay in the USA" 

Racism: 

"To US Customs, if he is a Filipino, then he is a drug dealer" 
"He was hassled and suspect only because he wasn't white" 
"Filipinos are second-class citizens AT BEST in the USA" 
"To Customs, if you look different, then you are guilty" 
"Dark skin gives [customs] a license to hassle you" 

US is Justified: 

"He should expect to be questioned. Every country does it" 
"Immigration is just doing what they had to do" 
"Ifhe had cooperated, it wouldn't have turned into a hassle. They had no choice" 
"He may be a somebody at home, but he's just another traveler here" 
"With all the phony passports and illegal immigrants customs deals with daily, they had no 

choice but to question him" 

Felipe's False Expectations: 

"He expected to be highly respected as an invitee of the US Government" 
"He expected to go through customs with no problem like all the others probably did" 
"He didn't expect to be stereotyped as a drug dealer" 
"He didn't expect his answers to questions to be doubted" 
"He didn't expect that someone of his rank would be questioned by a subordinate" 

Posttest 
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On the posttest, subjects' comments fell into six categories. These categories 

include the four found on the pre-test (poor treatment by US Immigration and Customs, 

Racism, US is Justified and Felipe's False Expectations) plus two more categories. Some 

subjects felt that cultural differences were the cause of this situation. Comments which fit 

into this category include: 



"Questioning a man of his stature is probably a sign of disrespect in his culture" 
"In the Philippines, unlike in the US, you are probably treated according to your rank 

when you enter the country" 
"In his culture, he probably doesn't have to disclose information to strangers" 
"In his culture, it may not hold that 'the sooner you cooperate, the sooner you can go'" 

Other subjects felt that the problem did not lie in the behavior of US Immigration and 

Customs but in the fact that Felipe was made to feel insulted: 

"Customs questions insulted him and his rank" 
"He felt insulted by being singled out as suspect because of his nationality" 
"He was insulted that his looks mark him as a criminal in the US" 
"He was insulted at being treated as if he had done something wrong" 
"He was probably insulted at seeing all the Americans go through with no problem and 

then finding that he is not treated the same way" 
"He was insulted that his answers to their questions were not good enough for them" 
"He is insulted by the insinuations of the customs officers" 
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As the results show, treatment group subjects were able to view critical incident #1 

from two additional perspectives by the end of the study period: 

Critical Incident # 1: Treatment Group 

Pre-test 
Poor Treatment by US Customs 

Racism 
US is Justified 

Felipe's False Expectations 

Critical Incident #2: They Are Talking About Me 

Posttest 
Poor Treatment by US Customs 

Racism 
US is Justified 

Felipe's False Expectations 
Cultural Differences 
Felipe Felt Insulted 

This incident revolves around Alan, a New Zealander who was invited 

to work in a foreign country. Because of his good progress in his job, and the 

fact that he knew some of the language, Alan was often asked to give formal 

presentations. After a while, however, he noted that the co-workers did not 
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mix with him, rarely spoke to him and often chatted amongst themselves about 

him-Alan often heard his name mentioned .. He became convinced that he was 

the topic of negative conversation, and it bothered him enough to cause him to 

lose sleep and productivity on the job. 

Control Group: Pre-test 

On the pre-test, the subjects' comments fell into three major categories, the first of 

which blamed Alan for the situation that had developed: 

"He cares too much about what others think of him ... not enough about what he thinks 
of himself' 

"Alan is a grown up. He should do something about it instead of whining" 
"Alan should know that it is human nature to poke fun at the boss!" 
"Alan is being overly sensitive" 
"He chose to believe the worst" 
"It's Alan's fault because he chose not to socialize" 
"Why can't Alan make the first move?" 
"Alan should include himself in their breaks ... they may think that he doesn't want to 

socialize with theml" 

The second category contains comments which clearly show that the subjects viewed the 

situation as something that could not be helped, given the circumstances: 

"There is a natural tendency for foreigners to feel left out and talked about" 
"It takes more than six months for people to get used to a different culture" 
" ... strangers from another land arc a novelty. The workers arc not being mean to him, 

they are just curious about him" 
"Our need for acceptance doesn't change, no matter where we are" 
"Because he is a foreigner, the co-workers may feel that he isn't interested in their talk" 
"Since Alan hasn't shown a desire to socialize with them, they arc respecting his choice" 
"All newcomers feel they are being pointed at and stared at" 

The remainder of the subjects felt that the situation which had developed for Alan was to 

be blamed on the co-workers: 



"Many of the co-workers feel that they should have been given the position, not a 
stranger" 

"The co-workers behavior is ignorant and rude" 
"Alan has done a lot to help the company and therefore deserves respect from the jealous 

co-workers" 
"No matter their culture, the co-workers are aware that their behavior is offensive and 

cruel to Alan. It is therefore deliberate" 
"The co-workers wanted the success Alan had" 
"The co-workers are being inconsiderate" 
"The co-workers are being unfriendly" 
"The co-workers are also unfamiliar with Alan's culture, so probably thought him a little 

strange!" 

Posttest 

On the posttest, the control group subjects repeated the same three categories 

found on the pre-test and added one more. Subjects whose comments fit into this 

category clearly felt that Alan's situation had developed as a result of his not being 

properly prepared to live and work in a foreign country: 

"Nobody can be fully prepared for informal conversation in a formal language class" 
"Formal language classes set you up to fail at casual conversation!" 
"Just because he knows the language doesn't mean he knows the culture" 
"There are cultural norms that include gestures and body language. Alan probably made 

the mistakes first in these simple ways" 
"Alan should make an extra effort to learn the culture. He cannot get along there without 

it" 
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The subjects in the control group were able to view critical incident #2 from one 

additional perspective by the end of the study period 

Critical Incident #2: Control Group 

Pre-test 
Alan's Own Fault 

Dynamics of Situation 
Fault of the Co-Workers 

Posttest 
Alan's Own Fault 

Dynamics of Situation 
Fault oftlle Co-Workers 

III Preparedness 
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Treatment Group: Pre-test 

On the pre-test, subjects in the treatment group had similar responses to the 

subjects in the control group in that their comments fell into two categories shared by the 

control group, "Alan's Own Fault" and "Dynamics of the Situation." Both categories also 

received similar comments: 

Alan's Own Fault: 

"When he noticed that he was not mixing with the co-workers, he should have taken things 
upon himself and invited them for a beer or something" 

"He needs to relax and learn to interact with his co-workers in a informal setting" 
"If he doesn't show friendliness towards them, why should they towards him?" 
"He should find out the facts before jumping to negative conclusions" 
"He should try to be friendlier according to the customs of the visiting country-for 

example, gifts, invitation to dinner, watching or participating in sports, etc." 
"He should have taken the initiative" 

Dynamics of the Situation: 

"Many of the co-workers may have had seniority over Alan. When someone new passes 
you or even your longtime working partners quickly on the business ladder, you can't 
help but distance yourself from them" 

"They may not be talking negatively, and may feel uncomfortable in approaching him on a 
friend to friend basis. He, on the other hand, may be sending messages unknowingly 
that he is uncomfortable approaching them" 

"A new person in a new setting always feels insecure about his surroundings. Give it time!" 
"His feeling is normal for a foreigner among a group of natives in their country" 

Posttest 

On the posttest, subjects in the treatment group again listed comments which fit 

into the two categories in the pre-test, but added an additional two categories, the first of 

which appeared in the pre-test of the control group and was termed "Fault of Co

Workers." Subjects comments in this category were similar to the comments given by 

control group subjects: 



"The co-workers must have felt threatened by Alan, or were jealous of his accomplishments, 
so they wanted him to feel like an outsider" 

"The co-workers are jealous. If they weren't, Alan wouldn't be alone during the breaks" 
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"They see Alan as different and unattainable. They are intimidated by his quick success but play 
if off as if they think less of him. Plain and simple, they are jealous" 

"If the workers don't like him, they don't have to include him, but they should at least not talk 
about him behind his back. Surely they know that he ean understand his name?" 

"If they use his name within hearing distance, then their actions to make him feel left out are 
deliberate" 

"They are being incredibly insensitive" 
"Just to be polite, they should have taken on the responsibility of showing him around and 

making him feel welcome and comfortable" 

The second additional category, "Ill Preparedness" also appeared on the control group 

pre-test. The comments given by treatment group subjects appear to be the same: 

"Alan felt that his education in New Zealand should have prepared him for everything, but it 
only taught him the language, not what to expect in terms of the patterns of interaction" 

"Alan was unprepared, but to his credit, he should have been told that 'Experience is the only 
true teacher'" 

"He was unaware of the ways in which the members of this society interact. Perhaps he should 
try harder to learn these different interactions and approach the people of this culture 

with confidence" 
"You can't communicate conversationally if you don't know tlte culture you're dealing with" 
"He learned a bit of the language, but not how to interact informally" 
"Alan should have known some of the customs beforehand, then tltis may not have bappened" 
"Alan learned how to talk to the company, but not how to interact with the workers" 
"Since he hasn't learned their culture, his interpretation of the workers actions may be totally 

incorrect" 

Control group subjects were able to view critical incident #2 from two additional 

perspectives by the end of the study period: 

Critical Incident #2: Treatment Group 

Pre-test 
Alan's Own Fault 

Dynamics of Situation 

Posttest 
Alan's Own Fault 

Dynamics of Situation 
Fault of Co-Workers 

11/ Preparedness 
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Critical Incident #3: Trip To The Public Market 

This incident centers around Jane, an Australian with high-school 

level Spanish who went to work in Central America for a multinational 

organization. Wishing to view something of the local culture, she stopped at a 

public market and chatted for a few minutes to the stall owner in Spanish 

while admiring some of the dresses. When Jane left without buying anything, 

it appeared that the stall owner was shouting at her in an unpleasant tone. 

From this experience, Jane began to develop negative feelings about her job 

and her host country. 

Control Group: Pre-test 

Subjects' comments on the pre-test fell into three main categories. Comments 

which fit into the first category tend to view cultural differences as the reason for Jane'·s 

negative feelings: 

"Maybe Jane inadvertently gave the impression that the dresses weren't good enough" 
"She was not used to foreign market culturel It is typical behavior" 
"Perhaps in that culture, investing so much time meant that she was going to buy something" 
"Perhaps Jane's decision not to purchase was insulting to the owner" 
"For the store owner, she was another rich tourist wanting to buy something, whereas for Jane, it 

was a chance to chat in Spanish and learn something of the culture" 
"To Jane, the owner was being friendly, for the owner, it was a put-on-happiness to encourage a 

purchase" 
"Obviously, the mannerisms between the two cultures differ" 
"In many countries it is impolite not to purchase something when tile vendors give you their time 

and attention" 

Other subjects felt that Jane's naivete brought about this situation: 

"She is very naive if she lets one incident cloud her feelings about the entire country" 
"If she lets one isolated incident affect her career choice, she needs therapy!" 
"She should know that market vendors are not a good standard to measure and entire country by" 
"She is overreacting. Does she really think that vendors are never rude in Australia?" 



"What does she expect? She took up the clerk's time when s/he could have been waiting on a 
customer who would make a purchase" 
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"This could have happened anywhere! Just because the store owner is mean doesn't mean that 
the entire country is mean!" 

The remaining subjects felt that Jane's unpreparedness for her stint abroad is what caused 

such a reaction from her when she arrived there: 

"She is ignorant of the cultural and behavioral patterns" 
"If she had learned the culture as well as the language, she would have understood what was 

going on" 
"If she had learned the language better, she could have handled this" 
"Her country could not possibly have thought her well-prepared if they sent her there with only 

high -school Spanish" 

Posttest: 

Interestingly, the control group subjects' comments were of the same caliber and 

fell into the same three categories on their posttest as they did on their pre-test. In the 

case of this critical incident, subjects in the control group did not view the situation from 

any additional perspectives at the end of the study period than they did at the beginning. 

Critical Incident #3: Control Group 

Pre-test 
Cultural Differences 

Jane's Naivete 
III Preparedness 

Treatment Group: Pre-test 

Posttest 
Cultural Differences 

Jane's Naivete 
III Preparedness 

Treatment group subjects' comments on the pre-test fell into two of the categories 

found in the control group pre-test, "Jane's Naivete" and "Ill Preparedness." Subjects 

comments appear to be the same: 

Jane's Naivete: 
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"Jane must have shopped at a market before, and she should know that this is their way of trying 
to get you to buy something" 

"She shouldn't be so naive! This incident should have no bearing whatsoever on her feelings 
about her assignment or the country" 

"Perhaps the owner had a bad day with tourists. Jane should know enough not to take it 
personally" 

"She should know that bad or not-so-nice things happen everywhere. So will they if she gives 
up and goes home" 

III Preparedness: 

"If Jane had known the culture not just the language, she could have avoided this" 
"High-school Spanish is not enough to be culturally immersed" 
"Her company should not have sent her to Central American unprepared" 
"She should have learned about markets, bargaining, etc. ahead of time" 

Posttest: 

On the posttest, subjects' comments fell into six different categories, two of which, 

"Jane's Naivete" and "Ill Preparedness," also appeared on the pre-test and will therefore 

not be repeated here. The third category, which blamed cultural differences for the 

situation that developed, brought about the same comments as were found on the pre- and 

posttest of the control group: 

"The stall owner probably felt that Jane was teasing as to whether she would buy something or 
not, and when she didn't it was degrading for himlher" 

"Perhaps it is a custom there that if you show interest in merchandise or even touch it, then you 
should buy it" 

"What Jane heard as an unpleasant tone may have been nice-he may have been trying to 
bargain with her" 

"Perhaps the custom was to bargain, and Jane didn't follow the custom" 
"Its a different culture with different ways of doing things. It is not Australia" 

Some subjects, however, felt that Jane had made a conscious choice to view everything 

that happened negatively: 



"She chose to interpret the comment as negative. It could have been something nice" 
"Jane is stereotyping, the one thing she feels they are doing to her" 
"Jane is choosing to blow things out of proportion" 
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"Instead of jumping to negative conclusions, she could have found out what she had inadvertently 
done" 

"She listened to the tone of the comment and interpreted it according to tonal patterns of her 
language. Did she listen to the words (given her high-school Spanish)? She doesn't 
know the rhymes and nuances of a language" 

Other subjects felt that the store-owner's behavior was completely out-of-line: 

"The storekeeper was probably jealous that she spoke Spanish and therefore didn't fall for his 
had sell routine" 

"The stall-owner was down right RUDE" 
"The store owner was frustrated and took it out on Jane" 
"The stall owner was mad because s/he didn't make a sale, but then again, if customers are 

treated like that, s/he probably doesn't make many sales at all!" 
"The vendor was too aggressive. If the goal was to make a sale, he should have been kind and 

patient and polite" 

A few of the subjects felt that the store owner indeed was responsible, but was perfectly 

justified in his/her behavior: 

"In markets, the owners invest a lot of time and energy in trying to get you to buy something 
If you don't they take it personally" 

"The owner was mad, but rightly so. Jane had money, taunted him with it, and then let him 
believe that she wanted to buy sometlling, and then left" 

"He was mad because he didn't realize that she had never had any intention to buy at all. She 
just wanted a chance to practice her Spanish on someone" 

In critical incident #3, subjects in the treatment group were able to view the 

situation from/our additional perspectives by the end of the study period: 

Critical Incident #3: Treatment Group 

Pre-test 
Jane's Naivete 

III Preparedness 

Posttest 
Jane's Naivete 

III Preparedness 
Conscious Negative View 

Store Owner's Fault 
Owner is ./ustified 

Cultural Differences 
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Critical Incident #4: A Political Debate? 

For their Political Science class, Sharlene and Qing-yu were 

discussing the policies held by their respective countries. When Sharlene was 

talking about the USA, Qing-yu asked her about something she didn't 

understand. Sharlene agreed that it was confusing and went on to list other 

aspects about US policies she found confusing. This surprised Qing-yu. When 

Qing-yu talked about Chinese policies, Sharlene interrupted with comments, 

objections and criticisms of that and other related policies. Qing-yu became 

quite defensive, upset and ended up halting the discussion and leaving. 

Control Group: Pre-test 

Comments from subjects in the control group on the pre-test fell into three clear 

categories. The majority of subjects' comments fell into the first category, which viewed 

Sharlene's behavior as inappropriate: 

"Sharlene should have seen that Qing-yu had for her country and not criticized it" 
"Sharlene was not asked for her opinion, so she shouldn't have given it" 
"Qing-yu gave Sharlene respect, but Sharlene gave none in return" 
"Sharlene was interested only in giving her opinion, not in hearing Qing-yu's" 
"Sharlene was rude to keep interrupting Qing-yu" 
"Sharlene was trashing country policies rather than comparing and contrasting them" 
"Sharlene clearly did not feel that Qing-yu's views are valid or important" 
"It was a monologue, not a dialogue" 

Other subjects felt that the bad feelings came about because Qing-yu had misunderstood 

the situation: 

"Qing-yu was offended that Sharlene would criticize her country and therefore her" 
"Qing-yu took the criticism too personally, it was not meant for her, just her country" 
"Qing-yu misunderstood Sharlene expression oflack of knowledge about China's policies" 
"Qing-yu felt personally attacked when Sharlene criticized her country" 
"Because you come from a country, you tend to believe in that country's policies. Attacks on 

them are like attacks on you" 
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The remaining comments showed that subjects clearly felt the situation to be a result of 

differences in culture: 

"In Qing-yu's culture, one cannot respect somebody who criticizes their own country" 
"She did not understand that being American means to openly criticize policy" 
"Qing-yu could not understand Sharlene's behavior because in China, criticism is not tolerated 

and ethnocentrism is in-bread as a result" 
"In Qing-yu's culture, one is obliged to honor and respect one's country and policies" 
"In Qing-yu's country, people feel a part of the government, and it is in every part of their daily 

lives" 

Posttest 

On the posttest, comments from subjects in the control group were of exactly the 

same caliber and fell into the same three categories listed above. Thus, for critical incident 

. #4, control group subjects, at the end of the study period, viewed the situation in the same 

way as they did at the beginning. 

Critical Incident #4: Control Group 

Pre-test 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Treatment Group 

Posttest 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

On the pre-test, subjects in the treatment group responded with the same three 

categories as found in the control group. The comments were also the same: 

Sharlene Behaved Improperly: 

"Sharlene effectively 'shut down' Qing-yu" 
"She was rude-she gave her opinions when they were not asked for" 
"Sharlene wouldn't let Qing-yu speak" 
"She was overpowering and aggressive" 
"She refused to hear out Qing-yu" 
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Qing-yu Misunderstood: 

"Qing-yu believed that because Sharlene was criticizing her country, she was also criticizing her" 
"Qing-yu felt attacked for what her country believed" 
"She is not used to having her ideas questioned" 
"Qing-yu is not used to having to defend her country's views" 
"Qing-yu didn't realize that questioning critically is a bridge to better understanding and 

friendship, it is not a personal attack" 

Cultural Differences: 

"Interrupting before someone is finished speaking is probably rude in China" 
"Qing-yu's culture makes her very accepting of all her country does, Sharlene's culture makes 

her very critical and questioning of all her country does" 
"In our country it is good to discuss and criticize in the hopes of promoting change. In other 

countries it is disrespectful and sometimes unlawful to do so" 
"Sharlene has always been encouraged to criticize whereas Qing-yu has always been forbidden" 

Posttest 

On the posttest, the treatment group came up with four categories, three of which 

were found on the pre-test, and one additional category in which subjects blamed Qing-yu 

for the situation that has developed. Comments which fell into this category included the 

following: 

"Qing-yu refused to even consider what Sharlene was saying" 
"She chose not to be open-minded about the situation" 
"Qing-yu was very ethnocentric-anyone who even questioned her beliefs was attacking her" 
"Qing-yu is a well-trained communist-refuse to listen to any other viewpoint" 
"Rather than run the risk of having to question your own beliefs, Qing-yu took the cowards' way 

out and left" 
"Qing-yu chose to view Sharlene's comments as offensive, rather than inquisitive, which is what 

they were" . 

For critical incident #4, subjects in the treatment group were able to view the situation 

from one additional perspective by the end of the study period: 



Critical Incident #4: Treatment Group 

Pre-test 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Critical Incident #5: Am I That Different? 

Posttest 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

OinJ;!-YU 's Fault 

This incident centers around Susan, a tall, blonde Canadian spending 

one month in Mexico City doing research at the Museum of Fine Arts. Before 

leaving she was both excited about the trip and a bit fearful, as she had never 

been anywhere except the United States and knew very little Spanish. Upon 

her arrival in Mexico, she immediately sensed that everybody was looking at 

her and talking about her. Susan tried to ignore it but felt it getting worse each 

day. She quickly withdrew into herself and never went out of her house except 

to go to and from work, which she did by taxi. She became depressed and was 

very relieved to go home. 

Control Group and Treatment Group: 
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Interestingly, both control group and treatment group subjects had only one basic 

comment to make about this situation, namely that it was entirely Susan's own fault. The 

comments were the same for both groups on both the pre- and posttests and included the 

following: 

"She didn't make any attempt to get to know the people" 
"She didn't try to get to know the culture" 
"She was imagining a lot of the attention she was getting" 
"She chose to view the attention she was getting negatively" 
"She should know that blondes in Mexico will always get stared at" 
"It wasn't THEIR fault she had a bad time in Mexico" 
"She has no self-confidence" 



"She set herself up to have a bad time even before she left" 
"Even before she left she had negative feelings and feelings of trepidation" 
"She should have just ignored them and moved on" 
"It is only natural that they would stare at her-she's a tall blonde in a dark-haired country" 
"Isn't she curiously exploring the new place and people just as they are exploring her?" 
"She has a persecution complex" 
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For critical incident #5, all subjects viewed the situation in the same way at the end 

of the study as they did at the beginning: 

Critical Incident #5 

Pre-test & Posttest Pre-test & Posttest 
Susan's Fault Susan's Fault 

Critical Incident #6: After Exhilaration At The Airport 

Bob had just returned home from spending three years in Nairobi 

where he learned many new techniques for his work and had many amazing 

experiences. He was eager to tell his friends all of this. Family and friends, 

obviously delighted to see him, overloaded him with questions and then began 

filling Bob in on all that he had missed over the past three years. Nobody asked 

Bob about his experiences and after a while, he began to feel lost and 

uncomfortable as they talked about theirs. Bob felt miserable and came to the 

conclusion that his friends were not interested in his experiences abroad. 

Treatment Group: Pre-test 

On the pre-test, many subjects felt that the situation was the result of Bob's 

expectations not being met. Their comments included the following: 

"His friends were only interested in what Bob had missed at home" 
"He expected everyone to drop everything for him" 
"His expectations are too high" 
"He e:\-pccted to be asked a million questions but wasn't" 



"Bob expected to be the center of attention-at least for a while" 
"He expected his friends to be interested in what he had gone through in Nairobi" 
"He expected that he would have been missed a lot by his friends" 
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Other subjects felt that the situation was the result of a misunderstanding as to what each 

thought the other wanted: 

"He thought his friends wanted to hear about him and they thought he wanted to hear about 
them" 

"His friends only wanted him to know what he had missed, not what they had missed" 
"He dido't understand that his friends were happy to see him, not happy to hear about his trip" 
"He thought his trip was important whereas the friends thought his return was important" 
"He was interested in his friends' reaction to him, whereas they were interested in his reaction to 

what had been going on in his absence" 
"He wanted to talk about his trip, but they thought he wanted to know what had gone on while he 

was away" 

Posttest 

On the posttest, subjects in the control group repeated the same two categories 

listed above and added another two perspectives. Many thought that the way Bob felt 

was simply the result of the dynamics of that particular situation: 

"He is still thinking as he did in Africa. He is not used to American ways of interacting yet" 
"Bob's friends cannot relate to his experiences in Africa because they did not share the 

experience with him" 
"As a result of his trip, Bob grew and changed in a different way than his friends did" 
"Bob can't relate as well to his friends because they had different experiences than he did and 

therefore have changed in a different way" 

Other subjects felt that Bob's friends were to blame for Bob's uncomfortable feeling: 

"He should get some new friends" 
"His friends arc very rude" 
"His friends have let him down" 
"They don't care about him as much as he seemed to think they did" 
"His friends only care about themselves and their country" 
"Simply put, his friends are not interested" 



For critical incident #6, subjects in the control group were able to view the 

situation from two additional perspectives by the end of the study period: 

Critical Incident #6: Control Group 

Pre-test 
Bob's Expectations not met 

Misunderstanding 

Treatment Group: Pre-test 

Posttest 
Bob's Expectations not met 

Misunderstanding 
Dynamics o/Situation 
Fault of Bob's Friends 
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Subjects in the treatment group initially categorized the situation in the same two 

ways as did subjects in the control group. Their comments were also the same: 

Bob's Expectations Not Met: 

"What he expected from his friends is not what materialized" 
"His expectations that he was sorely missed were too far-fetched. Life back home had gone on 

merrily without his presence" 
"His family and friends were happier to see him (something they knew) than to hear about Africa 

(something they didn't know)" 

Misunderstanding: 

"His friends probably thought that Bob was dying to know all the home gossip but in reality he 
wanted to talk about his trip to Africa" 

"His friends probably thought that he would first like to know what he had missed at home, 
when in reality, he wanted to tell everyone about his trip" 

"His friends were interested in Bob's reaction to what had gone on in his absence while Bob was 
interested in their reaction to what had happened in Africa" 
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Posttest: 

On the posttest, the treatment group viewed Bob's situation from an additional 

three perspectives. As with subjects in the control group, some felt that the dynamics of 

that particular situation was the cause: 

"Bob is suffering from reverse culture shock" 
"Bob has been in Africa for three years, he has forgotten how to 'read' his friends" 
"Bob ccrtainly experienced a lot, but so did his friends I " 
"Bob had adapted to Nairobi culture and hadn't yet readjusted" 
"Bob thought that his experiences would be of interest to his friends while his friends thought 

that there experiences would be of interest to Bob" 
"Bob's friends had as much to tell him as he had to tell them" 

Again, following the pattern established in the control group, some subjects felt that Bob's 

friends were entirely to blame for this situation: 

"His friends are sclf-serving" 
"His friends have not come through for him" 
"He has rude friends" 
"Perhaps he had better change friends" 
"His friends don't care about him as much as he thought they did" 

In addition to the above two categories, some subjects in the treatment group blamed the 

situation on Bob, claiming that he was solely responsible for the outcome of this situation: 

"He should have been assertive cnough to say something about wanting to talk about his trip" 
"He should realize that it is hard for his friends to show interest in something they have not 

experienced" 
"He was not forthright enough" 
"He should have brought the conversation around to himself and his friends" 
"He was so focused on what was important to him that he forgot what was important to his 

friends" 
"He is taking this way too personally" 

Subjects in the treatment group were able to view critical incident #6 from three additional 

perspectives by the end of the study period. 



Critical Incident #6: Treatment Group 

Pre-test 
Expectations Not Met 

Misunderstanding 

Critical Incident #7: Coming Back Home 

Posttest 
Expectations Not Met 

Misunderstanding 
Fault 0/ Friends 

Dynamics o/Situation 
Bob's Fault 

Becky had just returned home to Colorado after spending three years 

in the Philippines. What confused her is that she was now wishing she was in 

the Philippines, even though she had hated the weather, food, dirt, people and 

traffic for a long time while she was there. Also, what she longed for in 

Colorado while she was in the Philippines did not satisfy her now that she was 

back in Colorado-in fact, she found herself longing for things in the 

Philippines. Becky was feeling very confused and out of place. 

Control Group: Pre-test 

On the pre-test, subjects in the control group unanimously felt that Becky was 

going through the readjustment process: 

"She just needs time to readjust" 
"Everything will feel strange for a while" 
"Becky has changed the things that were once important to her so she now perceives things 

differently. It will take a while to rc.1djust" 
"She is still trying to fit into Boulder with a Philippine mentality" 
"Things once familiar are now alien to her" 
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Posttest 

On the posttest, subjects in the control group added a second category. While 

many still viewed the situation as typifying the readjustment process, or "reverse culture 

shock," others felt that this melancholy Becky was now suffering was of her own making: 

"Becky's expectations of life in Boulder are seen through home-sick eyes!" 
"She is being impatient" 
"She wants everything to be perfect-NOW" 
"She didn't like the Philippines or Boulder. She will never be happy unless she chooses to be 

happy": 
"She can't be content with anything" 
"She'll only be happy when she makes up her mind to be happy" 

Overall, subjects in the control group were able to view Becky's situation from 

one additional perspective by the end of the study period: 

Critical Incident #7: Treatment Group 

Pre-test 
Readjustment Process 

Treatment Group: Pre-test 

Posttest 
Readjustment Process 
Bee's Own Faull 

On the pre-test, subjects in the treatment group also classified Becky's situation as 

a problem of readjustment: 

"She is suffering from reverse culture shock" 
"She must learn to cherish the memories and move on" 
"She is trying to get used to her old ways, but they no longer exist. She is not the same Becky 

who left three years ago" 
"Things once familiar arc now alien to her" 

Posttest 

On the posttest, subjects in the treatment group added another two categories. In 

addition to viewing Becky's situation as one of readjustment, some subjects, like their. 
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counterparts in the control group, came to believe that Becky was responsible for her own 

mental state: 

"She is expecting Boulder to welcome her with open arms, she should realize that life went on 
without her and she is the one who must readjust" 

"She is very impatient. She wants everything to be the way she wants it. She needs an attitude 
adjustment" 

"When she was in the Philippines, she had a negative attitude and thought Boulder was ideal, 
now, in Boulder, she has a negative attitude and thinks the Philippines is ideal. Becky is 
looking for something outside to make her happy on the inside. She isn't helping 
herself at all" 

In addition to blaming Becky and viewing her situation as one of readjustment, some of 

the subjects felt that the situation was unavoidable, but was neither caused by 

readjustment nor by Becky: 

"Even though a situation may be difficult at the time, once it is over people often long to be back 
in it" 

"The old adage applies: She didn't know what she had until it was gone!" 
"We always crave the familiar, and Becky is no different" 
"Now that she is back home, nothing is new and exotic anymore. This is what she is missing" 
"The things from home were not as important once she had them" 
"Extended periods of travel leave a person with no real home" 

The treatment group was able to view critical incident #7 from two additional 

perspectives by the end of the study period: 

Critical Incident #7: Treatment Group 

Pre-test 
Readjustment Process 

Critical Incident #8: Bringing Him Home To Dad 

PosUest 
Readjustment Process 

Becky's Fault 
Dynamics o{Sitlialion 

Scott, an American living in Iran, met Nazilah, an Iranian woman, 

through a mutual friend and began seeing her casually as a friend to go to 

movies, nightclubs and parties with. After a few weeks, Nazilah invited Scott 



home to meet her parents. Nazilah's father very quickly began questioning 

Scott about his reasons for being in Iran, his background, and his family, both 

immediate and distant. He then wanted to know when Scott was going to 

marry Nazilah and where they would be living. Scott tried to explain that they 

were just friends, and only new friends at that, but the father ordered Scott out 

of his house and his daughter's life. Scott was dumbfounded. 

Control Group: Pre-test 

On the pre-test, subjects in the control group were divided between two 

possibilities as to what caused Scott's falling-out with Nazilah's father. Many subjects 

believed that Nazilah was to blame: 

"This was her way offinding out what Scott's intentions toward her really were" 
"She wanted to push him into marriage and this was her way of putting him on the spot" 
"She knew the cultural meaning of Scott's meeting her parents yet told him nothing" 
"She sees Scott as her ticket out of a repressed society" 
"She knew what her father would say, so she shouldn't have let the two meet" 

Others felt that the situation could not, in any way, be blamed on Scott: 

"He didn't know what Iran's traditions were, so it wasn't his fault" 
"He doesn't know how Iranian's think, so understandably he was personally offended" 
"Scott didn't understand the customs so he is not at fault here" 
"He didn't see that Iran and America have different ways of treating women" 
"Clearly he was set up. It is not his fault" 

Posttest 

On the posttest, subjects in the control group repeated the two categories they 

formed on the pre-test, and added an additional two categories. Some felt that the 

situation had resulted from culture contlict: 
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"It is routine and normal for a father to make these assumptions in Iran" 
"This is just the collision of courtship practices between countries" 
"What is acceptable and normal in Scott's culture is not in Nazilah's and vice versa" 
"Each culture has a different expectation about Scott and Nazilah's friendship" 

Others felt that the situation was entirely the father's fault: 

"He was used to traditional practices and upset with the modern role Scott took" 
"Her father is stuck in the old school of thought" 
"Her father doesn't appreciate that American culture is different" 
"Her father thought Scott was using her" 
"Her father wanted her to marry an American so that she could move to America and have a 

better life" 
"Her father should know that most Americans don't follow the practices he believes in" 

For critical incident #8, subjects in the control group were able to view the 

situation from two additional perspectives by'the end of the study period: 

Critical Incident #8: Control Group 

Pre-test 
Nazilah's Fault 

Not Scott's Fault 

Treatment Group: Pre-test 

Posttest 
Nazilah's Fault 

Not Scott's Fault 
Culture Conflict 
Father's Fallit 
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Many subjects in the treatment group felt that Nazilah was entirely to blame for her 

action (or lack of action) in the situation: 

"She knew the cultural value of a man meeting her parents yet did not clarify the situation with 
Scott or her father beforehand" 

"Knowing her cultural dictates, Nazilah should not have let them meet" 
"This was the only way she could find out if Scott intended to marry her" 
"Nazilah should have known her father well enough to predict his actions" 
"She knew what was coming'" 
"The entire situation was easy to avoid-she obviously wanted it to happen" 
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Others felt that what had happened was not because of anything Scott said or did: 

"He was not aware of what meeting an Iranian father meant-he is not to blame" 
"He had not been in Iran long enough to understand the difference in daughter-rearing practices 

between the two countries" 
"He had not yet learned the unspoken expectations of that culture" 
"Since he did not know, understandably, that going to a movie with a girl meant you had to 

marry her, how can it be his fault?" 

Posttest 

On the posttest, some subjects in the treatment group still blamed Nazilah, but 

others changed their minds. Some, like their control group counterparts, felt that the 

situation was simply the result of two cultures not understanding each other: 

"In Nazilah's culture this questioning is probably a highly appropriate and expected thing for a 
father to do" 

"The father did not believe in casual dating. In his culture, if you show interest in someone, you 
marry them. If not, you have no business being with them" 

"In Iranian culture, an engagement is probably expected right away" 
"The father was protecting Nazilah's reputation-in her culture, she couldn't be seen unescorted 

with a man and not be married to him" 
"Perhaps Scott's refusal to feign interest in Nazilah was insulting to both Nazilah and the family" 

Other subjects in the treatment group felt that the situation was the father's fault: 

"The father is old-fashioned and probably expects everybody to live according to his culture" 
"Nazilah's father is a dictator and allows for no compromise" 
"He docs not understand modem social customs" 
"The father was trying to coerce Scott into marriage" 
"Nazilah's father was fearful of his daughter breaking away from traditional roles by first 

dating and second, dating an American" 
"The father knows only his tradition and assumes his daughter will follow it" 

Finally, the majority of subjects in the treatment group, by the time the pre-test came 

around, clearly blamed Scott for the situation that had developed and, as their comments 

reveal, many were disgusted with his behavior: 
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"He should have known that it is the father's duty in that kind of country to protect the 
daughter's reputation so that she will be 'marriageable' until a good husband is found" 

"Shame on ScottI If he didn't know that Middle Eastern women are raised differently then he is 
the most ignorant person on earthl" 

"Scott should have acquired more knowledge of the situation prior to dating the woman. He 
knew that he was not in America and that the women were viewed and treated 
differently" 

"Ignoramus Scott should have known that the whole world isn't American. Different people 
have different values and it was his responsibility ... no ... obligation to learn them" 

"Scott's behavior to Nazilah's parents was disrespectful. He is a guest in their country and 
should have familiarized himself with their expectations" 

"Scott's ignorance is appalling! He should have made it his business to familiarize himself with 
Iranian traditions and customs" 

F or critical incident #8, subjects in the treatment group were able to view the 

situation from an additional three perspectives by the end of the study period. What is of 

particular interest in this case is that on the posttest, /lot one of the 65 subjects in the 

treatment group felt that Scott was not to blame, as so many of them had believed on the 

pre-test. In this case, a category that was clearly marked on the pre-test has completely 

disappeared on the posttest: 

Critical Incident #8: Treatment Group 

Pre-test 
Nazilah's Fault 

Not Scott's Fault 

Critical Incident #9: The Confused Nurse 

Posttest 
Nazilah's Fault 

(7ulture (7onj7ict 
Father's Fault 
Scoll's Fault 

An aboriginal mother, Molly, who came from a traditional tribal area 

in Northern Australia, droppcd-otT her ill fivc-ycar-old son at the local hospital 

and left-bcforc the nurses wcre able to gct any information from hcr about hcr 

son. Two days latcr she returned with two very young and disruptive infants 

but visited her son for just a few minutes before leaving again. She came back 



later that day for a short visit and then prepared to leave again. The nurse told 

Molly to stay, saying that her son needed her, but Molly refused. The nurse 

became furious and told her that she was an uncaring mother. 

Control Group: Pre-test 

Subjects in the control group felt that the situation was Molly's fault. They 

commented that: 

"Molly is an abusive mother" 
"Molly is an uncaring mother" 
"Molly doesn't deserve her kids" 
"Molly is abusing her kid the way her mother probably abused her" 
"Molly is a bad mother, plain and simple" 
"She doesn't want her child and probably never did" 

Posttest: 
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On the posttest, some subjects still felt that Molly was at fault in this situation, but 

others revised their opinions, claiming that the situation was a result of Molly's lack of 

knowledge about Western cultural norms: 

"Molly believes that it is the hospitals duty to care for the sick, not hers" 
"Molly is primitive and lives in a primitive cultural setting, so doesn't understand the function 

of hospitals" 
"Molly doesn't feel that her presence will help. She doesn't know about Western medical 

practices" 
"She was probably terrified of the machinery and technology" 
"She doesn't know anything about medicine, so is taking a step back in favor of someone who 

knows how to help her son" 

Other students felt that the situation was a result of cultural differences: 

"Different cultures have different ways of viewing sickness and care" 
"Her beliefs and ways of doing things doesn't correspond to modern culture" 
"DilTerent cultures view child-rearing in dilTerent ways" 
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Subjects in the control group were able to view the situation from two additional 

perspectives by the end of the study period: 

Critical Incident #9: Control Group 

Pre-test 
Molly is a Bad Mother 

PosUest 
Molly is a Bad Mother 

Lack of Knowledge of Western Cultural Norms 
Cultural Differences 

Treatment Group: Pre-test 

On the pre-test, subjects in the treatment group also viewed Molly as a bad 

mother: 

"Her child is ill, and therefore not so easy to care for, so she no longer wants it" 
"She is a disgrace for a mother" 
"She shouldn't be allowed to have any of her children" 
"She is an abusive mother who should be reported" 
"She has no right to have any children. She is not a mother" 

PosUest: 

On the posttest, subjects viewed the situation from entirely different perspectives. 

For some, the situation resulted because ofa lack of knowledge of West em cultural 

norms: 

"As an aboriginal, she wasn't very civilized and therefore was afraid ofthe hospital situation" 
"Molly probably believes that the child will be better otT if she leaves the nurses and doctors to do 

their thing" 
"Hospitals are sterile, frightening institutions even to those of us who are familiar with them" 
"Technology terrifies Molly-she doesn't understand it but wants it to work for her child" 
"Molly knows that the hospital is a place for healing, and she does not want to be n the way nor 

have her disruptive infants in the way" 

For some, the situation was a result of cultural differences: 

"No mother would abandon her child without a reason. Obviously, Molly's culture played a 
role in her doing so" 



"Perhaps Molly's custom dictates that the child be alone" 
"In Molly's mind, she is doing the best thing for her child" 
"The significance of having a loved on there when you are ill is a cultural thing that maybe 

doesn't apply to Molly's culture" 
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"Aboriginals share in child rearing responsibilities. It is not different to have another member of 
the tribe attending to the son than it is to have his own mother" 

Other subjects felt that Molly left her child at the hospital because she had other 

responsibilities: 

"Maybe she couldn't stay because she had other children to care for who were counting on her" 
"Since there is no mention of a father, Molly probably has to care for her other children as well" 
"Molly had other children to care for. She could not ignore them and stay at the hospital" 
"She can't move herself and her other kids into the hospital room" 
"She has to maintain as nonnal a life as possible for her other kids as well as help her son to get 

well" 

Another feeling among the subjects in the treatment group was that Molly left her son 

alone at the hospital because of financial reasons: 

"Perhaps Molly couldn't afford to stay in the city-Aboriginals arc usually poor" 
"Perhaps she didn't have money to pay the hospital bill and was afraid they would ask for the 

money up front" 
"Maybe Molly couldn't afford to come in every day to the hospital" 
"Molly may have been afraid that if the hospital knew she didn't have any money, they wouldn't 

treat her son" 
"Maybe she couldn't afford the hospital, a baby-sitter for her other kids and the bus fare to 

commute back and forth to her son" 
"It appears that she is a single mother with at least three kids. Need I say more?" 

The remainder of subjects in the treatment group felt that Molly abandoned her son at the 

hospital because of Aboriginal supernatural beliefs: 

"Aboriginal culture is fearful of the supernatural, which itself is connected to illness" 
"As an aboriginal, she probably believes that her son is sick as a result of outside forces and she 

is afraid of them" 
"Aboriginal culture may connect a child's illness with a mother's behavior, or even an 

ancestor's behavior, therefore making Molly want to dist.1nce herself from her son in 
order to improve his chances of getting well" 

"Perhaps she feels that the evil spirits are attacking her through her son. If she distances herself 
from her son, the spirits can no longer harm him" 
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For critical incident #9, subjects in the treatment group were able to view the 

situation from an additionalfive perspectives by the end of the study period. What is 

interesting to note is that while the subjects unanimously blamed Molly for situation on the 

pre-test, not one subject did so on the posttest, thus eliminating the category entirely: 

Critical Incident #9: Treatment Group 

Pre-test 
Molly is a Bad Mother 

Critical Incident #10: A Shopper's Delight? 

Posttest 

Lack of Knowledge of Western cultural norms 
Cultural Differences 

Other Responsibilities 
Financial Reasons 

Beliefs in Supernatural 

Nancy, on a trip through Asia, visited some of the Singaporean 

exchange students she had met in the United States and was looking forward to 

shopping there, as the students had often told her how much cheaper things 

were in Singapore. Nancy was also looking fonvard to being able to watch 

some of the elaborate festivities and customs she had read about. Once in 

Singapore, however, Nancy was jostled and pushed on the street and frequently 

met by a curt and loud reply that all prices were as marked when she inquired 

about the price of something, hoping that the storekeeper would bargain. The 

few items that she did find and like were comparable to the States in terms of 

quality and price. Her friends took her to some of the local places of interest, 

but she found them very 'touristy.' Nancy began to feel angry with her friends 

and the city and left very soon after. 



Control Group: Pre-test 

On the pre-test, subjects in the control group unanimously felt that the situation 

arose because Nancy's expectations were too high: 

"She expected too much" 
"Her expectations were so rigid that any deviation from them was a let-down" 
"Her unrealistic expectations set her up to be disappointed" 
"She expected to find 'utopia' so of course she was disappointed" 

Posttest: 
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On the posttest, many subjects in the control group changed their perspectives 

completely. Some stilI felt that Nancy's high expectations were the cause of the situation, 

however, many felt that Nancy's friends were to blame: 

"Nancy's friends exaggerated about the prices in their country" 
"People glorify their own homes" 
"She was misled by her friends" 
"Nancy's friends were telling her about Singapore through homesick eyes" 
"Her friends only took her to tourist places. No wonder she didn't like it!" 
"They didn't show her the Singapore they always talked about" 

Other subjects in the control group felt that Nancy herself was to blame for the situation: 

"She didn't take into consideration that those telling the stories were natives of the land and that 
she, a foreigner, would be treated differently" 

"She should know not to expect anything from travel except for new experiences" 
"She should have checked out her friends stories first" 
"She should know by now that all people are different" 
"She should know by now not to believe everything you hear" 
"She wasn't willing to be open-minded about her experience" 

Subject in the control group were able to view critical incident #10 from Iwo 

additional perspectives by the end of the study period: 



Critical Incident #10: Control Group 

Pre-test 
Nancy's Expectations Too High 

Treatment Group: Pre-test 

Posttest 
Nancy's Expectations Too High 

Nancy's Fault 
Nancy's Friends Fault 
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Subject in the treatment group, like their control group counterparts, unanimously 

agreed that the situation in critical incident #10 was the result of Nancy's expectation 

being too high to begin with: 
"She shouldn't have expected anything. She should have been open-minded about what she 

was going to experience" 
"She was expecting everything to be like it was in the United States" 
"She had high expectations that would be hard to meet under any circumstances" 
"Her built-up expectations did not allow for any variation in the situation" 
"She expected too much from Singapore and the people there" 

Posttest: 

On the posttest, some subjects still believed that the situation resulted from 

Nancy's expectations being too high. Other subjects, however, had different perspectives. 

Some felt that the situation was Nancy's fault: 

"Nancy forgot that 'there's no place like home' and believed that it would be better in Singapore" 
"The view through Nancy's eyes was different from the view through her friends' eyes. Nancy 

should have allowed for that" 
"She did not allow for the possibility that things would not be the way her friends described 

them" 
"Nancy should know that one always exaggerates the greatness of their own country" 
"Nancy was ill-prepared for the new experience and made it personal" 
"She was not willing to see the city as her friends did" 

Other subjects felt that the situation that resulted was the fault of Nancy's friends: 

"Nancy's friend took hcr only to the tourist traps. Pcrhaps if she had seen the tmc Singaporc she 
would have felt differently" 

"While in the United States, Nancy's friends viewed Singapore as they wanted it to be and then 
relayed that Singapore to Nancy. No wonder she was disappointed!" 
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"Her friends exaggerated about everything to Nancy" 
"Her friends built up Singapore to be the best place on earth" 

Some subjects in the treatment group felt that the situation was the result of the dynamics 

of traveling: 

"Experience is always different from what you read about in an article or what you heard from 
friends-experience is YOUR perspective, the former are other people's" 

"All the travel magazines build a place up to be better than it is. When we visit and find that this 
exotic and exciting place is just another busy, dirty, bustling city, we are always 
disappointed" 

"Travel magazines always exaggerate about the greatness or beauty of a place and either ignore 
altogether or completely downplay the bad" 

"Magazine articles try to lure you away from what you are used to, i.e. a big, dirty, crowded city, 
to something that you rarely experience, i.e. beauty, low prices, exotic locales, etc." 

Subjects in the treatment group were able to view critical incident # 1 0 from an 

additional/hree perspectives by the end of the study period: 

Critical Incident #10: Treatment Group 

Pre-test 
Nancy's Expectations Too High 

Discussion: 

Posttest 
Nancy's Expectations Too High 

Nancy's Fault 
Nancy's Friends' Fault 
Dvnamics ojSitualion 

Before discussing the number of perspectives each from which each group was 

able to view the incidents, the reader is directed to the chart below, which summarizes the 

findings: 



Summary of Perspectives 

Critical Incident # 1: Control Group 

Pre-test 
Poor Treatment by US Customs 

Racism 
US is Justified 

Posttest 
Poor Treatment by US Customs 

Racism 
US if Justified 

Felipe's False Exf2i!ctations 

Critical Incident # 1: Treatment Group 

Pre-test 
Poor Treatment by US Customs 

Racism 
US is Justified 

Felipe's False Expectations 

Postfest 
Poor Treatment by US Customs 

Racism 
US is Justified 

Felipe's False Expectations 
Cultural Differences 
Felipe Felt Insulted 

Critical Incident #2: Control Group 

Pre-test 
Alan's Own Fault 

Dynamics of Situation 
Fault of the Co-Workers 

Posttest 
Alan's Own Fault 

Dynamics of Situation 
Fault of the Co-Worker 

III Preparedness 

Critical Incident #2: Treatment Group 

Pre-test 
Alan's Own Fault 

Dynamics of Situation 

Posttest 
Alan's Own Fault 

Dynamics of Situation 
Fault o/Co-Worker 

III Preparedness 
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Critical Incident #3: Control Group 

Pre-test 
Cultural Differences 

Jane's Naivete 
III Preparedness 

Posttest 
Cultural Differences 

Jane's Naivete 
III Preparedness 

Critical Incident #3: Treatment Group 

Pre-test 
Jane's Naivete 

III Preparedness 

Posttest 
Jane's Naivete 

III Preparedness 
Conscious Negative View 

Store Owner's Fault 
Owner is Justified 

Cultural Differences 

Critical Incident #4: Control Group 

Pre-test 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Posttest 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Critical Incident #4: Treatment Group 

Pre-test 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Critical Incident #5 

Pre-test & Posttest 
Susan's Fault 

Posttest 
Sharlene Behaved Improperly 

Qing-yu Misunderstood 
Cultural Differences 

Oing-yu 's Fault 

Pre-test & Posttest 
Susan's Fault 
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Critical Incident #6: Control Group 

Pre-test 
Bob's Expectations not met 

Misunderstanding 

Posttest 
Bob's Expectations not met 

Misunderstanding 
Dynamics o/Situation 
Fault 0/ Bob's Friends 

Critical Incident #6: Treatment Group 

Pre-test 
Expectations Not Met 

Misunderstanding 

Posttest 
Expectations Not Met 

Misunderstanding 
Faull 0/ Friends 

Dynamics o/Situation 
Bob's Fault 

Critical Incident #7: Control Group 

Pre-test 
Readjustment Process 

Posttest 
Readjustment Process 
Beck's Own Fault 

Critical Incident #7: Treatment Group 

Pre-test 
Readjustment Process 

Posttest 
Readjustment Process 

Becky's Fault 
Dynamics o/Situation 
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Critical Incident #8: Control Group 

Pre-test 
Nazilah's Fault 

Not Scott's Fault 

Posttest 
Nazilah's Fault 

Not Scott's Fault 
Culture Conflict 
Father's Fault 

Critical Incident #8: Treatment Group 

Pre-test 
Nazilah's Fault 

Not Scott's Fault 

Posttest 
Nazilah's Fault 

Culture Conflict 
Father's Fault 
Scott's Fault 

Critical Incident #9: Control Group 

Pre-test 
Molly is a Bad Mother 

Posttest 
Molly is a Bad Mother 

Lack of Knowledge of Western Cultural Norms 
Cultural D~llerences 

Critical Incident #9: Treatment Group 

Pre-test 
Molly is a Bad Mother 

Posttest 

Lack of Knowledge of Western cultural norms 
Cultural Differences 

Other Responsibilities 
Financial Reasons 

Beliefs in Supernatural 



Critical Incident # 1 0: Control Group 

Pre-test 
Nancy's Expectations Too High 

Posttest 
Nancy's Expectations Too High 

Nancy's Fault 
Nancy's Friends Fault 

Critical Incident #10: Treatment Group 

Pre-test 
Nancy's Expectations Too High 

Posttest 
Nancy's Expectations Too High 

Nancy's Fault 
Nancy's Frienclv' Fault 
Dynamics o/Sitllalion 
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When the categories are first examined, one thing becomes immediately 

apparent-namely that both groups were able to view the critical incidents from a greater 

number of perspectives by the end of the study period than they could at the beginning. In 

fact, by the end of the period of study, the control group was able to view seven out of the 

ten critical incidents from more perspectives and the treatment group was able to view 

nine out of the ten critical incidents from a greater number of perspectives. These findings 

suggest that the centuries-old adage "any reading opens the mind" does have a ring of 

truth to it. When examined more closely, however, it becomes clear that the treatment 

group far surpassed the control group in terms of how many additional perspectives each 

critical incident was able to be viewed from on the posttest. In nine out of the ten 

incidents, the treatment group exceeded the control group in terms of actual numbers of 

perspectives as revealed by the comments. The numerical evidence alone sugg~sts that 

multicultural literature, when explored and discussed in an open, multi culturally-aware 

environment does succeed in encouraging students to view a situation from a greater 

number of perspectives and viewpoints than does rhetorical literature discussed in a 

rhetorical fashion. The question that needs to be asked, however, is: 



Does this increase in number of perspectives also reflect a greater cultural awareness 

and/or sensitivity on the part of the subject? This will now be examined. 
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In many cases, subjects in the treatment group came up with comments that fell 

into categories not even thought of by the control group, and many of these categories 

were less accusatory than the control group categories. In critical incident #1, for 

example, the treatment group's comments reveal that they were able to view the situation 

as an objective third-party, and rather than simply being accusatory (as was the control 

group) they were able to see that there were right and wrong actions on both sides of the 

situation and that the actions of one side resulted in a misunderstanding-and 

consequently bad feelings-on the other. Again, in critical incident #3, the control group 

viewed the situation as a "black and white issue" with the fault resting upon one party or 

the other, whereas the treatment group appears more able to view the situation from a 

third-party perspective and determine that there may be cultural differences at play, or that 

the crisis resulted from smaller problems manifesting themselves as larger ones. 

In addition to coming up with new categories and categories which were less 

accusatory, the results also show that the treatment group is able to feel more 

sympathetic-or empathetic-to all the characters involved in the incident. In critical 

incident #9, for example, the treatment group subjects were able to "put themselves into 

Molly's shoes" and see that her refusal to spend time with her ill son could be due to a 

variety of reasons. In addition to a lack of knowledge of Western cultural norms and the 

surfacing of cultural differences (both of which were acknowledged by the control group 

on the posttest) treatment group subjects were also able to see that Molly had other 

responsibilities, since she also had at least two other children; that as an Aboriginal, 
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chances were that her financial situation did not allow for daily transport to and from the 

city; and even that Aboriginal beliefs concerning illness and its cause may be responsible 

for Molly's behavior. 

On the posttest, treatment group subjects twice entirely eliminated a category they 

had created on the pre-test. This complete reversal of opinion did not occur with the 

control group subjects. In critical incident #8, for example, the treatment"group, on the 

pre-test, clearly felt that the situation that had arisen between Scott and the Iranian father 

was not Scott's fault. By the time the posttest came around, however, subjects were 

appalled by Scott's behavior and readily crucified him with their comments. Whereas 

control group subjects felt on both the pre-test and the posttest that Scott was not to 

blame for this situation, treatment group subjects, by the time the posttest came around, 

had completely reversed their opinions. A similar occurrence resulted in critical incident 

#9. Some control group subjects labeled Molly as a bad mother on both the pre-test and 

the posttest. Treatment group subjects, however, unanimously labeled Molly as a bad 

mother on the pre-test, but on the posttest this category was not to be found. Instead, it 

was replaced by five alternate perspectives, nOlle of which blamed Molly for her actions. 

When examined qualitatively, the evidence clearly suggest that multicultural 

literature, when discussed in an open, multi culturally-aware environment, allows readers 

to view situations from a greater number of perspectives, view misunderstanding in a less 

accusatory (black and white) and more open-minded manner, be more sympathetic or 

empathetic to the characters read about in the texts, and, last but probably not least, to 

completely reverse previously-held opinions or attitudes toward characters or situations 

being read about. 
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In terms of question four, the null hypothesis is rejected. The qualitative evidence 

clearly shows that there is a difference between the treatment group and the control group 

in terms of cultural awareness and sensitivity as evidenced by subject explanations as to 

what happened and why on each of the ten critical incidents. 

Analysis of Student Self-Evaluations 

The final question this study asks pertains to the student self-evaluation, which can 

be found in Appendix F: 

Question #5: As a result of participating in a freshman-literature course, is there a 

difference between the treatment group and the control group in student self-evaluations 

investigating overall increases in awareness of--and sensitivity to-other cultures, 

knowledge of other cultures, attitude toward other cultures, desire to continue reading 

books and stories by and about people of other cultures and whether the text used in their 

classroom played a role in this increase? 

Null Hypothesis #5: There is no difference between the treatment group and the 

control group in student self-evaluations investigating overall increases in awareness of-

and sensitivity to-other cultures, knowledge of other cultures, attitude toward other 

cultures, desire to continue reading books and stories by and about people of other 

cultures and whether the text used in their classroom played a role in this increase. 

The first question asked of the subjects on their self-evaluation was: 

Has your awareness of-and sensitivity to-other cultures changed since the beginning qf 
the semester? Please explain ill detail. 



Interestingly, 4 out of 66 students in the control group felt that their awareness 

of.-and sensitivity to-other cultures had increased, and 62 felt that it had either 

remained unchanged or actually decreased. The few subjects who felt that their 
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awareness of.-and sensitivity to-other cultures had increased over the semester offered 

the following comments (these comments are inclusive of the entire yes respondents): 

"I have always been interested in other cultures" 
"Other cultures have always interested me" 
"From what little readings we had about other cultures, 1 came away with knowing more" 
"I realized that 1 like to read about other cultures" 
"I have always thought it interesting to learn about other cultures" 
"I realized that 1 would like to take a cross-culturalliterature class" 
"My awareness and sensitivity hasn't increased, but my desire to increase them has" 

Those who responded no, in other words, those who felt that their awareness of.-and 

sensitivity to-other cultures had not increased or had even decreased offered the 

following comments: 

"I still have preconceived ideas about other cultures-they have to prove tlley are not like that" 
"I haven't been exposed to otller cultures recently-the text did nothing for me" 
"Not really-the poems and stories read in class did not put us in touch with another culture" 
"As a minority myself, 1 have always been sensitive to other cultures" 
"This class did nothing to make me more aware or sensitive to other cultures" 

A large proportion of respondents in the control group indicated that their awareness had 

increased, decreased or remained the same, but chose not to explain the changes. These 

finding suggest that for the control group, subjects overwhelmingly felt that their 

awareness of and sensitivity to other cultures did not change as a result of their English 

102 class. 

When examining the comments from the treatment group subjects, however, one 

immediately sees a very different picture. 61 out of the 65 subjects felt that their 
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awareness of and sensitivity to other cultures had increased, and only 4 felt that it had 

remained unchanged or had actually decreased over the study period. Those who felt that 

their awareness and sensitivity had increased offered the following comments (the yes 

response comments are listed in their entirety): 

"I have changed, but not much because I have always been aware of and sensitivity to other 
cultures" 

"Very much so. I realized that we all think and react differently, and that we have to consider 
others beliefs and thoughts before we speak" 

"I learned that even though other countries rituals may be bizarre to me, they have as much logic 
as my way" 

"I've realized that all cultures have a lot to offer, not just mine" 
"I'm much more cautious about criticizing or discriminating in any way" 
"I make a conscious effort NOT to label anyone now, and I try to treat everyone as an individual" 
"I've learned that there are things much more important than differences between people" 
"I am more open-minded now. Instead of judging and criticizing, I question and listen" 
"I am more open to different cultural ideas" 
"I am now more aware of the similarities between various cultures rather than the differences" 
"I now understand that every culture has things that offend them and are at the same time 

important to them" 
"I now believe that only one race is important-the human race, and we are all equal" 
"My awareness had grown and I think I am more sensitive to people now" 
"I am more interested in furthering my knowledge about other cultures" 
"I am more sensitive to other people and how they are different from me" 
"I try harder to understand others' ideas and where they are coming from" 
"I try to be more open-minded about tile unfamiliar or different" 
"I am more aware of how to treat others" 
"Yes-I've made more contact with other cultures (albeit through reading!) tItan ever before!" 
"Yes-I now find myself watching what I say or how I say something because they may be a 

different culture within earshot and 1 don't want to offend them" 
"1 have become aware of several new aspects about other cultures" 
"1 am now more aware of people from other countries" 
"I think that all cultures have a lot to offer" 
"Some of the stories made me aware of what goes on in other cultures and why" 
"I have examined and learned a lot about other cultures" 
"I learned that we should judge other cultures by NOT comparing them to our own-they are two 

different things" 
"1 have become aware of how hard it is to adapt to another country and culture and consequently 

am more sensitive to these people's needs" 
"I now realize how much our culture judges other cultures through our culture's eyes" 
"The readings opened my mind to the fact that we are all different" 
"1 have become increasingly more aware of other cultures through the literature read in class" 
"I've learned that we white people are very rude" 
"By reading stories about various subjects it has helped me to see what a person of another 
culture thinks" 



Those subjects who felt that their awareness and sensitivity had not changed made the 

following comments: 
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"I have already been molded in awareness and sensitivity-no English class can change that" 
"I have become less sympathetic to other cultures-I'm tired of hearing how hard it is for them. 

What about us?" 
"I am a cultural minority, so I have always been sensitive to and aware of other cultures around 

me" 
"The readings were interesting, but I don't know if they made me more sensitive or aware" 

The results of question one of the self-evaluation make clear one pertinent point, 

namely that subjects in the treatment group overwhelmingly felt that their awareness of 

and sensitivity to other cultures had increased over the study period. This suggests that 

from the perspective of the readers, multicultural literature, read and discussed in an open, 

multi culturally-aware environment, does lead to an increase in awareness and sensitivity 

on the part of the reader. 

The second self-evaluation question asked all subjects the following: 

Did your text, (l'he Norton Anthology for control group subjects and The Story and Its Writer for 
treatment group subjects) playa role in this change? 

Only one control group subject, out of a total of 66 felt that his/her text played a 

role in this change, while 64 subjects felt that it did not. In terms of treatment group 

subjects, however, 14 out of 65 felt that the text did playa role, whereas 51 felt that it did 

not. These findings show that not neither group felt that their text played a major role in 

improving their cultural awareness and/or sensitivity. Of the two groups, however, more 

treatment group subjects than control group subjects felt that their awareness and 

sensitivity to other cultures had increased, and more treatment group subjects than control 

group subjects felt that their text had played a role in this change. The few control group 
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subjects who did feel that their awareness of and sensitivity to other cultures had increased 

did not feel that their text had played a role in this change. 

The third question asked of the subjects referred to their knowledge of other 

cultures: 

Do you know more about other clIltures now than you did at the beginning of the 

semester? 

In the control group, 23 out of 66 subjects felt that they did know more about 

other cultures now than they did at the beginning, and 43 felt that they did not. Comments 

from those who felt that they did know more include the following: 

"Learned about authors from different cultures" 
"I know more about the West Indies from the story Girl, by Jamaica Kincaid" 
"Some readings taught me a few things" 
"I know a little more about their thoughts and backgrounds now" 
"From the international students in the class, not from the text book" 
"I know more about how others are raised and how it effects their views" 
"I know more now than before, but the knowledge came from life experiences and meeting 

others" 
"Perhaps 1 know a little more, but nothing substantial" 
"The few cultures 1 read about did lead me to underst.1nd them better" 
"Maybe 1 know a little more" 
"I don't really know more, but I'm learning to understand the similarities and differences better" 
"I know a little bit more from the stories we read this semester" 
"Yes, I'm amazed that they all think the United States is so great" 

Subjects in the control group who felt that they did not know more about other cultures at 

the end of the study period than at the beginning offered the following comments: 

"Not enough to have a conversation about" 
"If I know more, it's because of people I meet, not the text used in class" 
"The few items that were mentioned in Norton did not inform me of anything I didn't already 

know" 
"Other cultures were rarely mentioned in the text and of the little that was, nothing was 

memorable" 



"We haven't read about other cultures enough to teach me more than I already know" 
"I know more by virtue of being in school for four months, but not because of the text" 
"I don't feel that anything I've read has taught me anything I didn't already know" 
"Not a lot, but it is from being aware of people and friends around me, not from the text" 
"We did not discuss any cultures in specific, but it made me aware that there are many more 

cultures around than I had imagined" 
"We didn't discuss or read about any of the cultures in class" 
"I think I have learned more about other cultures in years before" 
"Only a bit, but it is from life experiences, not the text" 
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"I know more about other cultures now, but this is mainly from my Anthropologylhistory class, 
not English" 

These findings show that the majority of the control group subjects did not feel that their 

knowledge of other cultures had increased over the study period. Of the few subjects who 

did feel that their knowledge had increased, many made reference to the fact that it was 

not as a result of the text used in class. 

In terms of the treatment group, 43 out of the 65 subjects felt that their knowledge 

of other cultures had increased over the study period, while only 22 felt that it had not. 

Those who felt that an increase in knowledge had occurred offered the following 

comments: 

"I learned a lot from the discussions about the readings in class" 
"I know a lot more now because we discussed things in class like Indian rituals and a lot about 

the different races and cultures we read about" 
"Yes, the discussions about the readings taught me a lot" 
"I learned something new from every reading and discussion" 
"I learned a lot more about certain cultures through the readings" 
"I had the chance to meet people and learn more about their cultures through the readings" 
"I know more now, but 1 don't know if it was from the readings or the discussions that followed" 
"I know more about traditions and other events that take place in other cultures" 
"I understand more about other cultures because of the readings" 
"I learned a lot through the readings and discussions" 
"I probably know a few more little details" 
"I know more because of the readings and discussions" 
"I learned a lot from the book, but real life experiences are still the better teacher" 
"I know more from the discussions that followed the readings" 
"Because of the readings 1 understand more, but 1 don't feel differently" 
"I know more because the readings and discussion encouraged questions" 
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The few treatment group subjects who did not feel that their knowledge of other cultures 

had increased made the following comments: 

"We didn't do enough readings on each group to learn a lot more about them" 
"How could anybody learn about other cultures at this 99% Anglo school?" 
"I haven't researched any culture in detail, and tbe readings didn't provide enougb background 

information" 
"I pretty much knew about the cultures discussed in class" 
"The readings didn't teach me about anything 1 didn't already know" 

Treatment group subjects felt very strongly that they now know more about other 

cultures than they did at the beginning of the study period. The majority of control group 

subjects, on the other hand, clearly felt that they did not know more at the end of the study 

period than they did at the beginning. These findings strongly suggest that, once again, 

multicultural literature, read and discussed in an open, multi culturally-aware environment 

can teach its readers about other cultures without these readers having to actually live 

with and/or experience these cultures first hand. It should be make clear, however, that 

this study does not show whether or not reading is an equal or better educator of other 

cultures that true-life experience. 

The next self-evaluation question asked subjects about their attitude: 

Has your altitude toward other cultures improved? Explain. 

Among the control group subjects, 5 out of 66 felt that their attitude toward other 

cultures had improved, whereas 61 felt that it had not. Those who felt that their attitude 

had improved made the following comments: 

"Maybe a little but some cultures arc still uncomfortable for me" 
"I now try to give tbem the benefit of the doubt" 
"My attitude has broadened and I'm more open-minded" 
"I respect their differences more now" 
"Maybe a lillIe more" 



"It has changed in a good way-I ean relate and know how they feel the way they do" 
"It hasn't really changed, but I've been able to sec through the stereotypes and interact with 

people as individuals rather than as a group" 
"I have a greater fondness for cultural differences" 
"Perhaps 1 am a bit more open-minded, but I have always had an open mind" 
"Perhaps I'm a little more passive and tolerant" 
"I'm now more forgiving and understanding ofpcople who are different" 
"I'm still kind of prejudiced, but at least I know other cultures aren't too boring" 
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"The stories read made me realize that cultures no longer have much use in today's society-we 
are planet earth, nothing more" 

Those in the control group who felt that their attitude hadn't improved over the study 

period offered these comments: 

"I don't feel any different about them" 
"It hasn't changed" 
"No change" 
"I still respect other cultures, but 1 don't view them any differently now than before" 
"We haven't read enough to change my attitude" 
"No-I still like or dislike people for who they are" 
"No, 1 have an attitude about other cultures that I feel very strongly about and probably won't 

change" 
"No, my attitude is the same as always" 
"My attitude didn't change because I wasn't given any information to make it change" 
"I didn't discover anything new, so my attitude couldn't change" 
"My attitude hasn't changed because I wasn't exposed to anything new which would cause me to 

reformulate my opinion" 
"I have always had a positive attitude toward other cultures, but it isn't any more positive now 

than at the beginning of the semester" . 
"I still treat others as 1 would like to be treated-I won't tre.:1t anyone differently because they arc 

from another culture" 
"Other cultures arc fine as long as we don't have to change our ways for them" 
"I still abhor learning about other cultures" 
"I accept other cultures, but this is a product of my joining the International student association, 

not this class" 

The majority of the subjects in the control group felt that their attitude toward 

other cultures had not improved over the study period. Ofthose who felt that it had 

improved, most commented that these changes were the result of some external event 

rather than their English 102 class or their textbook, The Nortoll Anthology. 

Subjects in the treatment group again differed in their results. A full 62 out of 65 

felt that their attitude had improved over the study period whereas only 3 subjects felt that 



175 

it had not. Those who felt that their attitude toward other cultures had improved offered 

the following comments: 

"I am more sensitive not to offend others but also to put myself in their shoes and not to 
generalize about cultures" 

"It's simple-the more I learned, the more my attitude changed" 
"I'm more conscious about trying to keep an open mind" 
"I am more open to suggestions now than before" 
"I believe more in respecting everyone's beliefs, values and culture" 
"I now believe that all cultures are valuable and deserve recognition" 
"I'm more open to getting to know people of other cultures" 
"I view them more positively now that I understand them better" 
"I'm less inclined to jump to prejudiced conclusions" 
"I now base my judgment on the individual, not the culture" 
"I am more aware of others' feelings and how I should treat them" 
"Yes, I respect other cultures more" 
"I think I am more open-minded now" 
"My thinking hasn't changed, but I am more aware ofit" 
"I understand more what other cultures are about and why they are the way they are" 
"I have realized that judgments can only be made after a sufficient amount of information has 

been gathered and learned" 
"I now respect and accept differences in cultures" 
"I now judge other cultures on their own merit, not on preconceived stereotypes" 
"I'm more aware of the hardshjps other people have to face" 
"I now hold each culture as something special and equally valuable" 
"I am now trying to be more open-minded toward other cultures and not have the attitude that 

because I am not aware of a certain culture that its wrong" 
"My attitude has grown more open, rather than suddenly changed" 
"I'm definitely more open-minded" 

Subjects who felt that their attitude had not changed offered the following comments: 

"I respect all cultures, but this is not a result of this class" 
"My attitude is deeply ingrained and a class couldn't change it" 
"Being a minority myself, I have always had a positive, supportive attitude about other 

minorities" 
"I'm now 19 years old so my attitude is set-nothing can change it now" 
"My attitude hasn't changed-it probably never will" 

Clearly, the majority of the subjects in the treatment group felt that their attitude 

had improved positively over the course of the semester. Perhaps the most optimistic 

observation is that the subjects in this group, many of them for the first time, ~ecame 
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aware of their attitudes, which consequently resulted in their questioning and adjusting 

them. Once again, the results of this qualitative analysis strongly suggests that 

multicultural literature, read and discussed in a multi culturally-aware environment, leads 

the reader to first be aware of their prevailing attitudes toward other cultures, and second, 

to re-evaluate it, most often in a positive way. These findings did not appear with the 

control group subject responses. 

The final question asked on the self-evaluation given to all subjects at the end of 

the study period asks: 

Will you continue to read stories and books by and about people of other cultures after 
this semester? Explain whylwhy not. 

Among control group subjects, 49 out of 66 claimed that they would continue to 

read books by and about people of other cultures, whereas only 16 claimed that they 

would not. Of those who wanted to continue reading books by and about other cultures, 

the following comments were offered: 

"I enjoy them" 
"Shouldn't limit selves to one culture" 
"It is interesting to learn about things you don't know about" 
"They can be informative and interesting" 
"I have always been interested in other cultures" 
"I am interested in reading more about other cultures" 
"Many people from different cultures write great work" 
"It's interestingl" 
"I like reading and learning about things different from what I know" 
"I find it very interesting" 
"I enjoy learning about different people and places" 
"It is important in order to be aware of what is going on around you" 
"It is interesting and makes you understand and appreciate other cultures" 
"It is important to learn about other people's ways" 
"I've thoroughly enjoyed the books that I've read so far" 
"ONLY if the book or reading is interesting" 
"I hated Native American literature until this class. Now I would love to read more" 
"I think it is important to know what other cultures are going through" 
"You get a more well-rounded view of the world" 



"I enjoy learning about other people, places and cultures" 
"I will because I am interested in other cultures" 
"Because other cultures are fascinating and inspiring" 
"It's always good to be aware of ditTerent perspectives on things" 
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"From the few selections we read about other cultures, my knowledge has somewhat increased" 

Those who were not interested in continuing to read books by and about people of other 

cultures made the following comments: 

"Not really interested" 
"Only if I absolutely have to" 
"It would be stupid to read the book only because it is about another culture" 
"I wouldn't set out to read a book just because it is by or about people of other cultures, but if 

it is a book I want to read, then I'll read it." 
"Because I don't enjoy reading-period" 

As the results show, the majority of subjects in the control group will continue 

reading books by and about other cultures. 

Subjects in the treatment group stated overwhelmingly that they would continue 

to read books by and about other cultures after the semester was over. In fact, 65 out of 

the total 65 subjects in the treatment group claim that they will continue---a 100% 

endorsement. The following are some of the comments which were given: 

"It is interesting to learn about others" 
"ALL writers have experiences we can learn from" 
"I love to learn about other's experiences" 
"I enjoy learning new things which are different from what I am used to" 
"Other cultures interest me" 
"It's the cheapest way of traveling the world!" 
"Life experiences of people are very interesting" 
"Yes, it enhances my knowledge and understanding of others" 
"It is great to know about other cultures to compare and contrast them with mine" 
"They are interesting, but not earth-shakingl" 
"They often show a completely different perspective on a situation" 
"The information is interesting and useful" 
"I enjoy learning new things" 
"I can learn a lot from other cultures" 
"I hope to learn more about different cultures and to understand why they are the way they are" 
"I need to learn about others in order to know myself' 
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Clearly, subjects in the treatment group were much more enthusiastic about 

continuing their reading of books by and about people of other cultures than were subjects 

in tin~ control group. These findings suggest that multicultural literature, read and 

discussed in a multi culturally-aware environment can have a profound effect upon its 

readers in terms of interest and motivation to read books by and about people of other 

cultures. These findings were not apparent among control group subject responses. 

Discussion of Findings of Self-Evaluations 

Before discussing the findings of the self-evaluation, the reader is directed to the 

chart below, which summarizes what has been determined: 

Treatment N=65 Control N=66 
Yes No Yes No 

Improvement of Awareness and/or Sensitivity? 61 4 4 62 
Did text playa role? 14 51 1 64 
More knowledge about other cultures now? 43 22 23 43 
Improved attitude? 62 3 5 61 
Continue to read Multicultural Literature? 65 0 49 17 

In terms of improved cultural awareness and/or sensitivity, the vast majority of 

treatment group subjects felt that they were more culturally aware and sensitive at the end 

of the study period than they were at the beginning. Control group subjects, on the other 

hand, clearly felt that they were no more culturally aware and sensitive at the end of the 

study period than they were at the beginning. In fact, the numbers above reflecting the 

yes/no answers to this question are diametrically opposed for the two groups. 

Even though many treatment group subjects (61) did feel that they were more 

culturally aware and sensitive as a result of their English 102 class, very few of them (14) 
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felt that their text played a role in this new-found awareness. Of the four control group 

subjects who felt that they were more culturally aware and sensitive as a result of the 

class, only one attributed some of this change to the text. These findings suggest that the 

search for a truly multicultural anthology which can thoroughly engage the reader has yet 

to be found. It is important to note that not only must a multicultural text engage the 

readers, the instructor of the lesson involving multicultural literature must also be able to 

engage the readers in focusing about the text, their reactions to it, and the differing 

opinions around the classroom. A truly multicultural text which can engage the reader 

will do little in terms of improving their cultural awareness and sensitivity if this same text 

is not explored, experienced and discussed in an open, multi culturally-aware environment. 

A second important note, also related to the above finding, is that the definition of 

multicultural differs from individual to individual. While some may feel that any text about 

other cultures is multicultural, many other readers may interpret literature about their own 

culture as also being multicultural. Some readers may be very interested in reading about 

their own culture, while others may not. 

Approximately two-thirds of treatment group subjects felt that their knowledge of 

other cultures had increased over the study period whereas only one-third of control group 

subjects felt so. This suggests that even though the subjects were not consciously aware 

of the text playing a role in their learning, subconsciously, it obviously did. Since class 

discussions focused on (a) the similarities and differences between the culture represented 

in the text and the students' own culture, and (b) how the story read in class relates to the 

lives of the students, the actual knowledge the students gained about the culture being read 

about in the text must have come from that text. 
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In terms of attitude, the numbers are once again almost diametrically opposed to 

each other. Almost all treatment group subjects felt that their attitude had improved while 

almost all control group subjects felt that it had not. Again, these findings suggest that 

although the subjects do not attribute the changes in their attitudes, awareness and 

sensitivity to their particular text, the text must have played some role in bringing the 

readers to the point of examining-and even changing-the attitudes they held about 

other cultural groups. 

Perhaps the most impressive finding is that every single subject in the treatment 

group clearly expressed a desire to continue reading books by and about people of other 

cultures after their English 102 class ends. About three-quarters of the control group 

subjects also expressed this desire, which suggests that the few multicultural texts they did 

read in their classes, even without the accompanying discussion, piqued their interest in 

other cultures. The most rewarding aspect of this discovery, however, is that if 

multicultural literature, read and discussed in an open, multi culturally-aware environment, 

does promote cultural awareness and sensitivity and increase knowledge of.-and improve 

attitude toward-other cultures, then continued reading and discussing of multicultural 

literature can only lead to an magnification of these qualities. Multiculturalliterature 

appears to be at the center of an ever-increasing circle of human understanding. 

The above findings leave no option but to reject null hypothesis five. Clearly, there 

is a difference between the treatment group and the control group in student self

evaluations investigating overall increases in awareness of.-and sensitivity to-other 

cultures, knowledge of other cultures, attitude toward other cultures, desire to continue 
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reading books and stories by and about people of other cultures and whether the text used 

in their classroom played a role in this increase. 

Summary of Questions and Answers 

The following is a summary of the questions asked in this study and their answers: 

1. There is no difference between the treatment group and the control group in terms 

of their ability to discern cross-cultural interactions from a more open point of view, as 

measured by their performance on ten critical incidents used to measure open-mindedness. 

This may be due to the fact that the development of open-mindedness requires more than 

the twelve or thirteen weeks this study period allotted, or to the fact that the ten critical 

incidents are not meant as a research tool, but rather as a training manual for sojourners 

planning to interact with, or live among, people from different cultures. 

2. There is no difference between the treatment group and the control group in levels 

of emotional resilience, flexibility/openness and perceptual acuity as measured by subject 

performance on the Cross-Cultural Adaptability Inventory. Again, this may be due to the 

limited time factor, suggesting that more time is required for treatment group subjects to 

integrate their new awareness. It could also be due to the fact that by not discussing 

multicultural issues, the control group subjects retained a frame of mind that may have 

been more resistant to change in terms of how other cultures are viewed. Another factor 

may be that the Cross-Cultural Adaptability Inventory, like the ten critical incidents, is not 

intended to be a research tool. Instead, it is designed to be a self-awareness inventory to 

help test-takers become aware of the strengths and weaknesses of certain aspects of their 

personality, behavior, skills and/or knowledge. 
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3. There is a difference between the treatment group and the control group in levels 

of personal autonomy as measured by their performance on the Cross-Cultural 

Adaptability Inventory. This may be due to the fact that personal autonomy, or "how 

comfortable one feels in different environments" requires less time to develop. A logical 

explanation seems to be that since the treatment group did read about, and therefore 

"temporarily cohabit with" other cultures, they will be more apt to feel comfortable in 

different environments than control group subjects, who neither read about nor discussed 

different environments. 

4. There is a difference between students in the treatment group and the control 

group in levels of potential for cross-cultural effectiveness, as measured by their overall 

performance on the Cross-Cultural Adaptability Inventory. This finding also appears to 

have a logical explanation. Since the treatment group experienced other cultures through 

their readings and discussions, it seems plausible that this has helped them to be more 

cross-culturally effective than control group subjects, who neither read about nor 

discussed (and therefore did not experience) other cultures. 

5. There is a difference between the treatment group and the control group in terms 

of cultural awareness and sensitivity as evidenced by their explanations as to what 

happened and why on each of the ten critical incidents. Clearly, (a) subjects in the 

treatment group were able to view each critical incident from a greater number of 

perspectives and (b) these perspectives revealed a greater sense of awareness and 

sensitivity for the people and cultures represented in the incidents. 
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6. There is a difference between the treatment group and the control group in student 

self-evaluations investigating overall increases in awareness of-and sensitivity to-other 

cultures, knowledge of other cultures, attitude toward other cultures, desire to continue 

reading books and stories by and about people of other cultures and whether the text used 

in their classroom played a role in this increase. Treatment group subjects overwhelmingly 

reported an increase in their awareness of-and sensitivity to-other cultures, their 

knowledge about other cultures, their attitudes toward other cultures and their desire to 

read more books by and about people of other cultures. Control group subjects also 

reported an increase, but it is nowhere near the magnitude of the increase reported by 

treatment group subjects. 

7. Although a decided majority of treatment group subjects felt that their awareness 

of-and sensitivity to-other cultures had increased, less than one quarter of them felt that 

their text played a role in this increase. Of the four control group subjects who felt that 

their cultural awareness and sensitivity had increased as a result of their English 102 class, 

only one subject felt that the text played a role in this change. 

The following chapter, chapter five, is the final chapter of this dissertation. It 

contains the summary, conclusion and a discussion of the implications for further research 

and teaching. 
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CHAPTER FIVE 

Summary, Conclusions, Implications and Recommendations 

This final chapter will provide a summary of the study undertaken for this 

dissertation project and will present the conclusions which have been drawn from its 

findings. The implications, both for teaching and for further research, will be discussed, 

and recommendations, based upon this new-found knowledge and understanding, will be 

offered. 

Summary 

The purpose of this study was to examine whether multicultural literature, when 

read and discussed in a multi culturally-aware environment, leads to an increase in cultural 

awareness and sensitivity on the part of the readers. It is the opinion of this researcher 

that studies which examine and explore ways of furthering intercultural understanding are 

imperative. The US Department of Commerce, Economics and Statistics (1993), in their 

projections for the year 2000, make it clear that "whites" will soon be a minority group. 

In fact, by the year 2020, a full 40 percent of school-age youth in the USA will be children 

of color (Oliver, 1992). In spite of this knowledge, many educational establishments 

continue to virtually ignore non-white groups. Fortunately, a few "radical" educators 

have involved themselves deeply in the development, testing and implementation of several 

approaches to educate today's young in such a way that they will come to know, 

understand, feel comfortable with, and thus be able to live in peace and harmony with, 

those who belong to cultural groups different from their own. These approaches are part 

of what many have termed "Multicultural Education." 
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The goal of multicultural education is to bring reality into the classrooms and then 

help students to ascertain their place it. Since students will soon, if they are not already 

doing so, be interacting on all levels with people from a variety of cultures, failure to 

prepare them for this can only result in their feeling isolated, apprehensive and therefore 

encapsulated in a world they do not understand. Multicultural Education aims to teach 

students to view themselves and their own culture with pride and then extend this 

understanding and empathy to other cultures. The successful multicultural education 

graduate is one who is sensitized to the plurality of the world in terms of the different 

ways of believing, living, thought, doing, experiencing, viewing, remembering and so on 

(parekh, 1986). In addition, this graduate will also have the skills and the insight to 

question some of the latent assumptions and values within the mainstream society (Banks, 

1992). In order for these goals to be achieved, however, students must be able to 

experience other cultures-and this is where multicultural literature becomes so valuable. 

It allows its readers to share in the experiences of the characters in the text, regardless of 

their culture, and from this, develop their knowledge of other cultures, empathy for people 

of diverse cultures and perhaps even solutions to their own problems which may never 

have been thought of before. 

Multicultural literature is not simply "books by and about people of color," as so 

many seem to believe. In fact, it encompasses short stories, poems, song lyrics, drama, 

pieces of visual art which carry messages about universal human experiences and emotions 

(Bennett, 1986), radio plays, travelogues, folklore, autobiographies, historical accounts, 

magazines, scripture (or passages from the related religious books, such as the Talmud or 

the Koran), libretto, comic books, detective/mystery works, diaries, fairy tales, 

biographies, science-fiction, newspapers, church and other religious hymns, songs, farces 
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and romances (Lalande, 1988). Literature that is multicultural has an additional 

characteristic-it clearly respects different historical perspectives and cultures, which is 

shown by the way in which the literature accurately and respectfully reflects the images 

and realities of the culture represented in the literature. Literature which merely "adds a 

little color" to what exists is not multicultural literature (Madigan, 1993). 

Multicultural literature is not easy to find. Of the 65,000 - 70,000 children's books 

in print at the moment, only 4,000 - 5,000 have actually been published overthe last two 

to three years. Of these 4,000 - 5,000 published books, only a minute percentage are truly 

multicultural. Thus, there is a gain in the number of multicultural books, but it is very 

gradual (Madigan, 1993). Many multicultural books are refused on the grounds that their 

language is unbefitting-which many interpret to mean that it contains issues that will be 

uncomfortable for teachers to deal with (Oliver, 1992). Other "multicultural" books are 

refused because they were written, illustrated, edited and reviewed by people not of the 

culture represented in the text (Madigan, 1993), which, for many, means that the creator is 

too far removed from the true ethnic experience of the material (Kruse, 1992). Perhaps 

the majority of texts claiming to be multicultural are refused on the grounds that they are 

biased in one or several ways. Such biases can include invisibility (underrepresenting a 

microculture), stereotyping (assigning traditional roles or attributes to a certain group), 

selectivity and imbalance (certain issues and/or situations are interpreted for the dominant 

group's perspective), unreliability (history and life experiences of other groups are 
, 

portrayed unrealistically),fragmelltatioll alld isolation (minority groups and their issues 

are addressed in a fragmented, isolated way), and, finally, linl:,'lIistic bias (female or ethnic 

group references are blatantly omitted, only masculine pronouns are used; only Anglo 

names are incorporated, etc.), (Gollnick and Chinn, 1994). 
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Once a truly multicultural text has been found, however, simply reading it is not 

enough to absorb the knowledge, skills and insights that if offers. These require an 

understanding of, or at least some idea about, the people who wrote it (aids, 1990) and its 

relevance to the lives of both the group represented in the literature and the reader. In 

other words, "literature unattached to any meaningful discourse, disassociated from the 

dynamics of students' lives, provides little opportunity for students to grow within their 

own environment, much less grow toward a world view" (Sullivan, 1988:27). Not 

surprisingly, voluminous amounts have been written on the best way in which to teach 

multicultural literature and it is far beyond the scope of this study to review them. Lalande 

(1988) offers some sound advice, however, which was incorporated into the freshmen 

literature classes used in this study. First of all, all students were allowed to detail their 

experience of literature both in the spoken and the written word. Usually, students are 

best able to express themselves in one of these mediums and the instructors were therefore 

ensuring that every opportunity was given for expressing and sharing their experiences 

with multicultural literature. The second piece of advice Lalande passed along was to 

remind us that teachers must be patient and must persevere. As he explained, students will 

not always "see the light" or change their behavior and attitudes easily. The continued 

experiencing of multicultural literature call and will exact a potent effect upon the reader, 

but it takes time. 

Just as simply reading multicultural literature is not enough to further human 

understanding, reading multicultural literature followed by discussions and activities to 

internalize it is not enough to reap all the benefits. As aids (1990) tells us, it is the way in 

which we approach the reading, and later the discussions and activities, which determines 

how much of the benefits we absorb. In his view, we should approach the reading ofa 
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multicultural literature text in the same way as we would approach any other text-"with 

the same kind of informed balance with which we read our own, knowing that literature 

reflects both what is laudable and disagreeable about human nature" (Olds, 1990:21). 

This outlines the approach taken in the freshmen-literature classes used in this study. 

Typically, students were assigned the a particular reading to do at home, and in addition to 

this reading, they were to write their reactions or responses in their journals. The next 

class period found the students discussing and sharing their reactions to the text and 

responding to each other's journals. A discussion again followed which outlined the 

similarities and differences between the culture represented in the text and the students' 

own cultures. 

While not all multicultural texts were available for use in freshmen-literature 

classes, The Story and Its Writer fit may of the criteria listed above. It was a comparison 

of the use of this multicultural text, The Story and Its Writer, and another rhetoric-based 

text, The Norton Anthology, which became the basis for this study. 

The treatment group followed a multicultural text (The Story and Its Writer) and 

curriculum. Their readings came from writers of many different ethnic backgrounds and 

were followed by a discussion of the similarities and differences between the characters in 

the text and the students in the class, as well as the relevance of the reading to the lives of 

the English 102 students. Control Group subjects, on the other hand, followed a 

Rhetoric-based text (Norton Introduction to Literatllre) and curriculum. The ethnic 

backgrounds of the writers whose works comprised this text were not so varied--in fact, 

most of their readings were from white, male authors. The class discussions in the control 

group centered around pointing out the rhetorical features of the stories and poems and 
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discerning how the writer used these features to succeed (or in some cases, not succeed) 

in keeping the readers interested. 

The Study 

All participants in this study were undergraduate students of freshmen literature, 

English 102, at the University of Arizona, who volunteered, for no extra credit, no 

payment, and no other kind of incentive, to participate in this study. They were asked by 

the researcher to participate, and told that in addition to all participation being voluntary, 

all findings would be kept completely confidential, and subjects would be free to withdraw 

at any time. The determination of the subjects as members of either the treatment group 

or control group was made at the time they registered, in spring 1994, for their English 

102 classes to be held in the fall 1994 semester. Since teachers were not assigned to their 

particular sections until after registration had taken place, students had no idea as to what 

their particular English 102 class would entail, nor did they know until the first day of 

class whom their instructors would be or which text their particular class would be using. 

Determination of membership in either the treatment group or the control group was 

therefore accorded by the particular sections of English 102 into which the students 

enrolled. 

Of the eight classes of English 102 involved in this study, four classes used the 

assigned rhetoric-based text, The Norton Anthology, and the remaining four classes, the 

newly adopted text, The Story and Its Writer. Although there were two or three different 

teachers for each of these two groups, students using The Norton Anthology, the cOlltrol 

group and students using The Story alld Its Writer, the treatment group read the same 

stories from their respective texts, and the way that each text was taught also followed the 
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same format. The assignments given to each group were the same, as the method of 

instruction for English 102 is prescribed by the English department and thus standardized 

across all classes. 

Measures: 

The quantitative and qualitative measures used in this study were as follows: 

Quantitative Measures 

1. Cross Cultural Adaptability Inventory (CCAI). 

The CCAI, as used in this dissertation study, is a self-awareness inventory 

designed to help the test-takers "focus on specific aspects of their personality, behavior, 

skills and/or knowledge and to become more conscious of their strengths and weaknesses 

in these areas" (Kelley and Meyers, 1992: 1). The inventory is a 50-item self-selection 

instrument which asks test-takers to select from a six-point scale their level of agreement 

or disagreement with a given statement and circle the appropriate answer on the scoring 

sheet. The six-point scale range is from Definitely true about me right now, True, Tends 

to be true, Tends to be not true, Not true, and Definitely not true about me right now. A 

higher total score across the four different dimensions presumes a greater sensitivity to 

cross-cultural issues and the way in which scores relate to one another (i.e., which are 

higher and which are lower) reveal the relative strengths and weaknesses of the test taker. 

Ifused correctly, the CCAI reliably measures a persons cross-cultural awareness across 

four dimensions: Emotional Resilience, "the ability to deal with stressful feelings in a 

constructive way and to 'bounce back' from them" (Kelley and Meyers, 1992:27), 

Flexibility/Openness, or how comfortable, tolerant and non-judgmental one is around 

people who think and act differently, Perceptual Acuity, "attentive to verbal and 

nonverbal behaviors, to the context of communication, and to interpersonal relations" 
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(Kelley and Meyers, 1992:27) one is and Personal Autonomy, how at home one feels in 

different environments. The authors claim the CCAI to have an overall reliability factor of 

.90 with high internal consistency and also face, content and construct validity. 

(2) Ten Critical Incidents: 

The ten critical incidents are taken from Intercliitural Interactions, by Brislin, 

Cushner, Cherrie and Y ong (1986), which is a training manual for people intending to 

interact with, or live among, people from a different culture. Ten of these incidents were 

used in this study to measure a student's ability to perceive cross-cultural interactions. 

Each incident first provides a short description of a misunderstanding which occurred in a 

cross-cultural incident and then asks test-takers to select from four or five possible 

explanations as to what happened in this misunderstanding. Scoring of the ten critical 

incidents consists ofa total often possible "best" responses, which have been pre

determined by the authors of Intercultural Interactions. Test-takers who selected these 

pre-determined "best" responses as their answers were presumed to be less ethnocentric 

and therefore more able to perceive cross-cultural interactions from an ethnorelative 

perspective. 

Qualitative Measures 

(3) Analysis of Responses to the Ten Critical Incidents 

Subjects responded to each critical incident (above) by selecting what they thought 

to be the best answer to the question about the cross-cultural misunderstanding, and, in 

addition, were asked by the researcher to document what happened or why they thought 

this particular answer to be the best one. Their responses on the pre-test and the posttest 

were examined for evidence of cross-cultural awareness and/or sensitivity. All 
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chronologically and comparatively. 

(4) Self-Evaluations 
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After the posttest had been administered, each student was asked to complete a 

questionnaire aimed at uncovering whether the students themselves felt that they were 

more aware of, and sensitive to, other cultures. The questions included (a) whether the 

students felt that their awareness of, and sensitivity to, other cultures has increased since 

the beginning of the semester, (b) whether they felt that their text played a role in this 

change, ( c) whether they felt that they knew more about other cultures at the end of the 

study period than they did at the beginning, (d) whether their attitude toward other 

cultures had improved, and (d) whether they would continue to read books by and about 

people of other cultures after their English 102 class had finished. 

Research Design: 

The research design used in this dissertation study was quasi-experimental. 

Although the subjects in this study were not chosen randomly, chances of their being 

equivalent to each other in terms of intelligence, maturity and readiness were high, since 

(a) they were typically in the same physical age group, (b) they were typically at the same 

stage of their university learning; (c) they had all satisfactorily completed the requirements 

for English 101, the pre-requisite for English 102; (d) they had all been educated in the 
, 

United States; and ( e) they had not been assigned to their English 102 classes-students 

selected the particular section they wished to enroll in for its compatibility with their 

timetable long before instructors were assigned to the sections available. The type of 

quasi-experimental design used in this study was the noneqllivalent control group design, 
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which involved a pre-test and posttest (Gay, 1971). The independent variable included 

both the muIticulturalliterature and its discussion, exploration and application to the lives 

of the students undertaken in a very multi culturally-aware environment. The effect of the 

independent variable was measured in terms of ( a) the ability to discern cross-cultural 

interactions from a more open point of view; (b) level offlexibility/openness to other 

cultures; (c) level of emotional resilience; (d) level of perceptual acuity; ( e) level of 

personal autonomy; and (f) potential for cross-cultural effectiveness. 

This nonequivalent control group design lacked control for four threats to internal 

validity. The first threat was selection-maturation, whereby "if ... already formed groups 

are used, one group may profit more ( or less) from a treatment, or have an initial 

advantage, because of maturation [physical or mental changes which may occur within the 

subjects over a period of time], history [the occurrence of any event which is not part of 

the experimental treatment but which may affect performance on the dependent variable] 

or testing factors" (Gay, 1971: 169). The selection-maturation threat was minimized in 

this study in that both the treatment and control group used in this dissertation study were 

approximately the same age and, in addition, their physical and/or mental maturation over 

the course of the study period was unlikely to differ greatly. History, however, was a 

threat to internal validity in this study in that one of the teachers in the treatment group 

took time off to have her baby, and was replaced by a substitute teacher. While the 

substitute teacher was an experienced English 102 instructor and continued to follow the 

pre-arranged syllabus in the same manner as the regular instructor, the threat to the 

dependent variable cannot be overlooked. Testing factors were not a threat since every 

English 102 class was tested in the same way and by this same researcher. 
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The second threat to internal validity was that of illstnlmelltation, whereby 

"unreliability or inconsistency in measuring instruments [could have resulted] in an invalid 

assessment of performance" (Gay, 1971: 167). For this dissertation study, however, the 

threat of instrumentation was minimized in that the same test was used for the pre- and 

posttest and was administered by the same researcher. In addition, the instruments 

themselves were pre-determined to be both reliable and valid. The third threat to internal 

validity, statistical regression, "usually occurs when subjects are selected on the basis of 

their extreme scores and refers to the tendency of subjects who score highest on a pre-test 

to score lower on a posttest, and of subjects who score lowest on a pre-test to score 

higher on a posttest" (Gay, 1971: 168). Even though the subjects in this study were 

selected according to criteria which had nothing to do with the pre-test scores, statistical 

regression was still a threat and cannot be overlooked. The final threat to internal validity 

was that of selection interactions. As subjects were not randomly selected from a 

population, the researcher's ability to generalize was severely limited, since "the 

representativeness of the sample is in question" (Gay, 1971: 170). The researcher 

acknowledged this threat to internal validity in this study. 

Procedure: 

The researcher gave a brief presentation to each class, in which she outlined that 

students would be pre-tested and posttested, but would not know until after the posttest 
. 

what the researcher was looking for. Students were then be asked to participate in the 

study on a voluntary basis and were informed, in writing, that they were free to withdraw 

at any time. Informed consent forms (Appendix G) were distributed in which this same 

information was supplied in writing. The participants were given a general questionnaire 

(Appendix E) to fill out from which the researcher could learn about the students and 
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determine their acceptability for this study. The basic criteria for acceptability was that the 

students must have been native English speakers who were educated in America. Students· 

who were not native speakers of English or who had been educated in a different country 

were disqualified. A total of 121 students, 66 of whom comprised the control group and 

65 of whom comprised the treatment group, completed the pre-test and posttest for this 

study. 

Quantitative data were collected twice during the semester. The pre-test was 

administered during the first two weeks of classes, after the first stories had been read and 

the posttests were administered in the twelfth or thirteenth week of classes, when the 

students had finished with their texts and were proceeding to their novel. Qualitative data 

were analyzed over the course of the semester. 

Data Analysis 

All quantitative comparisons used a two-tailed t-test to determine whether any 

statistically significant differences were found between the treatment group and the control 

group in terms of (a) their ability to discern cross-cultural interactions from a more open 

point of view; (b) level of flexibility/openness to other cultures; (c) level of emotional 

resilience; (d) level of perceptual acuity; (e) level of personal autonomy; and (t) potential 

for cross-cultural effectiveness. The t-test was used because it is a robust test which 

provided an appropriate statistical model for this study. The decision to use a two-tailed 

evaluation was made because the researcher was not willing to retain the null hypothesis if 

the results were extreme in the direction opposite of what was predicted (Pagano, 1990). 
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Findings 

Overall, the quantitative results showed that the differences between treatment 

group and control group independent mean scores were not significant, with the exception 

of the results of the potential for cross-cultural effectiveness, as measured by the total 

score on the Cross-Cultural Adaptability Inventory, and personal autonomy, as measured 

by specific questions on the Cross-Cultural Adaptability Inventory. 

Nonsignificance for hypothesis one could be attributed to several factors. First, it 

may well be that the development of open-mindedness requires more time than the twelve 

to thirteen weeks the subjects in this study were allotted. Second, it must again be noted 

that the ten critical incidents, selected from a possible 100 critical incidents, were not 

designed to by used as a measuring tool. They were, in fact, intended to be used as a 

training manual for sojourners planning to interact with, or live among, people from 

different cultures. Instead of being scored each incident is intended for examination, 

analysis and discussion, as are the consequential issues these activities raise. 

Nonsignificance for hypothesis two in the areas of emotional resilience, 

flexibility/openness and perceptual acuity may also be attributed to the time factor. 

Perhaps these are traits that require more time to develop than the study period allowed 

for. It may be that the short time period was insufficient for treatment group subjects to 

integrate and synthesize their new knowledge and awareness that resulted from their 

multi culturally-aware discussions and readings. The control group, on the other hand, 

perhaps because of their lack of discussion of multicultural issues, could easily have 

retained or a frame of mind more resistant to change in terms of how other cultures are 

viewed. Second, it must be noted that the Cross-Cultural Adaptability Inventory, similar 
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to the ten critical incidents, was developed to be a training instrument rather than a 

research instrument. It is actually a self-awareness inventory used as a stand alone tool or 

part ofa training program to help the test-takers become aware of the strengths and 

weaknesses of certain aspects of their personality, behavior, skills and/or knowledge. 

Interestingly, hypothesis two( d) did prove to be significant. It may well be that the 

development of personal autonomy, which Kelley and Meyers (1992) described as how 

comfortable one feels in different environments, was something that required less time to 

develop. It seems logical that by reading about-and therefore living with-another 

culture, and then following these readings with open and multi culturally-aware discussions 

about the other culture, and its similarities and differences to the subjects' own culture, the' 

treatment group subjects were able to feel comfortable in these different environments. 

Similarly, since the control group subjects neither read about nor discussed different 

cultures, they did not develop a feeling of ease about environments different than their 

own. 

The significance of hypothesis three also had a logical explanation. Since the total 

Cross-Cultural Adaptability score measures a persons potential for cross-cultural 

effectiveness, it seems very plausible that treatment group subjects, who through their 

readings and discussions basically experienced another culture, will be more cross

culturally effective than control group subjects who neither read about nor discussed other 

cultures, and therefore did not share in the cross-cultural experience of the treatment 

group subjects. 



198 

While only two of the first six questions (hypothesis two has four sub-parts) 

proved to be significant, it may well be that a longer study period would have allowed 

detectable changes to occur. There is no doubt that the more time spent experiencing 

another culture, either directly or through literature, the more open one becomes to that 

and other cultures. It may well be that attitudinal changes did occur, but were not 

detected by the instruments used in this study. These changes may have been detected 

with a research instrument specifically designed to measure self-awareness, rather than a 

training instrument designed to give self-awareness to the test-taker. Unfortunately, no 

such instrument is yet available. 

In terms of questions four, the evidence clearly suggested that multicultural 

literature, when discussed in an open, multi culturally-aware environment, allowed readers 

to view situations from a greater number of perspectives, view misunderstandings in a less 

accusatory (black and white) and more open-minded manner, be more sympathetic or 

empathetic to the characters read about in the texts, and, last but probably not least, to 

completely reverse previously-held opinions or attitudes toward characters or situations 

represented in the texts. The qualitative evidence clearly shows that there is a difference 

between the treatment group and the control group in terms of cultural awareness and 

sensitivity as evidenced by subject explanations as to what happened and why on each of 

the ten critical incidents. 

, 
For question number five, involving the student self-evaluation given at the 

posttest, some dramatic differences were found between the two groups. In terms of 

improved cultural awareness and/or sensitivity, the vast majority of treatment group 

subjects felt that they were more culturally aware and sensitive at the end of the study 
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period than they were at the beginning. Control group subjects, on the other hand, clearly 

felt that they were no more culturally aware and sensitive at the end of the study period 

than they were at the beginning. In fact, the numbers reflecting the yes/no answers to this 

question were diametrically opposed for the two groups. 

Even though many treatment group subjects did feel that they were more culturally 

aware and sensitive as a result of their English 102 class, only one third of them felt that 

their text played a role in this new-found awareness. Of the four control group subjects 

who felt that they were more culturally aware and sensitive as a result of the class, only 

one attributed some of this change to the text. These findings suggested that the search 

for a truly multicultural anthology which can thoroughly engage the reader has yet to be 

found. 

Approximately two-thirds of treatment group subjects felt that their knowledge of 

other cultures had increased over the study period whereas only one-third of control group 

subjects felt so. This suggested that even though the subjects were not consciously aware 

of the text playing a role in their learning, subconsciously, it obviously did. Since class 

discussions focused on (a) the similarities and differences between the culture represented 

in the text and the students' own culture, and (b) how the story read in class relates to the 

lives of the students, the actual know/edge the students gained about the culture being read 

about in the text mllst have come from that text. 

In terms of attitude, the numbers were once again almost diametrically opposed to 

each other. Almost all treatment group subjects felt that their attitude had improved while 

almost aU control group subjects felt that it had not. Again, these findings suggested that 
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although the subjects did not attribute the changes in their attitudes, awareness and 

sensitivity to their particular text, the text must have played some role in bringing the 

readers to the point of examining-and even changing-the attitudes they held about 

other cultural groups. It is important to note that this change, or improvement, in attitude 

could not be solely attributed to the text. There could be no doubt that the accompanying 

discussions played a vital role in causing student introspection. 

Perhaps the most impressive finding is that every single subject in the treatment 

group clearly expressed a desire to continue reading books by and about people of other 

cultures after their English 102 class ends. About three-quarters of the control group 

subjects also expressed this desire, which suggests that the few multicultural texts they did 

read in their classes, even without the accompanying discussion, piqued their interest in 

other cultures. The most rewarding aspect of this discovery, however, is that if 

multicultural literature, read and discussed in an open, multi culturally-aware environment, 

does promote cultural awareness and sensitivity and increase knowledge of-and improve 

attitude toward-other cultures, then continued reading and discussing of multicultural 

literature can only lead to an magnification of these qualities. Multiculturalliterature 

therefore appears to be at the center of an ever-increasing circle of human understanding. 

The above findings left no option but to reject null hypothesis five. Clearly, there 

was a difference between the treatment group and the control group in student self

evaluations investigating overall increases in awareness of-and sensitivity to-other 

cultures, knowledge of other cultures, attitude toward other cultures, desire to continue 

reading books and stories by and about people of other cultures and whether the text used 

in their classroom played a role in this increase. 
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Summary of Questions and Answers 

The following is a summary of the questions asked in this study and their answers: 

1. There is no difference between the treatment group and the control group in terms 

of their ability to discern cross-cultural interactions from a more open point of view, as 

measured by their performance on ten critical incidents used to measure open-mindedness. 

This may be due to the fact that the development of open-mindedness requires more than 

the twelve or thirteen weeks this study period allotted, or to the fact that the ten critical 

incidents are not meant as a research tool, but rather as a training manual for sojourners 

planning to interact with, or live among, people from different cultures. 

2. There is no difference between the treatment group and the control group in levels 

of emotional resilience, flexibility/openness and perceptual acuity as measured by subject 

performance on the Cross-Cultural Adaptability Inventory. Again, this may be due to the 

limited time factor, suggesting that more time is required for treatment group subjects to 

integrate their new awareness. It could also be due to the fact that by not discussing 

multicultural issues, the control group subjects failed to develop a frame of mind more 

resistant to change in terms of how other cultures are viewed. Yet another factor may be 

that the Cross-Cultural Adaptability Inventory, like the ten critical incidents, is not 

intended to be a research tool. Instead, it is designed to be a self-awareness inventory to 

help test-takers become aware of the strengths and weaknesses of certain aspects of their 

personality, behavior, skills and/or knowledge. 

3. There is a difference between the treatment group and the control group in levels 

of personal autonomy as measured by their performance on the Cross-Cultural 

Adaptability Inventory. This may be due to the fact that personal autonomy, or how 
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comfortable one feels in different environments requires less time to develop. A logical 

explanation seems to be that since the treatment group did read about, and therefore 

temporarily cohabit with other cultures, they will be more apt to feel comfortable in 

different environments than control group subjects, who neither read about nor discussed 

different environments. 

4. There is a difference between students the treatment group and the control group 

in levels of potential for cross-cultural effectiveness, as measured by their overall 

performance on the Cross-Cultural Adaptability Inventory. This finding also appears to 

have a logical explanation. Since the treatment group experienced other cultures through 

their readings and discussions, it seems plausible that this has helped them to be more 

cross-culturally effective than control group subjects, who neither read about nor 

discussed (and therefore did not experience) other cultures. 

5. There is a difference between the treatment group and the control group in terms 

of cultural awareness and sensitivity as evidenced by their explanations as to what 

happened and why on each of the ten critical incidents. Clearly, subjects in the treatment 

group were able to view each critical incident from a greater number of perspectives and, 

in addition, these perspectives revealed a greater sense of awareness and sensitivity for the 

people and cultures represented in the incidents. 

6. There is a difference between the treatment group and the control group in student 

self-evaluations investigating overall increases in awareness of-and sensitivity to-other 

cultures, knowledge of other cultures, attitude toward other cultures, desire to continue 

reading books and stories by and about people of other cultures and whether the text used 
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in their classroom played a role in this increase. Treatment group subjects overwhelmingly 

reported an increase in their awareness of-and sensitivity to-other cultures, their 

knowledge about other cultures, their attitudes toward other cultures and their desire to 

read more books by and about people of other cultures. Some control group subjects also 

reported an increase, but it is nowhere near the magnitude of the increase reported by 

treatment group subjects. 

7. Although a decided majority of treatment group subjects felt that their awareness 

of-and sensitivity to-other cultures had increased, less than one quarter of them felt that 

their text played a role in this increase. Of the four control group subjects who felt that 

their cultural awareness and sensitivity had increased as a result of their English 102 class, 

only one subject felt that the text played a role in this change. 

Conclusions 

Based on the findings of this study, the following conclusions were drawn: 

1. Open-mindedness, emotional resilience, flexibility/openness and perceptual acuity 

are traits that are resistant to change and require a longer period of time to develop than 

the twelve to thirteen-week period this study allowed for. Integration and synthesis of 

new knowledge and awareness appear to have their own timetable and may differ from 

individual to individual. It may well be that a longer time period would have resulted in 

detectable changes in these traits. 

2. Perceptual acuity and the potential for cross-cultural effectiveness appear to be 

traits that are more permeable to change. 
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3. Using training instruments as research instruments severely limits the conclusions 

that can be drawn from the data collected. It may well be that a more accurate measure 

would have detected changes in the above traits that the training instruments used in this 

study could not detect. At the time of this writing, there were no research measures 

available that could accurately measure cultural awareness and sensitivity in adults. 

4. The findings of this study strongly support the notion that experiencing other 

cultures through the reading and discussion of multicultural literature can lead to an 

increase in potential for cross cultural effectiveness and in the traits that aid in this 

effectiveness. Similarly, a lack of exposure to other cultures can result in the retention of 

a more resistant frame of mind in terms of how other cultures are viewed. Some may 

argue that the rhetoric-based text, The Nortoll Anthology, used by the control group, also 

contained a few stories about other cultures and therefore did allow the students to learn 

about people from a different cultural group. While this may be true, these students did 

not fully experience that culture because they were denied a chance to discuss and relate 

to what they had read about. As Kehoe (1984) reminds us, "unfortunately, it has been 

found that having students gain knowledge about the people of another culture does not 

necessarily lead to empathy and respect for the people of that culture" (Kehoe, 1984:34). 

5. Those who read and explore multicultural literature overwhelmingly feel 

themselves to have more cultural awareness and sensitivity toward other cultures (some 

directly attribute this new awareness to the multicultural text), more knowledge about 

other cultures and an improved attitude toward other cultures after only a short period of 

time spent on the texts. Conversely, readers of rhetorical text do not claim any of these 

changes in themselves. Perhaps this is best explained by Walsh (1973), who reminds us 
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that while literature" ... speaks to, and about, all humans and every human ... it is 

successful only to the extent that it sees the universal in the particular" (Walsh, 1973: 100). 

In other words, control group subjects were not only severely limited in their exposure to 

multicultural literature, but were also denied the opportunity to examine this literature to 

uncover "the universal in the particular." 

6. Reading multicultural literature results in an increase in desire to continue reading 

multicultural literature. Some readers of rhetorical texts also expressed a desire to 

continue reading multicultural literature, but nowhere near the extent of the multicultural 

literature readers. 

Implications 

This study has shown that twelve to thirteen-weeks of a one-semester freshmen

literature course in which multicultural literature is both read and explored in an open, 

multi culturally-aware environment does 110/ result in a statistically significant difference 

between treatment group and control group means on measures of ability to discern cross

cultural interactions from a more open point of view, in levels of emotional resilience, 

flexibility/openness and perceptual acuity. The study did show, however, that twelve to 

thirteen weeks of the above described freshmen literature course does result in a 

statistically significant difference between treatment group and c~ntrol group means on 

measures of potential for cross-cultural effectiveness and personal autonomy. In 

additional to the above quantitative findings, qualitative findings in this study showed that 

multicultural literature, when read in an open, multi culturally-aware environment not only 

leads to an increase in cultural awareness and sensitivity, or open-mindedness toward 

other cultures on the part of the readers, but that these same readers feel themselves to be 
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more culturally aware and sensitive, more knowledgeable about other cultures and more 

positive in attitude toward other cultures than readers of traditional rhetoric-based texts. 

This study suggests that open-mindedness, as well as some of the traits that are a 

part ofit, such as emotional resilience, flexibility/openness and perceptual acuity, require a 

longer period of time to develop. The short time allowed in this study appears to have 

initiated the developmental process for multicultural sensitivity and awareness, but was not 

long enough for the newly acquired learning and awareness to be internalized. A thorough 

development of open-mindedness and cultural awareness and sensitivity requires a 

significant amount of time (which may well differ from person to person) in a non

threatening environment which allows for introspection without admonition. As Butt 

(1986) suggests, "one method for class discussion and inquiry that has proven effective is 

one where the teacher acts as a neutral, non-directive, non-sanctioning chairman ... He or 

she asks questions in a non-sanctioning tone to cause pupils to reflect on and inquire into 

their own dispositions" (Butt, 1986: 148). 

It is interesting to note that certain traits which are a part of cultural awareness and 

sensitivity can develop in a relatively short period of time. Personal autonomy, or how at 

home one feels in an alien environment can be drastically enhanced over a short period of 

time spent reading and discussing multicultural literature. The logical explanation for this 

is that since literature simulates true-life experience, then the more one experiences 

different environments, the more one will feel comfortable in them. Similarly, one's 

potential for cross-cultural effectiveness can also appreciate dramatically in a short period 

of time spent reading and discussing multicultural literature. Again, there is a logical 

explanation-namely that if literature allows readers to experience other cultures, and the 
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amount of experience with other cultures correlates with how effectively one interacts 

with them, then there can be no doubt that the more one reads and experiences 

multicultural literature, the more effectively one can interact with other cultures. As 

Walsh (1973) explains, "if one understands its literature, one is well on his [ or her] way to 

understanding the culture and its people. [This happens because] literature reveals clearly 

how it is possible to conceive of a universal human culture at the same time that individual 

cultural differences are nourished and treasured" (Walsh, 1973:101). 

It is most useful to note that the reading and discussing of multicultural literature is 

itself a motivating force. Readers not only appear to learn more and feel that they have 

changed as a result of reading this literature, they are also motivated enough by what they 

have read to continue reading multicultural literature in the future. This suggests that 

while the freshmen-literature courses cannot complete the cycle of development of cultural 

awareness and sensitivity (this researcher believes the cycle to be never-ending) in the 

students, they can begin the process and act as a powerful catalyst in what easily becomes 

a self-fulfilling goal. The reading and discussing of multicultural literature starts the 

development of cultural awareness and sensitivity, and, at the same time, creates in its 

readers a desire to continue reading the very materials that will continue the development 

of cultural awareness and sensitivity. 

Recommendations 

The researcher closes this dissertation with the following recommendations: 

1. It is recommended that a longer period of time be allotted for future studies on the 

development of cultural awareness and sensitivity in freshmen-literature students. More 
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time allowed to integrate the newly acquired insights and knowledge may result in more 

measurable changes in the subjects. 

2. It is recommended that the search fOf-or development of-a research tool, rather 

than a training tool, which can be used to measure cultural awareness and sensitivity 

continue. Training tools used as research tools may not be accurate enough measures and, 

in addition, severely limit the conclusions that can be drawn from the findings taken from 

these measures. Even if a sound research tool were to be found, Kendall (1983) reminds 

us that the overall goal is to make test-takers aware of their attitudes, rather than to bring 

about an immediate changes in them. Ramsey (1987) appears to be in agreement with 

Kendall, but further adds that measuring an adult's attitude is a virtual impossibility, as 

almost all adults have spent a lifetime learning to sound tolerant-even when that is not 

how they feel! 

3. It is recommended that, with the ever-increasing numbers of minorities in mind, 

universities and colleges offer more classes (as both required courses and optional classes) 

which expose students to multicultural literature. In 1995, to have read one or two 

multicultural literature texts by the end of four years of university is simply not sufficient. 

4. It is recommended that more effort be put into the development of truly 

multicultural texts. As Walsh (1973) repeatedly asserts, "- the novels, dramas, poems, 

ballads of a culture-is perhaps the surest and most illuminating source of insight into a 

culture" (Walsh, 1973:101). Le Bar and Wright (1990) caution, however, that developing 

one truly multicultural text is nowhere near enough. As they explain, "reasoning about life 

requires that students be exposed to a multiplicity of viewpoints ... A single text cannot 
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(1987) offers some sound advice on the matter: 

Because no single book or author can truly represent the cultural, 

racial, and occupational diversity of [any] country, ... books should 

be selected and reviewed with the idea of developing a collection 

that, as a whole, provides a balanced representation of diverse 

physical characteristics and lifestyles, levels of affiuence, and social 

values (Ramsey, 1987). 

5. It is recommended that more studies be done on the effects of multicultural 
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literature. This study has revealed only a minuscule amount of the benefits such literature 

can reap. 

6. It is recommended that in addition to developing more truly multicultural texts, an 

equal amount of effort is put into providing support in both the home and school 

environments that will enable this new-found awareness to be nurtured. As Sullivan 

(1988) cautions: 

Literature, then, can be powerful in exposing us to world views, in 

eliciting response to other realities, and in reshaping conceptual and 

emotional reactions to peoples and issues ... However, as long as 

there is a solid context of racism in their school environment, and 

this context is ignored by educators, the new found notions of 

cultural understandings, for some of these students, may be short

lived. With little support available in their homes or school 



environments, the nurturing of these new understandings may be 

impossible (Sullivan, 1988:25). 

7, It is recommended that educating teachers on the benefits and ways of 
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implementing multicultural literature in the classroom be done as a continuous part of their 

teacher-training rather than over the typical one to three day in-service training. 

Educating our students to feel comfortable with, interact with and empathize with people 

from other cultures is of the same importance as other mandatory subject matter taught in 

schools. Just as one cannot venture far in life without some knowledge of mathematics, 

neither can one venture far in a multicultural world without knowing how to get along 

with people of differing cultures. 

8. It is recommended that we keep students reading mlilticlIitliralliteratlire. First of 

all, this literature increases cultural awareness and sensitivity, makes the students feel 

better about interactions with other cultures and develops the very traits necessary to 

interact successfully with people from other cultures. As this study strongly suggests, 

these goals are evolutionary, and therefore achieved over a lifetime. They cannot simply 

come about as a result of a short period of time spent studying multicultural literature. A 

second reason to keep students reading multicultural literature is that it also creates in its 

readers a desire to conti/me reading. This fact alone is enough to call for an increase in 

multicultural texts, multicultural literature classes, multicultural education of other kinds 

and studies on the effects of multicultural literature. 
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Appendix A: Assignment for Essay # 1, Reader Response Essay 

ESSAY #1 - READER RESPONSE ESSAY 

Purpose: To write a response to one of the readings we have covered in class. 

Audience: You may assume that the audience for this essay consists of your classmates, 
your instructor, and the University of Arizona student population. 

Voice: The voice in your essay should be your voice. If you find yourself going off on a 
tangent or digressing, then do. If you find yourself taking about something that has 
happened to you, in other words, narrating your own story, go ahead and follow that 
digression for a while, but then bring yourself (and your reader) back to the story 
you're discussing. Explain the parallels between your experience and the writer's story. 
Remember to refer back to the story throughout your essay! Do not lose track! You can 
refer to The Students' Guide for examples of good essays if you wish. 

In order to begin, think about the following: 

1. What about the story appeals to you? Why does it interest, move or disturb you? 
(If you had a different reaction, then explain that, too). 

2. What does the story mean to you? Did you learn anything from reading it? What? 
3. Why do you think that the writer wrote it? What does slbe want us to learn or 

think about? 
4. Do you think that others should read this story? Why/why not? 
5. Why do you identify with the characters in the story? Why do you understand 

(or fail to understand) their problems or conflicts? 
6. Explain how or why you think a character in the story changes or fails to change. 
7. Explain the dynamics or problems in the relationship of two characters. What do 

we learn from watching them interact? 
8. Explain how you think a character's life reflects the society slbe lives in. What 

values does that society have? How can you tell? Do you share these values? 
Why/why not? 

9. Explain how you think a character's life reflects the problems in hislber society. 
Do we all share these problems? In what ways? In what ways are these problems 
unique? 

Please note that these questions are designed to ST ART your thinking and writing. In 
addition, you should go back through your journal and look for "starting places" for your 
essay. 
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Suggestions for essay #1 content: 

1. Focus on how the story challenged or fulfilled your expectations as a reader. This 
option should contain at least three parts: an introductory discussion of how your 
experiences have shaped your expectations of stories; an explanation of how those 
experiences contributed to your expectations of this story; and an analysis of how specific 
parts of the story reinforced or challenged your expectations. 

2. Focus on some insight into human behavior or life that this reading has given you. 
You might show how a character has helped you to understand yourself or someone you 
know. You might compare a scene with something that has happened in your own life and 
explain how the scene advances your understanding of that past event. You might think 
of another way to explain how a story has given you a new understanding or insight. 

3. Focus on an aspect ofthe reading that you want someone else to consider. 
Recommend the story to someone, and say why you believe that person should read it. 
Write a letter to the author saying what the story means to you. Write to a character and 
explain how you responded. Invent your own audience and explain why anyone should 
read this story. 

Format: Write three to five pages, double spaced. In addition, you should leave a 111 
margin on the top, bottom and left-hand side, and a 1.511 margin on the right side. Do not 
forget that the appearance of your paper is also important. In other words, include a title 
page with your title, name, class, section #, instructor's name, and the date written on it. 
Also, you should number your pages. 

Due Dates: Your draft copy will be due for peer-editing on Friday 4 February (remember 
to bring two photocopies of your draft to class!) and the final draft will be due on 
Monday 7 February. 
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Appendix B: Essay #2 Assignment, Rhetorical Analysis Essay 

ESSAY #2 - RHETORICAL ANALYSIS 
In your reader response essay, you approached the text from the perspective of a 

reader; in the rhetorical analysis unit, you will approach it from the other side of the 
process-from the perspective of the writer. You will examine a text closely to determine 
exactly how the writer uses tone, diction, point of view and other techniques to create 
particular effects on the reader, much in the same way as in English 101, when you 
analyzed how the writer of an argumentative text sought to persuade the reader. You will 
then consider how these effects (a mood of suspense or an emotional response to a certain 
character, for example) serve the larger purpose or theme. Ultimately, you should be 
prepared to make some judgments about how well the writer performs his or her craft, 
how effectively s/he accomplishes the larger purpose. This essay assignment will require 
you to direct the process of claim and support developed in the critical analysis towards a 
consideration of the techniques of persuasion and appeal found in a work. Remember that 
persuasive techniques can be either direct or indirect. 

SUbject: Choose one of the texts we have read for this unit, then identify some narrow 
aspect of the work for examination. Don't try to exhaust all of the text's rhetorical 
possibilities! Arrive at a thesis, a central assertion about this aspect of the text that you 
can support. 

Audience: For the purpose of this essay, consider your audience to be your classmates 
and the university student population. 

In your essay, you should present a reasonable, unified coherent argument in support of 
your analysis of rhetorical effectiveness. Accordingly, evidence for your opinion will 
consist of textual material, in paraphrase, summary, and direct quotation, cited by page 
number in the text of your essay. There are three things that you should do to make your 
essay effective: 

1. Make it specific. Cite many specific examples from the text in the form of 
quotes and paraphrases to support you general assertions. 

2. Make it analytical. You must explain in detail exactly how the writer creates 
the effects you are addressing and how those effects advance the theme. 

3. Make it significant. Connect the techniques to the effect, and the effect to some 
larger element of meaning in the text. 

Overall, make sure that your essay has purpose. 
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Some questions to help you think rhetorically ...... . 

1. What are the characteristics of the persona? What audience is implied? Does the 
text seem to have a persuasive purpose or some other definite purpose? What are 
some of the themes or "big ideas" that seem to be raised by the text? Is it useful to 
think about what the writer is doing in terms of rhetorical appeals (rational, 
emotional, ethical)? 

2. How much does the writer choose to tell us about characters and events? When 
and how are characters introduced? How do the sequence and mode of 
introduction affect our perception of a character or event? What information is 
withheld from us? What traits, ideas, behaviour, etc. seem to be valued in the 
work as good or bad? What specific words are used to describe characters and 
events? What are the connotations of these words? 

3. What point of view does the writer use? Does it ever change? Does the narrator 
speak in the first person, third person, or some other perspective, and what 
difference does it make? Do we have access to the thoughts of some characters 
but not others? Is our access partial or total? What is the tone? Does it make us 
more likely to accept or reject a particular character or event? What feelings do 
you have as you read? What images, actions, events or words seem to be 
associated with those feelings? Are there particular images consistently associated 
with particular characters? Examine your feelings: Are they likely to be shared by 
other readers? Why/why not? 

4. How would your understanding of the text be changed if the writer had made 
different choices about tone, diction, point of view, etc.? 

Format: The essay should be approximately 5 pages, double-spaced with the usual 1" 
margin all around and 1.5" on the right hand side. All quotations should be properly 
quoted in the APA or MLA styles ONLY. Footnotes will not be accepted!! In 
addition, don't forget your title page and page numbers! 

Due Dates: The rough draft will be due for peer-editing on Wednesday 2 March 1994 
and the final draft will be due on Friday, 11 March 1994. Please have all drafts typed 
and double-spaced to make editing either by me or your classmates easier. 



ENGLISH 102 
Instructor: 
Office and Hours: 

Required Texts: 

Appendix C: Syllabus for Control Group Subjects 

Bain, C., Beaty, J. & Hunter, J.P. (1991). Norton Introduction to Literature. 
New York: Norton. 

Atwood, M. (1985). The Handmaid's Tale. New York: Fawcett Crest. 

Buffingotn, N., Ransdell, D.R. and Ryder, P.M. (1994). A Student's Guide to 
First Year Composition (15th ed.). Minnesota: Burgess. 

A college dictionary from the following list: 
The American Heritage Dictionary, College Edition 
The Random House College Dictionary 
Webster's Ninth New Collegiate Dictionary, Indexed 
The Oxford Dictionary 

Course Policies: 
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Attendance: Regular attendance is critical to the success of this program and 
mandatory in order to pass this course. If you miss three sessions, I will be sending a 
reminder to you, and if you miss a fourth session, you may be dropped from this class 
(called an administrative drop). If you must miss a class, contact me before the missed 
class or leave a message in my office. Remember that you are responsible for finding 
out about missed assignments and for making up any missed work. See Student's 
Guide p.18 for more information about attendance. 

Conferences: Several times during the semester, classes will be cancelled in order 
to schedule one-on-one meetings in my office. Attendance at these meetings is 
mandatory, and no-shows will be counted as an absence. See Student's Guide p. 18 for 
more information about conferences. 
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Grading: In order to pass this course, you must obtain a letter grade of C or 
higher. In addition, you must attend class and all scheduled conferences, complete all 
reading, writing and speaking assignments on time, be prepared for and actively participate 
in class activities and discussions. Unless you have made arrangements with me prior to 
the due date of a paper, late papers will lose a letter grade per calendar day for up to three 
days. After three days, the paper will receive a grade ofO. 

The assignments for this class will be worth the following marks: 

Assignment 
Writer's Journal 
Class participation and attendance 
Essay #1-Reader Response 
Essay #2-Rhetorical Analysis 
Essay #3-Text in context 
Final Exam 

Total available points for this class 

Your final grade for the course will be as follows: 

A 
B 
C 
D 
F 

895 - 1000 points 
795 - 895 points 
695 - 795 points 
595 - 695 points 
below 595 points 

Total Points 
50 points 
50 points 

150 points 
200 points 
300 points 
250 points 

1000 points 

For further information about grading standards and charts, please see Student's Guide pp. 
27-40. 

Your oaoers: You are strongly encouraged to type your papers on a computer. 
This makes editing easier and allows you to save your work for future reference. Be sure 
to make a backup copy of your work in case it gets lost. If you do not have an extra copy, 
you will have to re-write the essay. See Student's Guide p. 19 for more information on 
guidelines for preparing papers. 

Rewrites: You will be allowed to rewrite your paper and submit it for a higher 
grade. If you do so, the following criteria must be met: 

1. You must submit your rewrite together with the original 
2. You must submit your rewrite no later than one calendar week after your 

first final draft has been graded and returned to you. 
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After the rewrite has been graded, the score will be combined together with your original 
essay score and the two will be averaged to determine your final score for this essay. 
Please note that not all rewrites automatically receive a higher grade! You must show 
significant improvement. 

Plagiarism: Using the ideas or words of other writers without giving them credit 
is called Plagiarism. DO NOT submit a paper which has been plagiarized. This could 
result in a failing grade in this course. If you have any questions about plagiarism, please 
ask! For more information about plagiarism, see Student's Guide pp. 22-25. 

Journals: Many reading assignments will have a journal assignment attached to 
them. Each assignment is obligatory, and will count towards your final grade. Journals 
will be collected periodically and must be provided upon request. They will be graded 
according to assignment completion and then returned to you. Failure to do the required 
assignments or to hand them in on time will result in a significantly lower course grade. 
Texts used in the calendar will be referred to as follows: 

NA=Norton Anthology 
HT=Handmaid's Tale 
SG=Student's Guide 

CALENDAR: 

Week 1 
Wed 12 Jan. 

Fri. 14 Jan. 

Week 2 
Mon. 17 Jan. 

Wed 19 Jan. 

Fri. 21 Jan. 

Unit #1 - Reader Response 

Introduction of class and course overview. 

Read "Girl" (NA p. 439) and "The Many Interpretations of 
Language" (SG p. 182-186). In-class discussion of Reader 
Response essay: Assign ESSAY #1: DUE DATE: MONDAY 7 
FEBRUARY. 

Martin Luther King Holiday. Classes cancelled. 

Read "The Most Dangerous Game" (NA p. 295). Do journal in 
class: When did you expect a surprise ending? 

Read "Araby" (NA p. 382). What is the difference between the 
surprise ending in "Dangerous Game" and "Araby"? 



Week 3 
Mon. 24 Jan. 

Wed 26 Jan. 

Fri. 28 Jan. 

Week 4 
Mon. 31 Jan. 

Wed 2 Feb. 

Fri. 4 Feb. 

WeekS 
Mon. 7 Feb. 

Wed 9 Feb. 

Fri. 11 Feb. 

Week 6 
Mon. 14 Feb. 

Wed 16 Feb. 

Bring SG to class for discussion of Epistolary essay. Read "The 
Management of GrieP' (NA p. 334). In-class journal response. 
Read "The Jewelry" (NA p. 9) and respond to this in epistolary 
form. 

Read "Barn Burning" (NA p. 316. ) and respond in journal. 

Review of some Reader Response essays 

Read "A Very Old Man with Wings" (NA p. 408). Respond in 
journal. 

Peer-editing workshop on essays. BRING TWO COPIES 
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OF YOUR ROUGH DRAFT (PREFERABLY TYPED) TO 
CLASS. Answer all questions on Peer-workshop question sheet. 

Unit two - Rhetorical Analysis 

ESSAY #1 DUE TODAY! Assign ESSAY #2: DUE DATE. 
FRIDAY 11 MARCH. Bring SG to class and read pp. 206-222. 
In-class discussion of Rhetorical Analysis essay. 

Read "Yellow Wallpaper" (NA p. 38), and the poems "Daddy" 
(NA p. 483) and "Elegy" (NA p. 485) and respond in your journal 
to the following question: Do men and women hate each other? 
Read "Boys and Girls" (NA p. 413) and "Upon Julia's Clothes" 
(NA p. 684). Respond in journal to the question: Do men and 
women love each other? 

Read "King's X" (NA p. 526), "London" (p. 478), "Death of The 
Ball Turrett Gunner" (NA p. 579) and "Dulce et Decorum Est" 
(NA p. 753). Respond in journal to the question: Does everybody 
hate everybody else? 

Read "Whirlpool Rapids" (NA p. 51) and discuss plot in 
your journal. Read "The Termitary" (NA p. 193) and discuss 
symbolism in your journal. 



Fri. 18 Feb. 

Week? 
Mon. 21 Feb. 

Wed 23 Feb. 

Fri. 25 Feb. 

Week 8 
Mon. 28 Feb. 

Wed 2 March 

Fri. 4 March 

Week 9 
Mon. ? March 

Wed 9 March 

Fri. 11 March 

Week 10 
Mon. 14 March 

Wed 16 March 

Fri. 18 March 

Week 11 
Mon. 21 Mar: 

Wed 23 Mar 

Fri. 25 Mar 
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Read "A Pair of Tickets" (NA p. 152). Discuss the setting in your 
journal. Read "My Man Bovanne" (NA p. 94). How would Hazel 
be presented by one of her children? Respond in journal. 

Movie. Respond in journal about plot, setting and characters. 

Continue movie. Respond in journal about theme and point of 
view. 

Conclude movie. Final journal entry should discuss the roles 
symbolism and characterization played in the movie. 

Review old Rhetorical Analysis essays 

PEER EDITING WORKSHOP. BRING TWO COPIES 
OF YOUR ESSAY TO CLASS. Complete required 
questionnaire. Sign up for conferencing. 

Classes cancelled for conferencing 

Classes cancelled for conferencing 

Classes cancelled for conferencing 

ESSA Y #2 DUE TODAY! In-class writing activity. 

Spring break!! Classes cancelled. 

Spring break. Classes cancelled. 

Spring break. Classes cancelled. 

ASSIGN ESSAY #3. Peer-editing workshop Weds. 20 
April. Final draft due Fri. 29 Apr. Bring SG to class. 

Read chapters 1,2,3. 

Read chapters 4,5,6. 



Week 12 
Mon. 28 Mar 

Wed 30 Mar 

Fri. 1 Apr. 

Week 13 
Mon. 4 Apr. 

Wed 5 Apr. 

Fri. 8 Apr. 

Week 14 
Mon. 11 Apr. 

Wed 13 Apr. 

Fri. 15 Apr. 

Week 15 
Mon. 18 Apr. 

Wed 20 Apr. 

Fri. 22 Apr. 

Week 16 
Mon. 25 Apr. 

Wed 27 Apr. 

Fri. 29 Apr. 

Week 17 
Mon. 2 May 

Wed 4 May 

Read chapters 7,8,9. 

Read chapters 10 and 11. 

Read chapters 12 and 13. 

Read chapters 14 and 15. 

Meet in library to begin research on term paper. 

Meet in library to begin research on term paper .. 

Movie: The Handmaid's Tale 

Movie: The Handmaid's Tale 

Movie cont'd. 

Review of old "Text in Context" essays. 

Peer-editing. BRING THREE COPIES OF YOUR TYPED 
DRAFT TO CLASS. 

Classes canceled for conferencing 

Classes canceled for conferencing. 

Classes canceled for conferencing. 

ESSAY #3 DUE TODAY!! In-class writing activity. 

Preparation for Final exam 

Preparation for Final exam 
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ENGLISH 102 
Instructor: 
Office & Hours:: 

Required Texts: 

Appendix D: Syllabus for Treatment Group 

Charters, A. (1991). The Story and Its Writer (3rd. ed.). Boston: 
Bedford Books. 

Kerouac, J. (1991). On The Road. New York: Penguin. 

Buffington, N., Ransdell, D.R. and Ryder, P.M. (1994). A Student's Guide to 
First Year Composition (15th ed.). Minnesota: Burgess. 

A college dictionary from the following list: 
The American Heritage Dictionary, College Edition 
The Random House College Dictionary 
Webster's Ninth New Collegiate Dictionary, Indexed 
The Oxford Dictionary 

Course Policies: 
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Attendance: Regular attendance is critical to the success of this program and 
mandatory in order to pass this course. If you miss three sessions, I will be sending a 
reminder to you, and if you miss a fourth session, you may be dropped from this class 
(called an administrative drop). If you must miss a class, contact me before the missed 
class or leave a message in my office. Remember that you are responsible for finding 
out about missed assignments and for making up any missed work. See Student's 
Guide p.18 for more information about attendance. 

Conferences: Several times during the semester, classes will be cancelled in order 
to schedule one-on-one meetings in my office. Attendance at these meetings is 
mandatory, and no-shows will be counted as an absence. See Student's Guide p. 18 for 
more information about conferences. 
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Grading: In order to pass this course, you must obtain a letter grade of C or 
higher. In addition, you must attend class and all scheduled conferences, complete all 
reading, writing and speaking assignments on time, be prepared for and actively participate 
in class activities and discussions. Unless you have made arrangements with me prior to 
the due date of a paper, late papers will lose a letter grade per calendar day for up to three 
days. After three days, the paper will receive a grade ofO. 

The assignments for this class will be worth the following marks: 

Assignment 
Writer's Journal 
Class participation and attendance 
Essay #1-Reader Response 
Essay #2-Rhetorical Analysis 
Essay #3-Text in context 
Final Exam 

Total available points for this class 

Your final grade for the course will be as follows: 

A 
B 
C 
D 
F 

895 - 1000 points 
795 - 895 points 
695 - 795 points 
595 - 695 points 
below 595 points 

Total Points 
50 points 
50 points 

150 points 
200 points 
300 points 
250 points 

1000 points 

For further information about grading standards and charts, please see Student's Guide pp. 
27-40. 

Your oaoers: You are strongly encouraged to type your papers on a computer. 
This makes editing easier and allows you to save your work for future reference. Be sure 
to make a backup copy of your work in case it gets lost. If you do not have an extra copy, 
you will have to re-write the essay. See Student's Guide p. 19 for more information on 
guidelines for preparing papers. . 

Rewrites: You will be allowed to rewrite your paper and submit it for a higher 
grade. If you do so, the following criteria must be met: 

1. You must submit your rewrite together with the original 
2. You must submit your rewrite no later than one calendar week after your 

first final draft has been graded and returned to you. 



223 

After the rewrite has been graded, the score will be combined together with your original 
essay score and the two will be averaged to determine your final score for this essay. 
Please note that not all rewrites automatically receive a higher grade! You must show 
significant improvement. 

Plagiarism: Using the ideas or words of other writers without giving them credit 
is called Plagiarism. DO NOT submit a paper which has been plagiarized. This could 
result in a failing grade in this course. If you have any questions about plagiarism, please 
ask! For more information about plagiarism, see Student's Guide pp. 22-25. 

Journals: Many reading assignments will have a journal assignment attached to 
them. Each assignment is obligatory, and will count towards your final grade. Journals 
will be collected periodically and must be provided upon request. They will be graded 
according to assignment completion and then returned to you. Failure to do the required 
assignments or to hand them in on time will result in a significantly lower course grade. 
Texts used in the calendar will be referred to as follows: 

SW=Story and Writer 
OTR=On The Road 
SG=Student's Guide 

CALENDAR: 

Week 1 
Wed 12 Jan. 

Fri. 14 Jan. 
essay: 

Week 2 
Mon. 17 Jan. 

Wed 19 Jan. 

Fri. 21 Jan. 

Week 3 
Mon. 24 Jan. 

Wed 26 Jan. 

Unit #1- Reader Response 

Introduction of class and course overview. 

Discuss reading #1 and #2. In-class discussion of Reader Response 

Assign ESSAY #1: DUE DATE: MONDAY 7 FEBRUARY. 

Martin Luther King Holiday. Classes cancelled. 

Discuss reading #4 and #5. Respond injoumal. 

Discuss readings #3 and # 15. What is the difference between the 
two stories? 

Bring SG to class for discussion of Epistolary essay. Discuss 
reading #6. In-class journal response. 

Discuss reading #7 and #8 and respond in epistolary form. 



Fri. 28 Jan. 

Week 4 
Mon. 31 Jan. 

Wed 2 Feb. 

Fri. 4 Feb. 

Week 5 
Mon. 7 Feb. 

Wed 9 Feb. 

Fri. 11 Feb. 

Week 6 
Mon. 14 Feb. 

Wed 16 Feb. 

Fri. 18 Feb. 

Week 7 
Mon. 21 Feb. 

Wed 23 Feb. 

Fri. 25 Feb. 

Week 8 
Mon. 28 Feb. 
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Discuss reading #9 and respond in journal. 

Review of some old Reader Response essays 

Discuss reading #10. Respond in journal. 

Peer-editing workshop on essays. BRING TWO COPIES 
OF YOUR ROUGH DRAFT (PREFERABLY TYPED) TO 
CLASS. Answer all questions on Peer-workshop question sheet. 

Unit two - Rhetorical Analysis 

ESSAY #1 DUE TODAY! Assign ESSAY #2: DUE DATE. 
FRIDAY 11 MARCH. Bring SG to class for in-class discussion of 
Rhetorical Analysis essay. 

Discuss reading #12 and respond in your journal. 

Discuss reading # 13 and # 16. Respond in journal. 

Discuss reading # 17 and # 18. Respond in journal. 

Discuss readings # 11 and # 14. Can you relate to these stories? 
Why? Explain in journal. 

Discuss reading #19. Explain in journal how/why you can identify 
with this text. 

Movie. Respond in journal about the culture 

Continue movie. Respond in journal about the characters. How do 
you feel about them? Why? 

Conclude movie. What did you learn from this movie? 
How did you learn it? 

Review old Rhetorical Analysis essay 



Wed 2 March 

Fri. 4 March 

Week 9 
Mon. 7 March 

Wed 9 March 

Fri. 11 March 

Week 10 
Mon. 14 March 

Wed 16 March 

Fri. 18 March 

Week 11 
Mon. 21 Mar: 

Wed 23 Mar 

Fri. 25 Mar 

Week 12 
Mon. 28 Mar 

Wed 30 Mar 

Fri. 1 Apr. 

Week 13 
Mon. 4 Apr. 

Wed 5 Apr. 

Fri. 8 Apr. 

PEER EDITING WORKSHOP. BRING TWO COPIES 
OF YOUR ESSAY TO CLASS. Complete required 
questionnaire. Sign up for conferencing. 

Classes cancelled for conferencing 

Classes cancelled for conferencing 

Classes cancelled for conferencing 

ESSAY #2 DUE TODAY! In-class writing activity. 

Spring break!! Classes cancelled. 

Spring break. Classes cancelled. 

Spring break. Classes cancelled. 

U nit Three - Text in Context 

ASSIGN ESSAY #3. Peer-editing workshop Weds. 20 
April. Final draft due Fri. 29 Apr. Bring SG to class. 

Discuss OTR part one 

OTR 

Discuss OTR part two 

OTR 

Discuss OTR part three and begin part four 

Conclude OTR part four 

Meet in library to begin research on term paper. 

Meet in library to begin research on term paper .. 

225 



Week 14 
Mon. 11 Apr. 

Wed 13 Apr. 

Fri. 15 Apr. 

Week 15 
Mon. 18 Apr. 

Wed 20 Apr. 

Fri. 22 Apr. 

Week 16 
Mon. 25 Apr. 

Wed 27 Apr. 

Fri. 29 Apr. 

Week 17 
Mon. 2 May 

Wed 4 May 

Movie: On The Road 

Movie: On The Road 

Movie cont'd. 

Review of old "Text in Context" essays. 

Peer-editing. BRING THREE COPIES OF YOUR TYPED 
DRAFT TO CLASS. 

Classes canceled for conferencing 

Classes canceled for conferencing. 

Classes canceled for conferencing. 

ESSAY #3 DUE TODAY!! In-class writing activity. 

Preparation for Final exam 

Preparation for Final exam 
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FINAL EXAM: FRIDAY 6 MAY, 8 a.m. UNTIL 10 a.m. Room TBA. 

GOOD LUCK!!!!! 
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English 102 

Readings from The Story and Its Writer to be read in this class: 

1. Dead Men's Path (Chinua Achebe) 
2. Like a Bad Dream (Heinrich Boll) 
3. This Way for the Gas, Ladies and Gentlemen (Tadeusz Borowski) 
4. The Distance of the Moon (Italo Calvino) 
5. The Blue Jar (Isak Dinesen) 
6. The Red Convertible (Louise Erdrich) 
7. A Very Old Man With Enormous Wings (Gabriel Garcia Marquez) 
8. Yellow Wallpaper (Charlotte Perkins Gilman) 
9. The Overcoat (Nikolai Gogol) 
10. Town and Country Lovers (Nadine Gordimer) 
11. Conversation in June about Mothers (Hwang Sun-Won) 
12. A House of Flesh (Yussefldriss) 
13. Araby (James Joyce) 
14. Girl (Jamaica Kincaid) 
15. The Jewbird (Bernard Malamud) 
16. The Necklace (Guy de Maupassant) 
17. Three Million Yen (Yukio Mishima) 
18. Jasmine (Bharati Mukherjee) 
19. The Hitchhiking Game (Milan Kundera) 
20. Happy Endings (Margaret Atwood) 

Optional Essays (You may choose one of these for your essays if you prefer): 

21. The Hammer Man (Toni Cade Bambara) 
22. Regret (Kate Chopin) 



228 

Appendix E: Pre-test Questionnaire 

QUESTIONNAIRE: 

Name: Sex: -------------------------- ---------- Age: 

Native Language: _________________ Language spoken at home: 

Where were you educated? (Please list all countries, States, etc.): Use back of paper if 
necessary. 

Where? Grades 

What countries have you travelled to?: (Use back of paper if necessary) 

Where? How long? Reason 

Please check the appropriate box for your family income (not personal income - I know 
we are all poor students!): 

o up to $20,000 0 >$20,000 to $40,000 0 >$40,000 to $60,000 0 >$60,000 

Please list the highest level of education obtained by BOTH of your parents: 

Mother 

I give permission to Deborah Levy to look at my essays and to use the scores obtained 
. from the tests she administers to us in her study for her Ph.D. dissertation. I unders~and 

that all test scores and other information gathered for Deborah Levy's study will be kept 
completely confidential and will be known only to myself and Deborah Levy. I understand 
that I will be told at the end of the semester both my test scores AND what Deborah Levy 
was trying to uncover in her study. I also understand that I may withdraw from this study 
at any time by informing Deborah Levy in writing of my decision not to participate. 

Signature: ________________ _ Date: ------------
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Appendix F: Posttest Self-Evaluation 

POSTTEST QUESTIONNAIRE Name: ---------------- Sec. 

1. How has your awareness of - and sensitivity to - other cultures changed since the 
beginning of this semester? Please explain in detail. 

2. Did your text playa role in this change? 0 yes 0 no 

IF YOU ANSWERED 'YES' to the above: 
How much were the text and the associated discussions responsible 
for this change? % 

3. Do you know more about other cultures now than you did at the beginning of the 
semester? 0 yes 0 no Explain why/why not. 

4. How has your attitude toward other cultures changed? Explain. 

5. Will you continue to read stories and books by and about people of other cultures 
after this semester? 0 yes 0 no Explain why/why not. 

6. How many books/stories do you read on average each month? (NOTE: DO 
NOT INCLUDE SCHOOL RELATED READINGS IN THIS AVERAGE) 
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Appendix G: Informed Consent Forms 

Note: By signing the following, you agree to participate in my study. Anything I 

discover about you as a result of the tests will be kept in the strictest of confidence and be 

known only to me. At any time, you are free to withdraw from this study without having 

to give a reason. If you should choose to withdraw, please drop a short note into my mail 

box in the English Department (ML 445) informing me of your decision. Don't forget to 

include your name, class and section number! Also, if you should have any questions 

about the study or the results I obtain, please feel free to drop by my office (ML 213) at 

any time or call me at 621-1836 (leave a message and I will call you back). If you agree 

to be a volunteer in my study, please read carefully the following paragraph and sign both 

copies. You may keep one copy for your records. 

CONSENT FORM 

I give permission to Deborah Levy to look at my essays and to use the scores 

obtained from the tests she administers to us in her study for her Ph.D. dissertation. 

I understand that all test scores and other information gathered for Deborah Levy's 

study will be kept completely confidential and will be known only to myself and 

Deborah Levy. I understand that I will be told at the end of the semester both my 

test scores AND what Deborah Levy was trying to uncover in her study. I also 

understand that I may withdraw from this study at any time by informing Deborah 

Levy of my decision not to participate. 

Signature: ________ _ Date: -------
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