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ABSTRACT 

This study was undertaken as a means of describing the language of high school 

students as they responded to a Cultural Identity course. The purpose of this course was 

to increase cultural sensitivity and understanding among high school freshmen, and 

therefore, to reduce violence and cultural misunderstandings on campus. This course 

made use of the published curriculum. Building Cultural Bridges, in part, and the 

remaining course design was developed by the teacher-researcher. 

Specific aspects of the problem studied are included in the following questions 

that guided the methodology; (I) In what ways are students" attitudes reflected in their 

written language in response to specific assignments in the course. Cultural Identity? 

(2) In what ways are perceptions of conflict and conflict resolution reflected in students" 

\sTitten language? (3) In what ways does students" written language indicate an 

awareness of cultural sensitivity? (4) What language is used in students' oral language 

during classroom interactions that indicates an awareness of cultural sensitivity? These 

questions were answered while taking into consideration: (a) the context of the classroom 

activities, and (b) the social context that students carried with them into the classroom 

which, therefore, became a presence in the classroom. 

This study involved a theoretical and pragmatic view of teaching multicultural, 

anti-racist, and conflict resolution curricula. .After a review of the literature and the 

establishment of the problem, a descriptive design was employed for guiding data 

collection and analysis. Participants" vvritten language was analyzed which included: (a) 

students" journal writing in response to teacher prompts, (b) student-generated 
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multicultural conflict and resolution plays, (c) conflict resolution questionnaires, and (d) 

student-generated informational brochures on relevant topics. Participants' oral language 

was also analyzed and recorded in field notes. This was taken from conversation and 

behavior demonstrated by participants during classroom activities. 

Participants' written language in the prompted response journals indicated a 

developing awareness of cultural sensitivity. The written language in the multicultural 

conflict and resolution plays indicated a developing sense of cultural sensitivity and the 

usefulness of conflict resolution strategies. Written language found in the conflict 

resolution questionnaires over time indicated an increased awareness of the usefulness of 

contlict resolution strategies and indicated their understanding of how conflicts are 

resolved, rather than avoided. The informational brochures demonstrated students" 

awareness of the effects of stereotyping, shifts in their stereotypical behavior, and 

demonstrated their use of conflict resolution strategies in classroom interactions. 
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CHAPTER I 

EXPANDING A CULTURAL IDENTITY COURSE 

As American and global societies continue to grow into a multicultural expanse of 

peoples, all levels of educational pedagogy have responded to develop curriculum to 

reflect a similar direction. As travel has increased for people throughout the world, many 

societies have developed into a diverse mixture of cultures. These people from diverse 

cultures work together and sometimes have little knowledge or understanding of the 

others" cultural ideals. Education has attempted, through various means, to provide a sort 

of cultural sensitivity learning so that these diverse societies have the opportunity to live 

in harmony. Through education, cultural sensitivity learning can aosist students and their 

communities to live in multicultural harmony. From multicultural literature themes to 

emphasizing the democratic ideal, the classroom has become a sphere for solving 

society's conflicts. Traditionally, differences among cultures and peoples have caused 

divisions among societies, but multicultural education and conflict resolution education 

attempt to build bridges between peoples of different cultures who live increasingly 

closer and closer together. 

I am involved in teaching a course called Cultural Identity (which includes a 

curriculum called Building Cultural Bridges)' to a group of high school students. I was 

encouraged by the principal to explore the effects of the class on students. The 

' Building Cultural Bridges is a published curriculum used in this course. The course title 
is Cultural Identity, and it includes several curricular methods and activities. 
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purpose of the class is to reduce violence and to promote better cultural understandings 

among students on campus. In Building Cultural Bridges. Robinson, Bowman. Ewing. 

Hanna. and Lopez-De Fede state. "It [the curriculum] provides a repenoire of methods 

and approaches for teachers, families, community workers, and others to teach children 

the rich value and potential in diversity" (1997, p. .xv). The principal of this school 

intends that students be exposed to this course early in order to reduce violence and 

cultural misunderstandings during the four-year high school experience. Therefore, 

students involved in this study are all freshmen. 

Interest Statement/Purpose 

In this dissertation. I develop a theoretical perspective that can be used as a basis 

for the development of multicultural, anti-racist, and contlict resolution curricula. This 

perspecti\ e can also be used to reduce campus violence while promoting cultural 

understanding. Using this perspective. I inquire into students" written and oral language 

to describe any developing awareness of cultural sensitivity and to explore students' 

attitudes and perceptions toward conflict and conflict resolution. 

T eacher-Researcher 

I was hired at Rincon High School in Tucson. Arizona, to teach the Cultural 

Identity course since my graduate work involved the study of language and culture. My 

professional background until now included only part-time teaching as a literacy 

specialist and adjunct faculty member at Pima Community College. This assignment was 
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the first flill-time teaching I had done. My ethnic background is Anglo-Saxon, with a 

British and Pennsylvania Dutch heritage. My ancestors settled in Pennsylvania early in 

•America's history. Although my own heritage includes mainstream, white European 

American culture. I came from a small town in Permsylvania which had many immigrants 

and minority cultures. There was a consistent respect among all the different peoples. 

This is the reason I was interested in teaching the Cultural Identity course. I feel that we 

need to regain a sense of respect for others in our modem society. Nevertheless, this 

research undertaking is seen through my lens, influenced by my unique background. 

Background of the Problem 

In the introduction to the Building Cultural Bridges curriculum. Barbara Huff. 

Executive Director of the Federation of Families for Children's Mental Health states. 

The diverse membership of the Federation of Families for Children's Mental 
Health has witnessed the effects of violence and hatred on our children and 
families .. .Hatred of "other" perpetuates the growing violence on our streets, in 
our schools, and even on our playgrounds. 

Since this is a growing problem, this is a major purpose for the published curriculum. 

Building Cultural Bridges, and a major reason for the course. Cultural Identity. 

This study focuses on a curriculum that addresses students' attitudes toward other 

students. Most studies focus on teachers" attitudes toward students (Cohen. 1972, pp. 9-

24; Neito. 1996. pp. 38-43. 101. 366; Slavin, 1983). Students who come to school with 

hatred or violent tendencies, or students who learn these while at school must be given an 

opportunity to learn other ways of dealing with people in general. This is the focus of the 

Cultural Identity study. 
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Racism in Schools 

In Through Students' Eves: Combating Racism in United States Schools. 

McLean-Donaldson (1996) states. 

Because it is important for educators to recognize the existence of racism and its 
adverse effects on schoolchildren, we must continue to conduct studies in this 
area . . .through the efforts of professionals, parents, and students, anti-racist/ 
multicultural education can be developed and practiced .. .If all schools were to 
reform their curriculum to reflect such development, reducing racism in schools 
could become a reality, (p. 103) 

Students" attitudes toward each other must be included in the reform efforts to 

assure that reducing racism becomes a reality (McLean-Donaldson. 1996). There is a 

need for studies that deal with the existence of racism in schools, especially when it 

involves unexplored areas such as students' stereot\pical perceptions of other students, 

[f students stereotype other students and this is a problem in schools, then this needs to be 

further researched as teacher stereotyping has been. Teachers have been given guidelines 

for learning cultural sensitivity because research indicates that they need to be culturally 

sensitive to their students. 

Students must also be given guidelines for learning cultural sensitivity as teachers 

have been given in the past. In the past, some studies have focused on teachers" attitudes 

toward students and teachers' stereotyping of students. Sonia Nieto (1996) is among 

many who detail the issues surrounding administrations' and teachers' stereotypical and 

racist attitudes toward students of varv'ing backgrounds. Nieto (p. 38) portends that 

administrators and teachers promote institutional racism, a form of conscious 

discrimination. McLean-Donaldson (1996) strongly suggests that the multicultural/anti-

racist curriculum in schools be intentional and not a secondary notion placed 
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intermittently into school curricula, and funding and budgets should account for these 

projects and programs (p. 102). The course. Cultural Identity, is an intentional 

curriculum that was funded by the school district for two years. 

Need For Education—Not Passive But Active 

In Desitzn for Cross-Cultural Learning. Mildred Sikkema and Agnes Niyekawa 

(1987) state: 

The reason for the surprising lack of awareness of the need for deeper cross-
cultural understanding may be that the majority of well-educated people have a 
"passive" understanding of other cultures and subcultures that give them the 
feeling that they know the other cultures.... Passive understanding can be 
achieved to a significant extent by studying the literature, philosophy, religion, 
history, or art of a particular culture.... However, when people of different 
cultures or subcultures interact in face-to-face situations in which egos are 
involved, another kind of understanding is required~"active" understanding. .. . 
But for those who will be interacting with people of other cultures ... such 
passive understanding is far from sufficient, (p. 3) 

Sikkema and Niyekawa differentiate between passive and active cultural learning by 

describing passive learning as intellectual and active learning as emotional. They state. 

".A.ctive understanding requires the development at gut level of an attitude of acceptance. 

respect, and tolerance of cultural differences. This can hardly be accomplished through 

traditional classroom methods, because learning in the classroom takes place primarily at 

the intellectual level" (p. 4). They also state. "In other words, in the classroom there is 

relatively little involvement at the emotional level with the culture under study" (p. 4). 

They contend that active cultural learning has to take place by experiential methods or 

leaming-by-doing methods since this will render more emotional involvement and 

therefore an effectiveness (p. 7). Although Cultural Identity includes traditional/ 
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intellectual techniques through multicultural literature readings, its primary method 

provides for ihe emotional face-to-face activities similar to those recommended by 

Sikkema and Niyekawa. 

James Banks (1994) also discusses a type of active culture learning in Multiethnic 

Education: Theory and Practice. He recounts Goodlad's claim. "Conceptualizing ethnic 

content as essentially additive in nature is problematic. A large body of educational 

literature has documented the traditional and nonstimulating nature of many school 

courses and has stated why reform in classroom teaching is sorely needed" (as cited in 

Banks. 1994. p. 201). Banks suggests that "Merely adding low-level facts about ethnic 

content to a curriculum" does not contribute to a meaningful integration of cultural 

themes (p. 201). Banks adds, "Isolated facts about Crispus Attucks do not stimulate the 

intellect any more than isolated facts about Betsy Ross and Abraham Lincoln" (p. 201). 

Therefore, creating a course that focuses on cultural content is more meaningful than 

adding a few isolated multicultural facts to a history or literature course. Moreover. 

curricular and educational reform is necessary for a full integration of cultural 

understanding into the school society (p. 201). 

In the Handbook for Enhancing the Multicultural Climate of the School. John W. 

Kehoe (1984) reports: 

One study showed that simply teaching students a concept of stereotyping did not 
significantly reduce their willingness to stereotype. However, where the teachers 
also explicitly stated the harmfiil effects of stereotyping, student tendency to 
stereotype was reduced, (p. 73) 

This demonstrates the necessity to assist students in emotionally experiencing the concept 

of stereotyping rather than to experience it solely in an intellectual way. Students should 
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be taught the positive results of reducing stereotyping and the negative results of 

practicing stereotypical thinking if cultural sensitivity is a goal (Kehoe, 1984, pp. 73-74). 

Classroom Reform 

Classroom reform is important now more than ever because of our increasingly 

diverse societies. McLean-Donaldson (1996) suggests that. "It is important to view 

racism in schools as a national crisis that will directly or indirectly affect all students as 

well as society as a whole. With this in mind, perhaps we can recognize the urgency of 

addressing it at both the national and local levels" (p. 102). Cultural Identity addresses 

anti-racist issues, conflict resolution, and cultural sensitivity at a local level, but can be 

adopted at a national level as well. Efforts such as Cultural Identity can begin at the local 

level and expand from there or vice versa. Racism, however, is only one area of concern 

among many in American schools. Whether inspired by racism or not. violence and 

aggression are also growing concerns. Racism e.xists in students as well as teachers and 

administrators, is intermeshed with violence, and deters from the focus on learning (pp. 

3-4). 

McLean-Donaldson (1996) states, "In attempting to address racist incidents, 

several school systems have devised their own curricula" (p. 23). Cultural Identity is one 

such curriculum designed to reduce stereotypical perspectives, racism, and school 

violence. It is important to examine students' behavior toward one another since this can 

affect their learning; students segregate themselves, and conflicts are not isolated 

incidents but happen frequently (pp. 5. 22, 17-18). 
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School Violence 

In School Violence Interventioa Goldstein and Conoley (1997) discuss the role of 

violence and aggression in U.S. society, particularly among young people. They repon 

that. . . heightened violence has become especially acute for our young people, not only 

in city streets but in the suburbs" (p. 3). They also report that "youth violence is 

occurring among both males and females" (p. 3). Low-level aggression, including 

horseplay, bullying, rule violation, cursing, and refusal/defiance underlies much violence 

and can lead to it. as stereotyping can eventually lead to violence (Goldstein & Conoley. 

1997, pp. 8-9). They also state. "'In U.S. society, in which aggression is very common, 

pervasively modeled, widely imitated, and richly rewarded, it is not easy to be optimistic 

about our collective abil'ty to stem its tide and reverse its growth" (p. 16). Reported in 

Newsweek. March 13.2000. are statistics from the Bioreau of Justice Statistics showing 

that persons under 18 held in state prisons have increased five times from 1985 to 1995. 

Youth committing crimes are younger also. As described in Goldstein and Conoley's 

handbook, there are many school-oriented approaches that can be used to counter the 

trend of school violence (Goldstein & Conoley. 1997). Cultural Identity is one such 

school-oriented approach. 

Schools and communities are frequently erupting into violence and youth learn 

that this is normal. Schools, in particular, must then deal with this increasingly popular 

method of solving conflict, which is violence. Television, movies, the news, song lyrics, 

and personal models teach youth that violence is a solution for any given problem. 



especially problems with those who are different from themselves (Giroux. 1996. pp. 89-

114; Hill & Hill. 1994. p. 7; Prothrow-Smith. 1991, pp. 29-36). 

"SchoolNet" (1996) (httD://ww\v.schoolnet.or&'spr96 epidemic.html) focused on 

"School Violence is a National Epidemic" in 1996. and reports alarming youth violence 

statistics occurring in schools: 

• Press release by the Grand Forks (North Dakota) School District, February 
1996: despite a zero-tolerance policy on weapons. 30% of all eighth graders 
attending school in North Dakota reported bringing a weapon to school. 

• Survey by "Children Now." an October 1995 National Health and Safety 
Study. 71% of 7-10 year olds fear they might get shot or stabbed at school. 

• Press release by the Department of Education. Justice, and Health and Human 
Services, .\ugust 11. 1994: ever>' school day more than 150.000 students stay 
home because they are "sick of violence and afraid they might be stabbed, 
shot or beaten." (p. 1 of 2) 

The fear of violence has become a reality for most students in American schools. 

It has become as much a problem as violence itself. "SchoolNet" (1996) also states that 

as of 1996. statistics were not kept in any organized way. ".A.t both the Federal and State 

levels no agency or department is required by law to (a) track incidents of school 

violence; (b) maintain records of statistics; or (c) supervise the tracking and maintenance 

of school violence statistics" (pp. 1-2). Although the Education Statistics Quarterlv. 

"Indicators of school crime and safety. 1998" (http://nces.ed.aov/pubs99/auarterlvapr.'4-

elementarv/4-esq). did report that there were 105 violent deaths at school (students and 

non-students) from 1992-1993 and 1993-1994 combined, these statistics are not 

maintained and therefore do not accurately reflect valid incidence numbers. The true 

number of incidents is not known since accurate records are not kept. Statistics are 

maintained on such issues as youth homicide outside the school; however, in-school 
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statistics are not maintained and organized. Therefore, statistics reporting any attempt at 

programs to prevent violence in schools is not widely publicized, also. 

.A.S reported by Pascal Forgione and Jan Chaiken in "indicators of School Crime and 

Safety. 1998" (http://nces.ed.gov/pubs98/safety/fore\vard); 

The string of tragic violent incidents that occurred in school year 1997-1998 has 
refocused the American public's attention on school crime and safety. When the 
first events occurred, it became clear that there was no single source of 
information about crime and violence in the nation's schools, and President 
Clinton called on the Departments of Justice and Education to produce an annual 
report card on school violence, (p. 1 of 1) 

Thus we have the "Annual Report on School Safety: 1998" and the "Indicators of School 

Crime and Safety. 1998." Therefore, statistical reporting on youth violence in schools 

has only recently begun. 

The "indicators of School Crime and Safety: 1998" showed that students are more 

concerned than ever before with the threat of violence at school: 

. . . The percentages who have been threatened with injury (with a weapon or 
without a weapon) show a very slight overall upward trend, (p. 1 of 3) 
. . . Over the 5-year period from 1992 to 1996. teachers were victims of 1.581.000 
nonfatal crimes at school, including 962.000 thefts and 619.000 violent crimes, 
(p. 2 of 3) 

The reason that only a slight upward trend is reported is that this shows incidents with 

and without weapons. In the past, there were always threats without weapons and so 

these statistics remain static. In current times there are more threats with weapons and 

threats have become more lethal (Banks. 1993. p. 153). The threat of violent crime is on 

the increase as shown by reported data in "indicators of School Crime and Safety: 1998." 

but what about the unreported threats? Many school administrations do not report all 

crimes because they feel the existence of crime means they are a failure (p. 2 of 3). 

http://nces.ed.gov/pubs98/safety/fore/vard
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Although the Office of Juvenile Justice and Delinquency Prevention (1994) 

reponed in 1994 that violent crime among youth had decreased, these statistics did not 

specify nor reflect the increasing violence, and especially the increasing threat of 

violence, in schools, but rather reported on "teen killings" in general. If students are 

staying at home because they are afraid of the possibility of violence at school, we need 

to address this issue through conflict resolution instruction, and not in the counselor's 

office after an incident nor incidentally and indirectly in their English class. Rather, we 

must create a course for study that involves students personally owning their cultural 

sensitivity. 

James Banks (1993) reports that although violence in schools is not new. "school 

violence is increasingly lethal" (p. 153). Banks states: 

Firearm homicides have increased 61% for fifteen- to nineteen-year-olds in one 
decade! Twenty years ago students may have engaged in a typical playground 
brawl and sustained some injuries. Today, it is more likely that those students 
will carr\- weapons and that the event will end in homicide. Adolescent violence, 
in particular, should be a major concern for all Americans, (pp. 153-154) 

Finding ways to assist students in dealing with conflicts has become increasingly 

important. Banks (1993) believes that at the local level, issues of racism, violence. 

prejudice, stereotyping, and aggression can be dealt with in schools through integrating 

"ethnic and multicultural content into the mainstream curriculum" (pp. 195-196). 

Integrating anti-violence and anti-racism themes into the mainstream curriculum can be 

pan of the solution for dealing with problems related to cultural differences in schools. 

This type of integration must not be merely isolated facts, however (Banks. 1994, p. 201). 

Cultural Identity attempts to extend beyond the content integration stage and bring the 
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multicultural experience to the student directly for learning more about cross-cultural 

sensitivity and conflict resolution. Researching students" attitudes and perceptions 

toward cultural sensitivity and conflict resolution will also provide implications for 

classroom application. Teachers can contribute to an understanding of classroom 

application by conducting research or observing, for themselves, the effects of 

mainstreamed multicultural content on students" attitudes. 

Research Questions 

1 was asked to investigate this topic since there is minimal research to date on the 

effectiveness of the Building Cultural Bridges curriculum embedded in a cultural identity 

course offered at the high school level. This curriculum and the course were created as a 

result of increasing violence in schools in America. Ai issue is whether it is possible to 

affect a youth"s perspective of their views of others with this course and curriculum. 

.\nother concern of this course is to consider ways to modify stereotypical views once 

they have been solidified, and whether it is possible to effectively and actively provide 

learning experiences that will produce cultural sensitivity. These issues raise several 

research questions that are used to design this dissertation: 

1. In what ways are students" attitudes reflected in their written language in response 

to specific assignments in the course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students" written language? 
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3. In what ways does students' written language indicate an awareness of cultural 

sensitivity? 

4. What language is used in students" oral language during classroom interactions 

that indicates an awareness of cultural sensitivity? 

These questions will be answered while taking into consideration: (a) the context of 

classroom activities: and (b) the social context that students carry with them into the 

classroom and which is present in the classroom. 

Significance of the Dissenation 

This dissertation is significant because the Cultural Identity course is consistent 

with several multicultural principles found in the literature. As peoples of differing 

cultures and races attend high schools together in increasing numbers, tensions have also 

increased. number of studies and scholars conclude that the integration of 

multicultural content into curricula has created a viable way for increasing students' 

understanding of other peoples in general and therefore other students (Banks. 1993. p. 

54). Even more important is the active cultural learning model suggested by Sikkema 

and Niyekawa (1987) that provides hands-on learning experiences for developing cultural 

sensitivity. Important lessons to be learned in a cultural identity course include: getting 

along with others, expanding knowledge about others, and learning about their own 

identities. This is the model on which the curriculum for Cultural Identit>- is based. 

An example of this method is found in Turning on Learning, in which Grant and 

Sleeter (1989) provide outlines for studying folk and fair>- tales while recognizing racism. 
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ageism, sexism, handicapism, and classism in them. Along wth traditional multicultural 

literature exposure, cooperative learning and human relations approaches, common ways 

to teach cultural sensitivity (pp. 55-58), are also included in Cultural Identity. Grant and 

Sleeter also explain that students stereotype others without realizing it. so students should 

be made aware of their perceptions (p. 57). In order to teach students to become aware of 

such unconscious thoughts, an active vs. passive approach (Sikkema & Niyekawa. 1987. 

p. 3). an emotionally experiential vs. an intellectual approach (Kehoe. 1984. p. 73). and a 

meaningful integration vs. isolated facts approach (Banks. 1994. p. 201) are necessary. 

Cultural Identity uses these preferred approaches as a basis of its curriculum. 

.Anti-racist and anti-violence education is important to include since the incidence 

of violence in schools still remains a problem. .A.lthough including multicultural issues in 

content area courses is helpful, it remains secondar>' to the content itself So rather than 

incorporating multicultural education issues into content area curricula, a more active 

approach brings this subject directly to the student as a primary source of curricular 

experience. .A.nti-racist education is usually dealt with through the smoke screen of 

multicultural education, rather than teaching its fundamentals directly. Direct teaching 

about racial issues is appropriate when direct application and direct learning of anti-racist 

issues are desired and needed. McLean-Donaldson (1996) affirms that more research is 

needed on students" perceptions of racism (p. 103). McLean-Donaldson also describes 

the Cultural Identity Group Project in Western Massachusetts: "The philosophy of the 

project is that by providing young people with an opponunity to voice their opinions of 

racism they will become empowered to address issues as they arise" (p. 25). The course 
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at the hean of this dissertation. Cultural Identity, also seeks to assist students in becoming 

aware of their attitudes and perceptions, particularly stereotypes and racism, and gives 

them tools for dealing with real issues as well. 

In Racism and Antiracism in Real Schools. David Gillbom (1995) defines 

antiracism as "opposition to racism" (p. 6). He states that, "Anti-racist approaches are 

commonly contrasted with multicultural strategies, where the latter are criticized for a 

narrow focus on curriculum content and "positive images' which do not engage with 

questions of power and racism in interpersonal and institutional contexts" (p. 66). 

Gillbom describes the debate about the "multicultural/anti-racist dichotomy" in that some 

contend that "splicing the two terms together" is true while others perceive 

multiculturalism. "as tokenism which failed to address the key structural forces involved 

in shaping and sustaining racism" (p. 66). This is further evidenced, as Banks (1995. p. 

3) also suggests that multicultural education is in need of more research and clarification 

of terms. 

There has been much written on the subject of multicultural education and on 

Sludent aggression and violence, but more inquiry is important on the combination of the 

two. This dissertatic >. ind the course it studies, brings the two together to create a 

deeper understanding of cultural sensitivity while promoting conflict resolution tools. 

Professional books and journals that deal with either issue tend to separate the two and 

deal with only one at one time. For example. Creatine Safe Schools by Marie Somers 

Hill and Frank Hill (1994) speaks only of conflict resolution. Most publications do not 

outline specific strategies for reducing violence through multicultural sensitivity training. 



Grant and Sleeter's (1986, pp. 19-20), After the School Bell Rings discusses specific 

strategies that administrators use for making a particular schooling program multicultural, 

in an entire school, for the purpose of raising student academic performance. Bodine and 

Crawford's (1998) Handbook of Conflict Resolution Education e.xplains the steps for 

developing a conflict resolution program for schools without any mention of 

multicultural issues. John Kehoe's (1984) Handbook For Enhancing The Multicultural 

Climate of The School outlines specific strategies for reducing stereotypes and racism in 

a practical and long-lasting way. which is meant to reduce conflicts. Very few combine 

multicultural sensitivity training with violence reduction/conflict resolution in a practical 

or theoretical way. This dissertation brings these two together. 

It is possible that the presence of violence affects learning negatively. Students 

concentrate more on surviving than on learning. In Creating Safe Schools. Hill and Hill 

(1994) provide strategies for assisting students' level of comfort at school including. 

•"Involve students in developing plans to reduce violence and implement curriculum to 

help students solve problems and resolve conflict" (pp. 48. 53). N\Tien students learn 

conflict resolution, they are better prepared to solve conflicts that arise at school and 

retum quickly to the learning process. Conversely, using learning to teach students to 

have a better understanding of each other and to decrease violence is usually given only a 

secondary role, or no role at all. compared to combining conflict resolution and 

multiculturalism in direct study as Cultural Identity does. Possibly it is too complicated a 

subject to combine both multicultural understanding and violence reduction into one 

theory. Maybe it seems impossible that one can theorize and/or apply a theor\- that 
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combines multicultural education and cultural sensitivity with the purpose of decreasing 

student violence. Nevertheless, as school violence intensifies and much of it is being 

attributed to racial insensitivity, we must attempt to juxtapose the two theories into their 

own curricular direction and through content areas as well. 

This dissertation intends to add to the research base on multicultural education 

and will assist in directing its classroom practice. In the Handbook of Research on 

Multicultural Education. James Banks (1995) states. "Multicultural education theorists 

are increasingly interested in how the interaction of race, class and gender influences 

education (J. A. Banks, 1993c; Grant & Sleeter. 1986; Sleeter. 1991)" (p. 3). Banks also 

states that multicultural education's aims, typologies, and conceptual schemes are in an 

emergent stage (p. 3). The way conflict influences education is addressed in this 

dissenation. and multicultural education's aims are explored as well. Banks states that 

the "quest for sound definitions and clear disciplinary boundaries within the field" are 

complicated by a debate "about the extent to which the histories and cultures of women 

and people of color should be incorporated into the study of Western civilization in the 

nation's schools'' (p. 3). There is a need for more research on these issues, a need for a 

clear direction in practice, and a need for clear definitions in the field of multicultural 

education. 

In this study. 1 examine theoretical perspectives that deal with students" attitudes 

toward course content, perceptions of conflict and conflict resolution, and awareness of 

cultural sensitivity while attending an actively presented cultural sensitivity course. This 

perspective also examines students' attitudes about stereotjpes. 
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Research 

I use research methods that have been previously used and explored such as the 

descriptive and interpretive designs suggested by LeCompte and Preissle (1993. pp. 39-

40: 31-36) in Ethnography and Qualitative Design in Educational Research. The purpose 

of descriptive research, according to LeCompte and Preissle is. "to document exactly 

what happened, whether the researcher is describing an experimental treatment or 

something occurring in the natural habitat of study participants" (p. 39). I will use the 

descriptive method, observing participants in their natural habitat. I observe smdents' 

attitudes, perceptions, awareness, and stereotypes, and students" interactions and 

conversations while working in cooperative groups in the classroom. This is a sort of 

kidwaiching activity, watching how students interact with each other (Y. Goodman. 

1996). 

1 also use Frederick Erickson's (1986) suggestions on interpretive research. 

Erickson suggests that interpretive research is concerned with "issues of content rather 

than issues of procedure" (p. 120). He also describes various types of interpretive 

research, one being a sort of rich description (Erickson. 1986. p. 119). He also considers 

interpretive research to consist of many types of design including; ethnography, case 

study, quantitative methods, and descriptive methods (p. 119). This study bases its design 

on the description of events and the content thereof. 

Also, as suggested by LeCompte and Preissle (1993). this research is "generative, 

constructive, and subjective." of which ethnographic research normally consists (p. 43). 

This research is. however, more deductive in nature than inductive since I am hoping to 
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find classroom methods which reduce stereotyping, rather than finding a theory that 

explains the reduction of stereotyping. In the Handbook of Educational Research. Tyrus 

Hill way (1969) defines the case study as including a group studied over a period of time 

(p. 45). This description suits the Cultural Identity study since it involves 109 students 

over a period of nine months. Investigating this type of class and how students discuss 

and think about cultural sensitivity is important. A descriptive study on this type of 

course can inform educators who want to include cultural sensitivity training in courses 

like this and other content courses as well. 

Course Influences 

James Banks' (1993. 1994. 1995) theories on multicultural education, in 

combination with other such theorists, serves as a basis from which I build this 

perspective for two reasons: (a) So students gain an understanding of developing better 

relationships with people, especially those who do not share the same culture/ethnic 

background; and (b) because gaining a better understanding of one's own culture can also 

build cultural sensitivity toward others. Conflict resolution strategies are vital academic 

material for high school students at this time. Joan Curcio and Patricia First (1993, pp. 6-

12) discuss how important it is for students to learn these in Violence in the Schools: 

How to Proactivelv Prevent and Defuse It. Today's adolescents have learned, from our 

society, to admire violent, tough people, but when faced with a conflict many don't know 

how to resolve it other than ignoring it. Schools should provide conflict resolution 

strategies and critical cultural awareness so that students can focus on learning instead of 



conflict or the threat of conflict. More studies need to examine how these types of 

courses can be effective and which classroom activities promote these ideals. Cultural 

Identity provides activities that are intended to promote alternatives to violence and 

includes cultural sensitivity, conflict resolution, and effective communication skills 

development opportimities. along with multicultural literature. This study describes 

significant events in a course of this type for the purpose of informing future practice. 

Critical consciousness is a vital addition to a course such as Cultural Identity also. 

In "The Difficult Dance of Critical Literacy," Mellinee Lesley (1997) states, "I could not 

teach literacy merely as a series of subskills but rather as an "emerging act of 

consciousness and resistance" (Giroux. 1993, p. 367V' (p. 421). In the same way. a 

course such as Cultural Identit}' cannot be taught solely as a set of skills. Students need 

skills such as conflict resolution tools, but it is also necessarv to teach cultural sensitivity 

as a critical consciousness and as an emancipation from oppressive ideals. Students are 

taught to think through the moment in front of them rather than to unconsciously react to 

others from learned stereotypes and ideals. 

The Benefit to TeachersAmportance to the Field 

Rationale for Course 

Since stereotypical perceptions cause misunderstandings, they could lead to 

violence ( Robinson, et al., 1997. p. 123). If we desire a way to reduce violence in 

schools, we can therefore begin by reducing stereotypes. As mentioned before, as 

conflicts and the threat of conflict at school are increasing, conflict resolution strategies 



are desirable solutions to this problem. It makes sense that reducing stereotypes and 

gaining a better understanding of other students can assist in reducing student conflicts. 

This is the rationale for the course. 

Research Rationale 

Students have perceptions and stereotypes that have been established since 

childhood. My research explores and describes students" attitudes, perceptions, and 

developing awareness regarding stereotjiDes. conflict, conflict resolution, or cultural 

sensitivity. Examining students' stereotypical perceptions while in the course could 

indicate which activities or practices are most effective for reducing stereotypical beliefs. 

This is indicated through a course that promotes sensitivity toward multicultural, anti-

racist. and conflict resolution issues instead of adding these themes to content areas 

secondarily or passively. 

If it is possible to discover ways to reduce stereotypical perceptions and to then 

bridge a gap between students, teaching and learning will be more effectively and more 

easily accomplished. A more tolerant school environment can promote a more 

comfortable setting in which to conduct school activities. When students feel safe, they 

are able to concentrate on learning. It is then possible to move beyond crime patrol and 

prevention and into the realm of student empowerment. 

Since students learn stereotypes, racism, and violent behavior from families, 

neighborhoods, communities, and the media as well as schools, it is possible that schools 

might reduce violence, stereotypical beliefs, and racism a mere fraction, if at all. 
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Integrating multicultural themes into the curriculum may be somewhat effective, but a 

more direct approach may be needed to reduce actual conflicts in schools. Courses, such 

as Cultural Identity, which deal directly with conflict resolution, multicultural issues, and 

communication strategy use may be a solution for improving student attitudes while in 

high school and possibly in the future. Exploring students' attitudes toward these topics 

is what this study seeks to investigate. 
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Introduction 

In this chapter, I first clarify terms and then 1 organize and summarize the 

professional literature related to multicultural education, anti-racist education, and 

conflict resolution education. 1 define related terms, and discuss sources of stereotyping 

and racism. This body of literature is divided into three topic areas: (a) an historical 

background of multicultural education; (b) theoretical discussions with definitions of 

stereotyping, multicultural education, anti-racist education, conflict resolution terms and 

related terms; and (c) current research and instructional practices. Since stereotyping is 

considered a prerequisite to discrimination, racism, or violence (Robinson et al., 1997. p. 

123). it is central to the research and to this discussion. .A.11 the above topic areas 

informed the design of the Cultural Identity course. 

Introduction to the Literature on Multicultural Education 

and .A^nti-Racist Education 

•Vlulticultural education, as well as anti-racist education and conflict resolution 

education, is intricately related to decreasing the development of stereotyping. Janet 

Ward Schofield (1995) discusses the relevance of building positive cross-cultural 

e.xperiences in schools and the importance of reducing stereotyping: 

Because of the pervasive residential segregation in our society (Farley & Allen. 
1987; Jaynes & Williams, 1989), children frequently have their first relatively 
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close and extended opportunity for contact with those from different racial or 
ethnic backgrounds in school. Hence, whether hostility and stereotyping grow or 
diminish may be critically influenced by the particular experiences children have 
there, (p. 635) 

Since many neighborhoods in America are segregated, children may encounter those 

from other cultures, races, and ethnic backgrounds for the first time at school. These 

encounters will continue through their middle school and high school careers also. 

Because of the increasing diversity of high school populations (Ladson-Billings. 1995. p. 

747; Schofield. 1995. p. 635). students may encounter, for the first time, someone from a 

culture in which they have not had contact previously. So assistance with the 

diminishment of stereotyping through experiences at school is vital; otherwise the grovvth 

of stereotyping may be unintentionally permitted. Stereotyping, though mostly 

psychological or affective in nature, can lead to more serious behavior such as prejudice 

that can lead to discrimination, racism, or violence (Robinson et al.. 1997. p. 123). 

Significance of Researching Stereotyping 

Since the act of stereotyping is an important issue related to multicultural 

education, anti-racist education, and conflict resolution, and can be considered an 

underlying seed for more serious cross-cultural conflict, the research questions in this 

study focus on students' altitudes, including stereotypical attitudes, while in die course 

and evidenced through their written and oral language. 

Since the goals of multicultural education, as well as anti-racist education and 

conflict resolution education, are concerned with promoting better understandings among 

students from various cultures, races, ethnic backgrounds, genders, social classes, and 
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exceptionalities, the reduction of stereotyping can contribute to the augmentation of 

cross-cultural intelligence, which is a sort of critical awareness of cultural issues. 

Assisting students in dealing with stereotyping behavior is important for promoting cross-

cultural understanding at school and for later when students are members of multicultural 

work settings and neighborhoods. 

Clarification of Terms 

James Banks (1994) refers to this type (Cultural Identity) of inter\'ention as 

••prejudice reduction." in which "teachers help students develop more positive attitudes 

toward different racial and ethnic groups ... the school can help students develop more 

positive intergroup attitudes and beliefs"' (p. 16). Banks defines intergroup education as 

"a curriculum movement related to cultural and ethnic diversity that became known as 

intercultural education or intergroup education" and Taba. Brady, and Robinson's (1952) 

report (as cited in Banks. 1994) states. "A. major goal of intergroup education was to 

reduce racial and ethnic prejudice and misunderstandings (Taba, Brady. & Robinson. 

1952)" (Banks. 1994. p. 24). Banks (1994) also states. .. Research indicates that 

teachers can help students develop more positive racial attitudes by designing and 

implementing well-planned and well-conceptualized curricular interventions" (p. 12). 

According to Banks, there are four types of intervention studies that were, "conducted to 

help children develop more democratic racial attitudes and behaviors ... reinforcement 

studies, perceptual differentiation studies, curricular intervention studies, and studies that 
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use cooperative learning activities and contact situations" (p. 12). Cultural Identity 

contains characteristics from each of these study types, with an emphasis on the latter. 

Stereotypes and attitudes are discussed in psychological terms by Drew Nesdale 

and Kevin Durkin (1998) in Implicit and E.xplicit Mental Processes. It is possible that 

stereotypes and attitudes are cognitive, but it is also possible that they are affective in 

nature. Nesdale and Durkin (1998) suggest these terms include both. They state. 

"Stereotype refers to a set of beliefs about a social group whereas (group) attitude refers 

to an affective or evaluative orientation or judgment toward a group" (p. 221). They 

discuss relationships between stereotypes and attitudes: 

We outline four possible relationships between attitudes and stereotypes that have 
been suggested and discuss a variety of perspectives on how these relationships 
might be acquired and changed. These include, tlrst. that group attitudes 
(prejudice) are an inevitable consequence of stereotypes: second, that a stereotype 
is simply the cognitive accompaniment of a group attitude: third, that a stereotype 
is the cognitive component of an attitude: and fourth, that stereotypes and 
attitudes are independent processes that might, or might not. be consistent in 
apparent valence, (p. 220) 

Nesdale and Durkin's discussion suggest that stereotypes and attitudes are not necessarily 

the same entities, but that they are processes that affect each other and are somehow 

interrelated. 

In Discourse. Beliefs, and Intentions: Semantic Defaults and Propositional 

Attitude .Ascription. K. M. Jaszczolt (1999) describes beliefs as containers for mental 

images and language as a vehicle for thought (p. 251). Jaszczolt also states that. ".VIental 

images can be accessed only indirectly, whereas actions can be perceived and interpreted, 

just as sentences can be heard and understood" (p. 251). Jaszczolt discusses how 

anitudes can be distinguished through particular language (p. 252). In this study. 
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students" attitudes, perceptions, and awareness can be learned and described through their 

language while interacting with each other or while completing assigned activities in 

class. Language is the vehicle for describing student awareness, perceptions, and 

attitudes within the context of the Cultural Identity study. 

In Attitude Formation and Change. J. D. Halloran (1967) quotes Gordon Allport 

(1935 ) as defining attitude as, "A mental and neural state of readiness, organized through 

e.xperience. exerting a directive or dynamic influence upon the individual's response to 

all objects and situations with which it is related" (p. 14). Furthermore. Halloran (1967) 

quotes Allport (1935) as stating. "Attitudes are not merely latent states of preparedness 

awaiting the presentation of an appropriate object for their activation. They have 

motivational qualities and lead a person to seek (or avoid) the objects about which they 

are organized. An attitude is a product of experience" (p. 14). If attitudes are a product 

of experience, then positive experiences, or at least a positive curricular framework, need 

be included in curricular design. Cultural Identity includes positive experiences through 

activities such as transliterating one's personal name into the alphabets of other's 

languages, and pretending one is blind and taking verbal directions to an unknown place. 

Halloran (1967) also discusses the problem of attitude change and states. "... In 

its simplist form the problem of attitude change is the problem of the degree of 

discrepancy between one's own position and the position advocated in a message; and the 

felt necessity of coping with that discrepancy" (p. 60). Devoting an entire course of 

study to positive cultural sensitivity attitudes indicates to students that this message is an 

important message to learn. 



In Belief. Attitude, Intention, and Behavior: An Introduction to Theory and 

Research. Fishbein and Ajzen (1975) state... Mere repeated exposure of the individual 

to a stimulus is a sufficient condition for the enhancement of his attitude toward it. By 

mere exposure is meant a condition which just makes the given stimulus accessible to the 

individual's perception" (p. 281). This seems quite simple then; repeated exposure to 

expectations of acceptable attitudes toward others is not only a viable solution to school 

conflict, but easily accomplished as well. 

In -Attitude Change. Peter Suedfeld (1971, p. 4) states that attitude and behavior 

are the same. In Reading in Attitude Theory and Measurement. Gordon Allport (1967) 

states that. ".An attitude is a complex of feelings, desires, fears, convictions, prejudices or 

other tendencies that have given a sei of readiness lo aci to a person because of carried 

experiences'" (p. 7). The concept of perception is used synonymously with the concept 

image or imagination in Schooling the Violent Imagination, by John F. Schostak (1986); 

and awareness is used extensively in discussions of attitudes and beliefs in Belief. 

•Attitude. Intention, and Behavior: An Introduction to Theory and Research, by Martin 

Fishbein and Icek Ajzen (1975). In Peacemaking in a Troubled World. Adam Curie 

(1991) speaks of awareness in our thoughts and actions as being awake as opposed to 

being mechanical or automatic. He refers to awareness as consciousness-raising (pp. 24-

25). He states that: 

If it is the common predicament of humanity to be less than half awake, to 
behave-often violently—like machines, to mask our high potential with 
misinformation, preconceptions and negative emotions.... First it is necessary to 
recognize how little real autonomy we have; how much we are dominated by the 
flow of thoughts, memories, ideas, feelings that flicker across the screen of 
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consciousness; how little we are capable of attention; how. for all our vaunted free 
will, we cannot choose our feelings or control our thoughts, (p. 24) 

•According to Curie, awareness of thoughts and actions are vital in controlling violence 

and creating peace (pp. 24-25). These terms can be difficult to define. As Nesdale and 

Durkin (1998) state. "It's difficult to define attitude" (p. 221); however, for the purpose 

of studying attitudes, perceptions, and awareness an attempt must be made at clarifying 

terms." 

Historical Background of Multicultural Education 

Sonia Nieto (1996) distinguishes the varying ideals of multicultural education. 

contrasting historical ideals with its philosophy in current educational arenas. 

Historically. Nieto states, multicultural education was considered to be: 

. . .  O n l y  f o r  s t u d e n t s  o f  c o l o r ,  o r  f o r  u r b a n  s t u d e n t s ,  o r  f o r  s o - c a l l e d  
disadvantaged students. This belief is probably based on the roots of 
multicultural education, which grew out of the civil rights and equal education 
movements of the 1960s. The primary objective of multicultural education was 
defined as addressing the needs of students who historically had been most 
neglected or miseducated by the schools, primarily students of color, (p. 312) 

This historical philosophy concerning multicultural education contrasts with current 

beliefs. According to Nieto (1996). current philosophy indicates that. "More recently a 

broader conceptualization of multicultural education has gained acceptance. It is that all 

students are miseducated to the extent that they receive only a partial and biased 

education" (p. 312). Nieto (1996) states that students such as females and children of the 

working class are deprived of learning about their heritage in history, and because of this 

• Further clarification of terms can be found in the definitions section of Chapter 2. 
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of a more honest and complete view of our history" (p. 313). Cultural Identity addresses 

these issues in that it brings literature and curricular materials from all backgrounds for 

all students to experience, as well as students' personal hentages that are then shared with 

each other. 

Nieto (1996) explains that current philosophical views about multicultural 

education indicate that it is about all people and for all people: 

Multicultural education is by definition expansive. Because it is about all people, 
it is also for all people, regardless of their ethnicity, language, religion, gender, 
race, or class. It can even be convincingly argued that students from ihe dominant 
culture need multicultural education more than others, for they are often the most 
miseducated about diversity in our society, (p. 313) 

Therefore, current philosophy concemmg multicultural education contends that all 

students should participate and the curriculum should reflect all students' identities. 

which Cultural Identity does by assisting students in learning about their own personal 

heritage as well as their classmates' personal heritages and by learning about each 

others' cultures. 

James Banks (1993) also discusses the history of multicultural education 

suggesting that it had developed out of the civil rights movement of the 1960s. The 

major goal of the civil rights movement, according to Banks was "to eliminate 

discrimination in public accommodations, housing, employment, and education." and as a 

result of that "[ethnic groups] demanded that the schools and other educational 

institutions reform their curricula so that they would reflect their experiences, histories, 

cultures, and perspectives" (p. 5). Banks states that the first response to this did not 
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render careful thought, and that school reform consisted only of "courses that focused on 

one ethnic group" and the members of that group were the ones who attended (p. 5). 

James Banks (1994) describes the history of multicultural education as happening 

in five phases. Phase I. "was characterized by monoethnic courses, the assumption that 

only a member of an ethnic group should teach a course on that group, and a focus on 

White racism and on how Whites have oppressed ethnic groups of color" (p. 41). In 

Phase II. multiethnic studies courses and comparative perspectives became dominant and: 

Ethnic studies courses became more global, conceptual, and scholarly during this 
period. They also became less politically oriented and began to explore diverse 
points of view and interpretations of the experiences of ethnic groups in the 
United States. The recognition emerged and grew that ethnic studies should be 
designed for all students, and not just for students who were members of 
particular ethnic groups, (p. 41) 

in Phase II. "The assumption also grew that an academically qualified individual. 

regardless of his or her ethnic group membership, could effectively teach an ethnic 

studies course on any ethnic group" (Banks. 1994. p. 41). This is characteristic of the 

Cultural Identity course, since the teacher-researcher is from the Anglo-.American ethnic 

group. 

Banks calls Phase III. multiethnic education and characterizes it as a type of 

educational reform. He defines it as follows: 

. . .  E d u c a t o r s  b e g a n  t o  r e a l i z e  t h a t  e t h n i c  s t u d i e s  w e r e  n e c e s s a r y  b u t  n o t  s u f f i c i e n t  
to bring about effective educational reform and equity. Educators began to call 
for a more broadly conceptualized kind of educational reform, with a focus on the 
total school environment, (p. 42) 

This is recommended for future development of the Cultural Identity course and was not 

included in the 1998-1999 school year. 
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Banks' Phase IV of the development of pluralistic education, called multicultural 

education, is characterized by a broader form of educational reform. Instead of focusing 

on the educational problems of low-income students and students of color, multicultural 

education also focuses on the "educational problems of cultural groups such as women. 

people with disabilities, religious groups, and regional groups such as Appalachian 

Whites" {p. 42). These characteristics are incorporated into Cultural Identit\- as cultural 

sensitivity activities including learning Braille, sign language, and activities surrounding. 

so called, obscure groups. In Banks and Banks (1993) and Sleeter and Grant (1988) (as 

cited in Banks. 1994, p. 42) multicultural education became the preferred theory since 

schools and universities were then able to focus on all groups rather than being limited to 

racial and ethnic minorities only. Characteristics of this phase also include the 

requirement of teacher-education institutions .. to implement components, courses, and 

programs in multicultural education" (Banks. 1994. p. 42). 

Banks (1994) also lists the problems and limitations of multicultural education in 

that many educators; 

. . .  C o n c e r n e d  t h a t  t h e  f o c u s  o f  t h e  m o v e m e n t  m a y  b e c o m e  s o  b r o a d  a n d  g l o b a l  
that the issues of racism and racial discrimination, important concerns of 
pluralistic education in the 1960s when it emerged, might become lost or de-
emphasized (Gay. 1983). Another problem with multicultural education is that 
the boundaries of the field are so broad that it is often difficult to determine which 
cultural groups are the primarv' focus or concern in a particular curriculum...." 
(pp. 42-43) 

Banks and Banks (1993). Grant and Sleeter (1986). and Sleeter and Grant (1988) 

(all as cited in Banks. 1994. p. 43) state that although some educators use the term 

multicultural education to refer to groups of color.. Increasingly, however, the term is 
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being used to refer to education related to race, class, gender, social class, exceptionality. 

and to the interaction of these variables." Nieto (1996) also suggests there are limitations 

with multicultural education when she states; 

It is unrealistic for a number of reasons, to expect a perfectly "equal treatment" in 
the curriculum. A force-fit. which tries to equalize the number of .A,frican-
.Americans. women. Jewish Americans, and so on in the curriculum, is not what 
multicultural education is all about, (p. 311) 

Nieto suggests that multicultural education does not require and demand perfect 

equality, but rather it requires expansive thinking about all people for all people. For 

example, rather than not including minorities' contributions to history in the curriculum, 

their participation in history should also be included. This is what multicultural 

education is—inclusion of all people for all people. The Cultural Identity course 

endeavors to include most ethnic groups as well as those from which the participating 

students belong. 

Banks (1994) includes Phase V in the development of pluralistic education. 

Phase V. called The Institutionalization Process, institutionalizes key components of 

Phases I through IV. It is a slow process, in which "Elements of muhicultural education 

are beginning to permeate the curriculum and the total educational envirormient" (p. 44). 

Banks adds that this process .. requires strong support and commitment from boards of 

education, administrations, and teachers ... requires continuing effort and commitment 

by everyone involved in the educational process" (p. 44). Everv'one involved in the 

educational process must be a part of educational reform for it to work, otherwise it w^ill 

not happen. Although this phase is ideal. .American education is currently characterized 

by Phase IV. James Banks (1993) states that multicultural education must include the 
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school environment" (p. 24). 

Goals of Multicultural Education 

James Banks, a leader in the field of multicultural education, frequently discusses 

the goals and purposes of Multicultural Education. Banks (1994) lists several goals: 

key goal of multicultural education is to help individuals gain greater self-understanding 

b>- viewing themselves from the perspectives of other cultures" (p. 46). Cultural Identity 

serves to accomplish this in that students explore their own heritages and cultural 

identities. Banks suggests an underlying assumption made by multicultural education: 

•Vlulticultural education attempts to acquaint each ethnic and cultural group with 
the unique cultures of other ethnic groups. It also tries to help ethnic group 
members see that other ethnic cultures are just as meaningful and valid as their 
own. Multicultural education assumes that with acquaintance and understanding, 
respect may follow, (p. 46) 

Cultural Identity's method for introducing this includes activities that are 

designed to permeate stereotypes and develop an understanding of other cultures. 

Banks (1994) lists other goals of multicultural education. "Another major goal of 

multicultural education is to provide students with cultural and ethnic altematives" (p. 

46). Schools should provide a curriculum which is an extension of all households, rather 

than solely the Anglo-.Ajnerican household extension—"Anglocentric curriculum" (p. 

28). Banks contends that when students leam about other cultures, their own lives are 

enriched (pp. 54-55"). This is a basic premise of Cultural Identity. Banks describes 

another goal. "One major goal of multicultural education is to provide all students with 
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the skills, attitudes, and knowledge they need to function within their ethnic culture and 

the mainstream culture, as well as within and across other ethnic cultures" (pp. 54-55). 

For example, students in the Cultural Identity course learn to write their name in sixteen 

other languages besides English. Some of these include Bengali. Thai. Katakana. Greek. 

Hebrew. .A.rabic. Persian, and Braille. In Culture Bound: Bridging the Cultural Gap in 

Language Teaching. Nelson Brooks (1986. pp. 123-129) discusses the importance of 

teaching language emd culture together. 

Yet another goal of multicultural education according to Banks (1994) suggests. 

••.•\nother major goal of multicultural education is to reduce the pain and discrimination 

members of some ethnic and racial groups experience in the schools and in the wider 

society because of their unique racial, physical, and cultural characteristics" (p. 47). 

Some members of ethnic groups assimilate into the dominant culture and deny their own 

identity in order to participate in the economic and social arenas of their societies (Banks. 

1994. p. 47; Rodriguez. 1982). Another major goal according to Banks "is to help 

students master essential literacy, numeracy, thinking, and perspective-taking skills. 

.Multicultural education assumes that multiethnic content can help students master 

important skills in these areas" (p. 48). Meaningful contact with students from other 

ethnic backgrounds is another goal of multicultural education. Students develop cross-

cultural competency when students learn some of the language of other culture groups 

according to Banks (1994. p. 50). This is a central activity in Cultural Identity. 

Banks" (1991) reasons for supporting multicultural content, such as in the social 

studies curriculum, state that it should include "... the national commitment to a 
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democratic society" (p. 459). Historical accuracy in the social studies curriculum can 

assist in achieving goals dealing with teaching democracy and promoting the ideal (p. 

459). Banks also suggests that multicultural education curricula are necessary for 

promoting a pluralistic democratic society in schools (p. 460). 

Sonia Nieto (1996) discusses teaching democracy through multicultural education 

when she clarities what democracy in schools should be: 

.Although preparing students for active membership in a democracy is the basis of 
Deweyan philosophy and has often been cited as a major educational goal, the 
possibility for having schools serve as a site of apprenticeship for democracy is 
rarely provided. For one. policies and practices such as rigid ability grouping, 
inequitable testing, monocultural curricula, and unimaginative pedagogy mitigate 
against this lofty aim. (p. 316) 

.As Nieto (1996) states, multicultural education, with an emphasis on democracy. 

should include such teaching practices as heterogeneous grouping, equitable testing. 

multicultural curricula, and innovative pedagogy, all of which Cultural Identity includes 

(p. 316). Henry Giroux (1992) (as cited in Nieto. 1996. p. 316) discusses "the discourse 

of democracy" stating that now it simply means mandatory pledges to the flag and 

uncritical patriotism instead of a curriculum for all people and about all people. Nieto 

suggests that learning democracy consists of learning social justice through discussion 

and action. Nieto states. 

This is precisely where multicultural education can have a great impact. Not only 
should classrooms allow discussions that focus on social justice, but they should 
in fact welcome them. These discussions might center on concerns that heavily 
affect culturally diverse communities—poverty, discrimination, w^ar. the national 
budget—and what students can do to change them. (p. 317) 

A key focus of Cultural Identity is discrimination and what students can do to 

change that. 
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Nieio (1996) further clarifies these issues when she states. "In many schools, 

democratic practices are found only in textbooks and confined to discussions of the 

American Revolution, but most schools provide little chance for students to practice day-

to-day democracy" (p. 316). Cultural Identity provides experiences with democratic 

ideals when students participate in activities and writing that places them in the 

experience of someone from another race, reading and acting out literature from their 

own heritages as well as others, and when learning to communicate in Braille and Sign 

Language. These activities are designed to affect an awareness of cultural sensitivity. 

Many researchers and theorists of multicultural education agree with Banks" 

correlation between democracy learning and multicultural curricula. Sonia Nieto (1996) 

states; 

.Although the connection of multicultural education with students" rights and 
responsibilities in a democracy is unmistakable, many young people do not learn 
about these responsibilities, the challenges of democracy, or the important role of 
citizens in ensuring and maintaining the privileges of democracy, (p. 317) 

N'ieto suggests that students need more social justice education and multicultural 

curricula can provide this. Banks (1991) and Nieto (1996) agree that multicultural 

education seeks to embed itself in the promotion of "structural inclusion of diverse 

groups" (Banks. 1991. p. 460). Nieto (1996) states, "Developing a multicultural 

perspective means learning how to think in more inclusive and expansive ways" (p. 316). 

Inclusion of all ethnic groups, cultures, races, genders, ages, and exceptionalities in 

democracy education can assist in meeting the goals of multicultural education (Banks. 

1991. p. 460; Nieto, 1996, p. 316). 
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James Banks (1995) and Sonia Nieto (1996) believe the main goal of a 

multicultural curriculum is to assist students in developing decision-making and social 

action skills. According to Nieto. by providing this curriculum. "Students learn to view 

events and situations from a variety of perspectives. .A multicultural approach values 

diversity and encourages critical thinking, reflection, and action" (p. 316). This is a key 

characteristic of Cultural Identity, assisting students in developing varying perspectives 

and acting on more expansive and inclusive perspectives. 

Vlany other theorists believe this should be the main goal also. In Pedagogy of 

the Oppressed. Paulo Freire (1995) discusses the connection of theory with reflection and 

action, which he calls pra.\is. Freire suggests that a liberating education, which requires 

questioning and taking risks is a "transforming action" as opposed to "transferring 

knowledge" in which students merely learn to repeat what teachers believe, rather than to 

seek their own answers (p. 52). In "The Sanitized Curriculum: Educational 

Disempowerment in a Nation at Risk." Jim Cummins (1989) (as cited in Nieto. 1996. p. 

320) states that a transmission model of pedagogy cannot be multicultural at all; ".A 

genuine multicultural orientation that promotes minority student empowerment is 

impossible within a transmission model of pedagogy." A u-ansmission model of 

pedagogy consists of the transferring of knowledge rather than transforming action. 

Nieto (1996) describes a critical pedagogy in relation to multicultural education best 

when she states; 

A multicultural perspective does not simply operate on the principle of 
substituting one "truth" or perspective for another. Rather, it reflects on multiple 
and contradictory perspectives to understand reality more fully. In addition, it 
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uses the understanding gained from reflection to make changes ... teach students 
to develop a critical perspective about what they hear. read, or see. (p. 320) 

The Building Cultural Bridges curriculum includes activities that fulfill critical 

perspective teaching such as cross-cultural scenarios that ask students to interpret and 

change the actions of characters to reflect a better cross-cultural understanding. The 

Cultural Identity curriculum fulfills critical perspective teaching also through activities 

such as acting out or writing about the experiences of members of various cultural 

groups. McLean-Donaldson (1996) states "Critical thinking helps students discover 

various points of view, examine issues, and draw conclusions for themselves" (p. 30). 

In Savage Inequalities. Jonathan Kozol (1991) explains that critical perspectives, 

logical thinking, and problem-solving is taught to only white children. He quotes one of 

these students. ""Wrong" answers may be more useful to examine than correct ones" (p. 

96). .A reality search is demonstrated and students explore answers to questions through 

a multiple perspectives approach and a reflective approach used on the process of 

answering questions. Perspective learning is preferred pedagogy and is necessar\ for 

teaching cross-cultural understanding. Reflection and action can only take place when 

students critically explore others" cultural experiences, sometimes comparing them to 

their own. 

In Wavs With Words. Shirley Brice Heath (1983. pp. 310-314). as well as Luis 

.VIoll (1988. pp. 465-472) in "Some Key Issues in Teaching Latino Students." both 

suggest that the basis of a students" education should be from their own e.xperiences. 

backgrounds, cultures, and languages. Students' (as well as their classmates') heritages, 

cultures, and languages create a basis for curricular activities in Cultural Identity. 
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The inclusion of multicultural education is sometimes approached through the 

content in courses. This can be accomplished in a literature class through multicultural 

literature. This can also be done through providing study about multicultural individual's 

contributions to American history in history courses. Other courses, however, base 

themselves in multicultural issues directly, providing multiculturalism and related topics, 

such as conflict resolution and communication skills, as the basis of study in itself. 

Whether multicultural issues are the focus of the course or are secondary to the content, it 

is possible to achieve a similar goal with either. According to James Banks (1993. p. 4). 

the goal of multicultural education is educational equality and the reduction of racism, 

se.vism. prejudice, and discrimination. However. Banks does state that. "The goals of 

multicultural education can never be fully attamed.... Educational equality, like liberty 

and justice, are ideals toward which human beings work but never fully attain" (p. 4). 

Whether a course simply includes multicultural topics or focuses on them, they both 

strive to work toward these goals. Nevertheless, the more depth in multicultural focus, 

the more powerful the message (p. 4). 

The school itself must take a more active role in reducing stereotypical thinking 

and resolving conflicts among students. Theorists and researchers have dealt with these 

issues individually, but not in combination with each other. Schools have dealt with 

resolving conflict in counseling offices, in special workshops, and in the principal's 

office (Erickson & Shultz. 1982. pp. 180-181). Unlearning stereotypes has been dealt 

with in content area courses, such as literature courses that include native-author 

multicultural literature. Although these methods have been successful in the past, the 



increasing problems on school campuses necessitate a more direct and more active 

approach that might build cultural understanding and knowledge and resolve intergroup 

conflicts. Stereotyping by and racist views of teachers, which are manifested through the 

curriculum, are also the target of reform. However, stereotyping by students and racist 

views of students are usually not a priority for study. Not only do teacher's views have 

an effect on student achievement (Banks. 1993. pp. 182-186). but peer pressure has an 

effect on achievement as well, both in positive and negative ways (McLean-Donaldson. 

1996. pp. 74-75). 

In Through Students' Eves: Combating Racism in United States Schools. 

McLean-Donaldson (1996) states. "Both the arts and multicultural education have been 

seen as additions to the curriculum; yet many students feel otherwise" (pp. 27-28). 

McLean-Donaldson (1996. pp. 27-30) suggests that more research be done on 

multicultural education in the arts as a basic curriculum, rather than an additive to a non-

basic curriculum. Multicultural education could be instituted as its own curriculum, but 

its possibilities must be researched further. McLean-Donaldson (1996) states. "Yet race 

relations need to be further explored among K-12 students;... more research needs to be 

done on peer education" (p. 103). Although educators do consider this topic as 

important, more research needs to be done for clarifying concepts and for understanding 

effects. 

Sonia Nieto (1996) suggests, "The alternative to multicultural education is 

monocukural education. Education reflective of only one reality and biased toward the 

dominant group, monocultural education is the order of the day in most of our schools" 



(p. 312). Therefore, it is necessary to conduct more research for understanding the 

effects of a praxis on students of multicultural education. 

Multicultural education aims to change stereotypes into reflection according to 

Nieto (Nieto. 1996. p. 316). Nieto states: "in particular, developing a multicultural 

perspective means learning how to think in more inclusive and expansive ways, reflecting 

on what we learn, and putting our learning into action" (p. 316). 

•Action can indicate everything from learning to consider others without 

stereotyping them to community service. Classroom practices that focus on teaching 

students to reflect on their stereotypical thinking are necessarv' in a course such as 

Cultural Identity. 

Historv- of Anti-Racist Education 

.\nti-Racist Education shares similar history, goals, and purposes with 

multicultural education. According to David Gillbom (1995) "At its most basic, the term 

"anti-racist" can be understood to denote opposition to racism" (p. 6). Gillbom defines 

racism and prejudice as "an irrational hatred or fear of another racial group." and says 

that the anti-racist movement (on both sides of the Atlantic) developed during the civil 

rights movement in the 1960s and 1970s and led to anti-discrimination legislation (p. 5). 

Gillbom suggests that there can be no simple definition of anti-racism and anti-racist 

education; however, suggestions for classroom strategies include antiracism across the 

curriculum, citizenship education, focusing on students' experiences in and outside the 
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classroom, including all students' cultures, and giving students a voice in the lessons (p. 

130). 

In "Multicultural Education. Anti-Racist Education, and Critical Pedagogy: 

Reflections on Everyday Practice." Goli Rezai-Rashti (1995) states that a true democratic 

ideal can be developed through "the language of critique and possibility" as theorized by 

Freire and Giroux (p. 17). Moreover. Rezai-Rashti summarizes Giroux (1986): "It [a 

critical pedagogy of anti-racist education] would help to create new knowledge, to 

emphasize classroom social practices, and to generate a new curriculum aimed at 

cultivating a deeper respect for a more democratic, egalitarian, and just society" (p. 17). 

Multicultural education and anti-racist education share many ideals including a 

democratic classroom ideal and a desired critical pedagogy. Cultural Identity and 

Buildinu Cultural Bridges together create a new curriculum that endeavors to help 

students build their own just society. 

Goals of Anti-Racist Education 

Critical social consciousness is a main goal of anti-racist education. This can only 

be achieved in schools through a critical pedagogy discussed by Freire (1995), Rezai-

Rashti (1995), and Giroux (1996). In Fugitive Cultures: Race. Violence, and Youth. 

Giroux (1996) suggests the need for a better intersection between educational theorists 

and cultural studies scholars as a goal which Shirley Brice Heath (1983) and John Ogbu 

(December. 1987) have accomplished. Giroux discusses the need for "expanding the 

range of knowledge" and for challenging, "how knowledge is organized within 
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disciplinan' structures" (p. 18). Cultural Identity has the structural freedom to challenge 

traditional curricular organization since it is not restricted to a standard school 

curriculum, but ironically adheres to the district's core curriculum by combining 

disciplines. This may be what integrated instruction attempts to accomplish, however a 

greater organizational freedom is necessary to actually fulfill the goal of e.Kpanding 

knowledge through varied organization and varied disciplinary structures. The structural 

freedom that Cultural Identity is allowed provides students with the opportunity to 

collaborate with the teacher on curricular design and the teacher is free to use the 

curriculum or activities that are needed or appropriate. 

.'\nti-Racist Education and Multicultural Education 

Grant and Ladson-BilHngs (1^97) discuss the combination of anti-racist and 

multicultural education. They state, "Attempts to "bridge the gulf between anti-racist and 

multicultural models by Grinter (1985) and others produced a concept of antiracist 

multiculturalism" (p. 20). .Although Grinter (1990) says, in Grant and Ladson-Billings 

(1997). that this "gulf is unbridgeable" and "the philosophies do not meet." he states that 

teacher practice is more important than the terms (p. 20). Any program could either 

adopt a multicultural education approach, an anti-racist education approach, or the 

combination of the two. 
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Table 2.1 exhibits the characteristics of multicultural education and anti-racist 

education as two separate concepts. James Banks and Grant and Sleeter have discussed 

these characteristics extensively. 

Table 2.1 

Multicultural Education and Anti-Racist Education 

Characteristics as Two Separate Concepts: Characteristics bv Theorist 

J. Banks (1991. 1994) Grant and Sleeter (1989) 

Multi-
Cultural 

Education 

-Creates educational 
equality 
-Creates a respect for 
others 
-Prejudice reduction-
Dispels stereotypes 
-Greater self-
understanding 

-Promotes social justice -
Culture learning 
-Dispels stereotypes 

(pp. 96-97) 

Anti-
Racist 

Education 

-Prejudice reduction 
-Racial awareness-
Educational equity 
-Learn respect for 
others 

-Prejudice reduction 
Racial awareness 
Learn respect for others 
(pp. 30-37) 

.As Table 2.1 demonstrates, these two educational concepts are more similar than 

they are different and should be used together in a complementarv- way. Banks (1994) 

states that the two terms are often used interchangeably (p. 81). 

Goli Rezai-Rashti (1995) distinguishes between multicultural education and anti-

racist education. Multicultural education operates under the assumption that, 

"sensitization and celebration of difference can counteract biased and prejudiced attitudes 
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. . while . . anti-racist education concentrates on examining the histories and the 

practices that prejudice supports" (p. 6). Rezai-Rashti goes on to discuss that anti-racist 

education needs to be institutional, needs to question social and political structures, and is 

dynamic (pp. 3-19). By comparison, racism within multicultural education is. 

"perpetuated by individual prejudice and negative attitudes ... and ignorance." is static, 

and blames home and cultural factors mostly for minority students" failure, rather than 

institutional racism in the classroom (p. 15). Therefore, the program or curriculum 

design will be based upon which underlying assumption dominates the philosophy of the 

program designer. 

Rezai-Rashti (1995) states that, "Ver\' little progress has been achieved in recent 

years in the field of anti-racist education, in spite of the rhetoric" (p. 4). That is. there are 

no policies nor programs which are comprehensive, meaningful, or practical (Rezai-

Rashti. p. 4). Rezai-Rashti states that. "There is as yet no clear vision, not to mention 

theoretical clarity, as to what anti-racist education is supposed to be" (p. 4). Rezai-Rashti 

also asserts the ver>' important point: policies and programs have changed, but schools 

and teachers have not. .A.11 need to move into the direction of meaningful. 

comprehensive, and practical anti-racist or multicultural education. Rezai-Rashti 

suggests a critical pedagogy be developed and used for anti-racist education. She states. 

Critical pedagogy can contribute in the two most important aspects of anti-racist 
education.... It can teach us how to relate to students' experiences.... It can 
also instruct us in how to re-educate teachers so that in their classroom practices 
may. in turn, educate their own students in the language of possibility and 
critique, (p. 17) 
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However. Rezai-Rashti also states that teachers not only have a difficult time 

grasping the theory of critical pedagogy, but this theory does not, .. discuss how actual 

classroom practices can lead to students' empowerment" (p. 17). Rezai-Rashti stated that 

critical pedagogy is more suited for philosophical debates than for planning classroom 

practices that support its philosophy (pp. 17-18). 

History of Conflict Resolution 

.A.S President Clinton ordered consistent statistics be reported on school violence, 

there e.xist other such mandates on preparing students for conflict resolution. In Conflict 

Resolution Education. Richard Bodine and Donna Crawford (1998) state. "Charged by 

the constitutional mandate to prepare youth to live producti\'ely in a democratic society, 

safe schools, social justice, and cooperative learning environments are essential features 

of the -American educational system" (p. 4). Although the course. Cultural Identity, is not 

a mandated course, it is designed to include cooperative learning experiences and social 

justice learning for the purpose of creating safer school environments. 

Bodine and Crawford (1998) also provide background on issues surrounding 

violence prevention. They state. "Attention to the issue of youth violence has increased 

in recent years because it is perceived to be accelerating and because of the use of 

weapons by youths committing violent acts" (p. 6). They provide examples of students 

voicing their concerns about being exposed to violence at school and in their 

neighborhoods (pp. 6-7). They quote a 13-year-old boy in New Orleans. "Mom. can I tell 

you something? I'm worried. .All of the boys I grew up with are dead. I lie awake at 
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evemvhere. Mice the teenage boy in New Orleans, are crying out to us to do something" 

(p. 7). They discuss ways that education can be used to assist youth in conflict resolution 

strategies. They state: "Educational opportunities that equip students to deal 

constructively with interpersonal conflicts, cultural differences, and the violence 

embedded in our social fabric are often absent from the day-to-day school experience" 

(pp. 9-10). They suggest that this be embedded in the daily school experience and that 

conflict resolution should be used as a preventive tool (p. 10). Prevention is the primarv' 

goal and purpose of Cultural Identity. 

In Peacemaking in a Troubled World. Adam Curie suggests that the development 

of violence and negative perspectives have an individual history in all of us. He lists 

reasons tor violent acts, including fear, frustration, pain, anguish, desperation, sense of 

loss, or hopelessness (pp. 23-25). Curie stresses the point that through awareness and 

consciousness of thought and behavior, violence can be curbed. Curie states. 

If we could be conscious of ourselves the whole time, life would be transformed 
including, of course, our relationships with others.. .. We should become 
conscious of who we are. where we are. what we are doing, what is around us... . 
(p. 24) 

Curie says that in order to prevent violence, people need to control their thoughts 

and feelings instead of interacting mechanically (p. 24). Psychological awareness of 

thoughts, including stereotypes and perspectives, is an important strategy used in and 

taught by Cultural Identity. Activities that role-play this awareness are also used. 
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Conflict Resolution 

In Violence in the Schools: How to Proactivelv Prevent and Defuse It. Joan 

Curcio and Patricia First (1993) discuss the issue of student-to-student violence. They 

quote a highly respected principal of East Harlem who said: 

Violence is normal in the world of today's adolescent... From Rambo to the 
corporate raiders, it's the aggressive, tough-minded guys who get the job done 
regardless of laws and the societal constraints.... They're the admirable. 
effective people (Flax, 1989. p. 13). (p. 7) 

Today's adolescents have learned, from our society, to admire violent, tough 

people, so now we must re-teach them not to admire violence. This cannot be effectively 

accomplished through content area subjects. Ideally, schools can effectively teach 

alternatives to violence through self-contained courses that include multicultural 

sensitivity, conflict resolution, and effective communication skills. We must re-teach 

alternatives to violence to match the rising student-to-student conflicts on school 

campuses (pp. 6-12). 

•Accompanied by multicultural education and anti-racist education, anti-

fascination with violence education must be included. In Deadly Consequences. Deborah 

Prothrow-Stith. M.D. (1991) discusses the effects that media violence has had on 

.American youth, their attitudes and behaviors. In Chapter 3 of this book, entitled 

"Teaching Our Kids To Kill." Prothrow-Stith discusses specific movies, news, and 

television shows that teach youth that violence is good (pp. 29-47). She states that 

.America 

. . .  h a s  m o r e  v i o l e n t  c r i m e  t h a n  a n y  o t h e r  i n d u s t r i a l i z e d  n a t i o n ,  s o .  t o o .  i s  o u r  
popular culture more violent than that of other countries In the media world. 
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brutality is portrayed as ordinary and amusing. Often we do not e^en notice. We 
are inured to the violence in our mass media. We take it for granted, (pp. 29-30) 

The missing element, states Prothrow-Stith. is emotion, which is not included in 

these displays of violence, especially the emotional pain that violence causes. "These 

programs were not created by storytellers; they were created by marketing specialists" (p. 

34 ). These violent actions appear in the play of younger children and at least the speech 

of adolescents as well as their unconscious minds (p. 34). Prothrow-Stith (1991) states: 

Petra Hesse and her colleagues believe that superhero programs teach our kids an 
outdated political ideology of hate and fear in which people different from 
ourselves come across as barely human, or not human at all.... Instead of 
helping them [children] move toward a more forgiving and complex view of the 
world, superhero television encourages children to hold onto a destructive 
ethnocentrism. one that is completely irreconcilable with the realities of the post-
cold war age. (p. 36) 

The "camera has no moral point of view" states Prothrow-Stith. and as American 

youth adopt a violence ideology, schools are increasingly having to deal with subsequent 

behavior (p. 34). So the school must find a solution to keep this public institution a safe 

place. Cultural Identity, along with Building Cultural Bridges, includes activities that 

assist students in moving beyond their fears of others. 

In Conflict Resolution Education. Richard Bodine and Donna Crawford (1998) 

describe the role conflict resolution plays in education. They state. "The relationship 

between conflict resolution education and the issues of violence prevention, social 

justice, and responsible citizenship is somewhat easy to conceptualize" (p. 4). They add 

that what is not so easy is the necessity for "systemic change" (p. 4). As Nieto (1996. pp. 

326. 370-378). Banks (1994. pp. 179-222). and Freire (1995) suggest, schools must 
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systemically change in order to foster the proper environment for conflict resolution, and 

m turn, the process of learning. 

In Creating Safe Schools: What Principals Can Do. Hill and Hill (1994) list 

programs in the U.S. that have successfully instituted conflict resolution programs. The 

Boston Conflict Resolution Program works with teachers and students and "... Trained 

teachers are supported within the classroom with multiethnic teams to implement the 

program" (p. 52). .A.lso. "Schools in Portland. Oregon, trained students as conflict 

managers in a 15-hour program composed of problem-solving and communication skills" 

(p. 52). In an Orlando. Florida elementary school, a program called "Kindness Is Spoken 

Here" was instituted to create a foundation of non-violence. "Because many children do 

not understand the dimensions of kindness, awareness was a necessary foundation" (p. 

53). .A common theme in these programs is to include students in the process of conflict 

resolution management, rather than simply being the recipients of it. This is also central 

to Cultural Identity's design. 

These programs offer anti-racism education and conflict resolution education as a 

direct learning experience rather than indirectly through multiethnic literature. This is 

necessary for achieving a reduction of conflicts on campuses. These programs need to be 

offered at earlier ages and for longer durations as well. In .A.ttitude Change. E. E. Davis 

(1964) states. "The young human being is much more amenable to change than are 

adults: indeed" (p. 41). Davis indicates that as evident in many studies of intergroup 

relations, these programs can be effective. "With respect to the general effect of formal 

education, most reviews have concluded that with increased formal education negative 
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intergroup attitudes decrease" (p. 42). Formal education is referred to as courses offered 

in schools on the subject of cultural sensitivity. Davis also states. "This summary would 

seem to indicate that education causes a far-reaching and deep-going change in social 

attitudes generally in a direction more likely to be conducive toward healthy, constructive 

intergroup relations" (p. 42). A course of study, such as Cultural Identity, is necessary. I 

believe, to be offered on a long-term basis. 

Prevention of violence is a major theme in conflict resolution discussion in 

Violence in the Schools: How to Proactivelv Prevent and Defuse It. by Joan L Curcio and 

Patricia F. First. .A.nother major theme in this discussion is the suggestion that the entire 

school and school district be actively involved in school violence prevention. They 

suggest six steps that promote prevention of student-to-student violence. These include: 

the school and school district and all involved sharing a common set of values and beliefs 

which are maintained consistently; the whole school community and all involved sharing 

•".A, Vision of Respect" and "the individual's right to a peaceful e.xistence at school"; do 

not ignore any incidents of violence; "a holistic plan of staff development'" in which there 

is .. unity in the enforcement of both the letter and the spirit of the formulated policies 

[on violence]"; district reinforcement of the "desired culture' of the schools" in that they 

do not tolerate racism; and "Employing learned strategies can both prevent and defuse 

violence in schools" (pp. 9-12). 

Prevention strategies are also discussed in Making School a Place of Peace, by 

Theresa M. Bey and Gwendolyn Y. Turner (1996). They suggest both conflict 

prev ention strategies and conflict resolution management as effective tools. They state 
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that most students are unaware of prevention strategies. Included in their suggestions for 

conflict management is that students .. learn to understand themselves as individuals, 

analyze situations, communicate their desires, and respond to different and conflicting 

views" (p. 77). Bey and Turner (1996) state, "Also critical to peacemaking is the 

students' attitude, as the person must want to modify his or her conduct" (p. 105). They 

also discuss the importance of teaching students conflict resolution strategies: . . It 

seems logical to teach students conflict resolution management and strategies to avoid 

arguments and fights, preventing them from becoming either the criminal or the victim" 

(p. 105), 

Bey and Turner (1996) provide conflict resolution (a peacemaking behavior) and 

conflict management (a prevention and determent strategy) guidelines. These are conflict 

resolution actions that two people can perform to resolve problems: 

1. When upset, each person finds alternate ways to express anger. 

2. Using "I" messages, each person states his or her feelings about the problem 
without interruption, blaming, or name calling. 

3. Each person states the problem as the other person sees it. 

4. Each person states how he or she is responsible for the problem. 

5. Together, both people brainstorm solutions and choose one that satisfies them 
both. 

6. Each person affirms the other partner, (p. 80) 

Bey and Turner also suggest the following problem-solving skills be taught to 

students: 

1. Look for signs of different feelings. Look for signs of your stress as well as 
others. 
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2. Tell yourself what the problem is. Be able to describe your upset in specific, 
behavioral terms. 

3. Decide on your goal. Determine specifically what you want to have happen. 

4 Stop and think oj as many solutions to the problem as you can. Brainstorm 
solutions that relate to the goal. 

5. For each solution, think of all the things that might happen next. 

6. Choose your best solution. 

1. Plan it and make a final check. Anticipate potential obstacles. 

8. Try it and rethink it. Implement the planned solution and review the outcome, 
(pp. 78-79) 

Cultural Identity includes these types of strategies as well as others. 

Definition of Terms 

•An e.xplanation of relevant definitions is provided in the next section. Although 

these definitions create a clearer understanding of terms used, the sense of how these are 

played-out between human beings, particularly high school students, is not captured in 

the descriptions. 

The Dictionary of Multicultural Education, edited by Carl Grant and Gloria 

Ladson-Billings (1997). defines these same terms specifically for the study of 

multicultural education in the following definitions: 

Anti-Racist Education 

.Anti-racist education is a critical pedagogy that seeks to take a stand against racial 

injustice and oppression. It grew out of a realization that simply focusing on cultural 
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diversity did not ensure that more subtle forms of racism, particularly at the institutional 

level, would be addressed. Central to the concept of anti-racist education is the need to 

deal with racial discrimination and to develop a more critical approach to all teaching 

methods and materials. .A.s Rex (1989) puts it. "Anti-racism has a moral purpose going 

beyond multi-cultural education." Anti-racist education practice begins with educating 

administrators and teachers to understand racial oppression and racial identity issues, as 

well as racist conditioning and internalized oppression (Grant & Ladson-Billings. 1997. 

p. 19). 

Content Integration 

Content integration deals with the extent to which teachers use examples and 

content from a variety of cultures and groups to illustrate key concepts, principles, 

generalizations, and theories in their subject area or discipline (Banks. 1991; Grant & 

Ladson-Billings. 1997. p. 178). 

Cooperative Learning 

Cooperative learning is a strategy for classroom instruction in which small groups 

of students work independently on academic tasks. Students leam how to take 

responsibility for their own learning and to manage interpersonal relations (Grant & 

Ladson-Billings, 1997. p. 49). 
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Cross-Cultural Competency 

The ability to use the standards for perceiving, evaluating, believing, and doing 

that are associated with one or more cultures beyond one's native culture (Grant & 

Ladson-Billings, 1997. p. 53). 

Culturallv Relevant Pedagogy 

Culturally relevant pedagogy is an approach to teaching and learning that 

empowers students intellectually, socially, emotionally, and politically by using cultural 

referents to impart knowledge, skills, and attitudes (Grant & Ladson-Billings. 1997. p. 

62: Ladson-Billings. 1994). 

Cultural Studies 

Cultural studies is not one subject-it perseveres as a multidimensional, 

multicultural, and fragmented constellation of disciplines that addresses a variety of 

questions. Such a position commits cultural studies to a critical engagement with a 

potpourri of artistic, religious, political, economic, and communicative discourses (Grant 

& Ladson-Billings, 1997. pp. 66-67). 

Democratic Education 

Democratic education is the education of children and youth—planned 

cooperatively and in a principled way~by parents, professional educators and citizens. 
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These include critical inquiry, consensus-oriented deliberation, and popular sovereignty 

(Grant & Ladson-Billings, 1997, p. 86). 

Ethnocentrism 

Sumner (1940. p. 13) defines ethnocentrism as a "view of things in which one's 

own group is the center of everything, and all others are scaled and rated with reference 

to it" (Grant & Ladson-Billings. 1997. p. 113). 

Eurocentric Curriculum 

Nieto (1996. p. 391) defines Eurocentric curriculum as "curriculum that focuses 

on the values, lifestyles, accomplishments, and worldviews of European and/or European 

.•\mericans" (Grant & Ladson-Billings. 1997. p. 116-117). 

Multicultural Education 

It is a concept built upon the philosophical ideals of freedom, justice, equality, 

equity, and human dignity contained in the U.S. Constitution and Declaration of 

Independence. Like all good educational strategies, it helps students to develop positive 

self-concepts and to discover who they are. particularly in terms of their multiple group 

memberships. It demands a curriculum that organizes concepts and content around the 

contributions, perspectives, and experiences of the groups of people that are U.S. citizens. 

It confronts social issues involving race, ethnicity, socioeconomic class, gender, sexual 

orientation, and disability (Grant & Ladson-Billings. 1997. p. 188). 
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Prejudice is a complex and muliifaceted way of thinking and feeling about people 

that attributes particular characteristics to people and groups as more or less desirable 

than others. Prejudice is. as Columbia University law professor Patricia J. Williams 

(1991) has recently pointed out, persistent. It is difficult to disrupt. Prejudice is 

tenacious, long-lasting, and everywhere around us. Prejudice is an often-unrecognized 

and unexamined part of the daily life of the people in this country and is the basis for 

racism, sexism, and homophobia (Grant & Ladson-Billings. 1997. p. 222). 

Racism 

Racism accepts a notion that human groups can be ranked on the basis of 

inherited biological traits that produce unequal mental, personality, and cultural 

characteristics. Additionally. King (1991. p. 135) introduced the concept of dysconcious 

racism, which she defines as "an uncritical habit of mind . .. that justifies inequity and 

exploitation by accepting the existing order of things as given . .. [and] tacitly accepts 

white norms and privileges" (Grant & Ladson-Billings. 1997. pp. 239-240). 

Stereotvpes 

A stereotype is a belief about the personal attributes of a group, based on 

exaggerated and inaccurate generalizations used to describe all members of the group, 

without acknowledging individual differences. Stereot>'pes create and help preserve 

perceived group differences by other groups, and they help create group ideologies that 



might be used to justify attitudes and actions against other groups (Grant & Ladson-

Billings. 1997, p. 249). 
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Discussion of Definitions 

Terms such as attitude, awareness, perception, conflict resolution, and conflict 

resolution strategy are defined in other sources as well. In Belief. Attitude. Intention. 

Behavior: .^n Introduction to Theory and Research. Fishbein and Ajzen (1975) define 

attitude as. "... a learned predisposition to respond in a consistently favorable or 

unfavorable manner with respect to a given object" (p. 6). They also state that"... 

attitudes are learned" (p. 9). Of course, if attitudes are learned, they might possibly be re-

leamed in a class such as Cultural Identity. A sort of critical attitude in which one views 

each situation or person in the reality of the moment, rather than responding with a 

predisposed attitude, is much more desirable. Choosing your own attitudes as opposed to 

responding on predisposed and automatic ideas is emphasized in Cultural Identity. 

In Peacemakmg in a Troubled World. Curie (1991) defines awareness as 

consciousness-raising and speaks of awareness in our thoughts and actions as being 

awake as opposed to being mechanical or automatic (pp. 24-25). In the Internet 

Encvclopedia of Philosophy (1996). perception is defined as. "... the complex of 

obtaining information about our surrounding world, specifically through our senses, and 

apprehending this information as beliefs" (p. I of 1). It may be difficuh to distinguish 

between awareness and perception, however they are distinct. According to these 

definitions, perceptions can be conscious or imconscious in nature while awareness must 
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be a state of consciousness or at least the journey toward consciousness. Both awareness 

and perceptions are responses to stimuli. Perceptions are a sort of interpretation of 

information activated by the senses. Awareness is usually spurred by a stimulus through 

the senses that stimulates a thought beyond the automatic mode. Although these terms 

share some similarities, they are distinct in levels of consciousness. Perception is a way 

of viewing an object while awareness is a way of knowing of its e.xistence. 

In School Violence Intervention. Goldstein and Conoley (1997) define school 

violence: "School violence is the tangible expression of unresolved conflict" (pp. 87-88). 

If school violence is in fact unresolved conflict, it would be helpful to provide instruction 

on conflict resolution strategies. In The Handbook of Conflict Resolution Education. 

Bodine and Crawford (1998) describe conflict resolution: 

Conflict resolution is not a program for reacting to a violent incident in a school; 
it is a tool to further the educational mission of the school to develop and promote 
a safe environment and an effective citizenry. The relationship to violence 
prevention is that a conflict resolution education program affords youth the 
understandings, skills, and strategies needed to choose alternatives to self-
destructive and violent behaviors when confronting intrapersonal. interpersonal, 
or intergroup conflicts, (pp. 10-11) 

This definition is the basis of the conflict resolution strand of Cultural Identity in 

that it does not necessarily teach subskills. rather it teaches critical thinking when dealing 

with conflicts with others. 

James Banks (1994) also defines multicultural education as a reform movement 

designed to bring about educational equity for all students, including those from different 

"races." ethnic groups, social classes, exceptionalities, and sexual orientations (pp. 42-

43). Sonia Nieto (1996) similarly defines multicultural education as a process of 
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comprehensive and basic education for all students that make use of a critical pedagogy 

as its underlying philosophy and focuses on knowledge, reflection, and action as the basis 

for social change (p. 391). 

Although there is. at times, some consistency among the many definitions of 

stereotypes, racism, prejudice, attitudes, multicultural education, and anti-racist 

education, there are many more discrepancies than consistencies. James Banks (1995) 

states: 

Because of its forensic and polarized nature, the current acrimonious debate about 
the extent to which the histories and cultures of women and people of color 
should be incorporated into the study of Western civilization in the nation's 
schools, colleges, and universities has complicated the quest for sound defmitions 
and clear disciplinary boundaries within the field, (p. 3) 

In "Multicultural Education. Anti-Racist Education, and Critical Pedagogy: 

Reflections on.Everyday Practice." Goli Rezai-Rashti (1995) states that. "So far. a 

universally acceptable definition of what multiculturalism is has been hard to come by. 

The same is true for a conceptualization of what constitutes multicultural education" (p. 

4). 

There is a dichotomy in the philosophies surrounding definitions of multicultural 

education and related terms. The dichotomy usually involves the polarization suggested 

by Banks (Banks. 1995. p. 3). Definitions in the Dictionarv of Multicultural Education 

suggest an unconscious quality of prejudice (p. 222), and a dysconscious or uncritical 

habit describes racism (p. 231). In Affirming Diversity. Sonia Nieto (1996) suggests that 

"... resources, both material and psychological, are doled out" according to the 

stereotypes of people and institutions that dole them out (p. 38). These definitions are 
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polarized in that prejudice suggests unconscious thought and Nieto's definition suggests 

an intentional attitude. 

The American Heritage College dictionary's definitions suggest both conscious 

and unconscious states. For example, attitude is defined as "a state of mind or a feeling" 

(p. 89). Racism is a belief (p. 1125); prejudice is "an adverse judgment or opinion 

formed beforehand or without knowledge or examination of the facts" (p. 1079). 

Perception is "recognition and interpretation of sensory stimuli based chiefly on 

memor\-'" (p. 1014). Violence, conflict, and indifference are also defined as having 

conscious and unconscious qualities. Violence is defined as a "physical force exerted for 

the purpose of violating, damaging, or abusing" (p. 1507). Conflict is defined as an 

oppositional action (p. 292). On the other hand, stereotypes are standardizeu. 

conforming, and an uncritical judgment (p. 1332). all suggesting an unconscious state--a 

son of automaticity. The idea of intention versus automaticity seems to be a dichotomy 

in philosophy. However. I believe that instead of an evident dichotomy, it is actually a 

two level singularity. This is true since people learn prejudices, stereotypes, and racism, 

and as this becomes automatic, intentional actions are driven by subconscious, 

unconscious, or automatic thoughts. Nevertheless, all these definitions indicate a 

destructive force. 

In Reducing Prejudice and Stereotyping in Schools, Walter Stephan (1999, pp. 2-

5) defines stereotypes as, "when we categorize people by using a group label, we are 

highlighting the similarity of people within the category and the ways in which these 

people differ fi-om other groups" (p. 2). Stereotyping simply emphasizes one aspect of 
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their identities that differentiates them from other people. Stephan further defines 

stereotyping as "... a network of associated nodes of information linking social groups to 

a whole constellation of other types of information" (p. 3). He further states that these 

five types of information (nodes) included in stereotype networks consist of group labels, 

defining features, characteristic features, behaviors, and exemplars (p. 3). Stephan 

suggests that".. . the flow of activation [of stereotypes] through networks is often 

completely automatic. Thus, activation can be a passive process: it does not have to 

involve conscious awareness at all" (p. 5). Funhermore. Stephan states that. "Stereotypes 

of social groups are often negative, overgeneralized. and incorrect" (p. 2), 

In Implicit and Explicit Mental Processes. Nesdale and Durkin (1998) define 

relevant terms related to this study. "Stereotypes are generalizations held by groups of 

people about the attributes and behavior of other groups of people. Most social 

psychologists regard stereotypes as an inevitable outcome of adaptive cognitive 

processes, whereby individuals seek to simplify and organize the abundance of 

information potentially available in a diverse and complex social environment" (p. 220). 

They also define attitude as "... affect for or against a psychological object" (p. 220). 

They add that stereotyping and attitudes toward social groups may be automatic and 

"without awareness" (pp. 227-228). 

In Attitude Formation and Change. J. D. Halloran (1967) describes attitude 

change as "... the problem of the degree of discrepancy between one's own position and 

the position advocated in a message; and the felt necessity of coping with that 

discrepancy" (p. 60). If students enter a Cultural Identity course with a set of attitudes 
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about other peoples, and they discuss, explore, and critically evaluate new ideas in this 

course, they may reach a point of discrepancy between their previous attitudes and what 

is being discussed. This can be defined as attitude change. Any disequilibrium between 

what was believed previously and the consideration of new ideas is an attitude change. 

even if the attitude is not thoroughly reversed. Although this is a goal of the course. 

Cultural Identity, change in attitude is not a part of the study. 

In Schooling the Violent Imagination, by John F. Schostak (1986), perceptions are 

described as images, perspectives, or even judgments (pp. 12-132). In The Internet 

Encyclopedia of Philosophy (1996), perception is described as problematic since; 

. .. This notion of perception is that we should not accept our perceptions as being 
reliable, since (1) it is possible for us to misperceive objects in the world. (2) our 
senses are susceptible to illusions, and (3) it is unciear how much epistemological 
value perceptions have, or how much belief, if any. should be rooted in that which 
we perceive, (p. 1 of 1) 

If judgment is actually part of how perception works, then a critical awareness of 

perceptive ability is most desirable. It is better to be critically aware than to misperceive 

and not be aware of it. 

In Communication and Student Socialization, by Ann Q. Staton (1990). 

communication is defined as. "symbolic interaction" (p. 11). Symbolic interaction 

between students in pairs, groups, and as a class is the operational definition for this 

study. This includes verbal and wrinen communication or symbolic interaction. In 

Peacemaking in a Troubled World. Adam Curie (1991) defines awareness as 

consciousness-raising and the opposite of automaticity or mechanical interaction (pp. 24-

25). Becoming aware of communication and communication pattems and styles is one of 
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the goals of Cultural Identity. Bey and Turner (1996) define conflict resolution as a 

peacemaking behavior while conflict management is defined as a prevention and 

determent strategy. Conflict resolution is a behavior, awareness is a cognitive device, 

and communication is both. 

Definitions concerning cultural sensitivity are non-existent with the only 

e.xception found on the Internet. The National Maternal and Child Health Center on 

Cultural Competency (1997) ofters a definition of cultural sensitivity on their website. 

"Knowing that cultural differences as well as similarities exist, without assigning values, 

i.e.. better or worse, right or wrong, to those cultural differences" (p. 1 of 2). Since this 

study requires a definition of cultural sensitivity. I developed a definition based on the 

desires and intentions of this course to create such a sensitivity and based on theorists" 

definitions of related terms such as attitude. The definition I developed consists of. ".An 

awareness of cultural diversity as well as cultural similarities between ethnic, racial, and 

cultural groups. It is the ability to not respond to others from one's own automatic 

perceptions, stereotypes, and racial attitudes. A critical awareness of one's own thoughts 

in relation to others." (Farhat, 2000). This is also used as an operational definition for 

this study. This same site also defines cultural awareness as. "Developing sensitivity and 

understanding of another ethnic group. This usually involves intemal changes in terms of 

attitudes and values. Awareness and sensitivity also refer to the qualities of openness and 

flexibility that people develop in relation to others" (p. 1 of 2). 
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Sources of Stereotyping and Racism 

Although there is little written about student-to-student destructive forces, there is 

much on other sources of stereotyping and racism. Destructive forces felt by students, 

whether through thoughts or actions, are described by researchers as having two mam 

sources in schools. The first is the institutional behavior of the school system, and the 

second is the teacher. 

There are many references to institutional racism and stereotyping. Sonia Nieto 

(1996. pp. 38-39) describes segregated schools as a contributor to the lack of 

multicultural education and cultural sensitivity. These schools are currently segregated 

by race, social class, and housing patterns. If the schools desegregate, parents re-

segregate their communities by relocating (pp. 38-39). In this case, neighborhood 

patterns are segregated and they create an automatic segregation pattern in the 

neighborhood schools. 

Sonia Nieto (1996) also discusses the school structure and how it is "problematic 

in terms of gender" (p. 40). Nieto states, "Schools tend to be sexist in their organization, 

orientation, and goals ... policy and instruction generally reflect what is most effective 

for their needs [white males], not the needs of either females or students of color" (p. 40). 

Nieto (1996) describes academic success as another sacrifice on the altar of 

institutional stereotyping. She states, "... Taylor [1991] found that to the extent that 

teachers harbor negative stereotypes about them. African American children's race alone 

is probably sufficient to place them at risk for negative school outcomes" (p. 40). 

Students" stereotyping of each other can also be unconsciously encouraged by school 
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organizational structures as well as teachers who do not consciously avoid stereotyping. 

It becomes a sort of modeling for students (pp. 56-57). For example, if teachers' grading 

is influenced by their personal stereotypes, others may believe that the grades these 

students receive are actually reflective of their abilities, and these students may begin to 

perceive themselves according to this too. 

The Hidden Curriculum, by Benson Snyder. M.D. (1971. p. 156). emphasizes the 

philosophy that students attending an educational institution adapt to. and sometimes 

adopt, the prevailing institutional attitudes. Snyder states. "There are many students 

whose energy and enthusiasm from their earliest years to those of graduate school have 

been constrained by learning to fit in with our educational system" (p. 198). Snyder 

describes the school's requirements as the formal curriculum, and "covert tasks that 

students infer" as the hidden curriculum (p. 6). For example, the formal curriculum is the 

school's official or written stand on racial equality, while the hidden curriculum is the 

school's unofficial or unwritten stand on racial inequality. 

Snyder (1971. pp. 76. 200) also describes how the expressed policies of the 

educational institution convinces the faculty and then the students to become as 

impersonal toward people as it is. Students then become impersonal with each other, 

compounding stereotypical perceptions since becoming familiar with someone can help 

dispel stereotypes. They are usually unconscious of this adaptation to institutional 

attitudes. Faculty, administrators, and students finally adopt this impersonal attitude from 

the institution's policies and make that their "frame of reference rather than examining it" 

(p. 191). For the most part, this process is unconscious. Whether conscious or 
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unconscious, however, it can result in mixed messages. "Students receive one set of 

official, formal messages.... At the same time the students are monitoring another, more 

informal, covert set of cues that tell them what really matters-what in fact leads to 

rewards and success" (p. 126). This is the case whether in a university or a public school. 

If a high school teaches multiculturalism, anti-racist education, or conflict resolution, the 

integrity of the school organization must follow this pattern, otherwise students receive a 

mixed message, or worse, they adopt the hidden curriculum (as in stereotyping or racism) 

for themselves. 

As Sonia Nieto (1996. pp. 40-43) explains, teachers sometimes expect less of 

some students than others. Stereotypes can take the form of expecting students to 

perform better than others or less effectively than others. Teachers' stereotypes of 

students" lack of ability can become a self-fulfilling prophecy. Nevertheless, Nieto 

emphasizes that teachers, and not even schools, are the sole blame for reducing student 

achievement. Nieto states that this is a complex problem in which "teachers, schools, 

communities, and society often interact to produce failure" (pp. 42-43). The entire 

community shares this problem and schools and teachers cannot be blamed solely. 

However, racism and stereotyping can lead to low expectations of student achievement, 

but racism and stereotyping can and are found in many various settings in which students 

find themselves (Nieto. 1996. p. 44). So, studying the effects of Cultural Identit)- on 

students" perceptions of each other can provide insight into how schools can assist 

students in alleviating some of their cultural conflicts. 
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In discussing stereotype and prejudice reduction in schools. Walter Stephan 

(1999. p. 2) explains that there are benefits to socially categorizing others into 

stereotypes. These include: it helps people maintain a positive self-image, it justifies 

their worldview and social status, it reduces the comple.xity of the social world, and 

provides a guide for social interaction. Since there are social and psychological benefits 

for stereotyping, they are difficult to modify (p. 2). Stephan affirms that".. . students 

seem to be particularly prone to rely on stereotypes as a shortcut to dealing with the 

complexities of the social world" (p. 2). He states that this is due to their age. Stephan 

lists the factors that encourage students in using stereotypical thinking. "The mass media, 

their family members, and their friends often furnish them with ready-made stereotypes 

that can be applied to the social groups in their environment" (p. 2). Since students are 

particularly dependent on stereotypes and since stereotypes can lead to prejudice, racism, 

and violence, helping them create an awareness of this is basic. 
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CHAPTER 3 

RESEARCH DESIGN 

Theory-Based Research Design 

In this chapter I provide the rationale for the research methodology I use to design 

the study by reviewing the literature that supports my methodology. I then discuss the 

design and the characteristics of the setting; provide a description of the course. Cultural 

Identity; and discuss the procedure for data collection and analysis. 

Qualitative research is the most appropriate method for inquiry into what takes 

place in a course such as Cultural Identity, for many reasons. In order to answer 

questions dealing with human perspectives and attitudes, it is desirable to gather 

observ ational data and participant interaction data. The qualitative design creates a broad 

picture of results, which is desirable when looking at awareness development, attitudes. 

and perceptions. In Ethnography and Qualitative Design in Educational Research. 

LeCompte and Preissle (1993) state; 

If the researcher wants to document shared beliefs, practices, artifacts, 
environments, folk knowledge, behaviors, subtle patterns of interaction, and a 
comprehensive inventory of program effects, then the appropriate choice is to do 
an ethnography of the entire intervention program, (p. 22) 

The study on Cultural Identity describes student attitudes, some behaviors, and subtle 

patterns of interaction as revealed in their writing and in the field notes. 

LeCompte and Preissle (1993. pp. 46-47) state that some researchers contend that 

quantitative research methods render superior results over qualitative methods. This 

creates a dichotomy among the two paradigms which need not be. Many researchers 
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belie\ e that both paradigms are equally useful for different reasons depending on the 

purpose of the research (Connolly. 1998; Drew & Demack. 1998; Harding & Hintikka, 

1983; LeCompte & Preissle. 1993; Lincoln. 1990; Smith. 1990). This study of the 

course. Cultural Identity, borrows some techniques from quantitative research, but is 

mostly informed by qualitative research design. 

LeCompte and Preissle (1993) distinguish qualitative research as "encompassing 

such designs as ethnography, case study analysis, and historical or document analysis . .. 

[and] appeal only to those who assume that reality is ever changing, that knowledge 

consists of understanding, and that the goal of research is examination of processes" (p. 

46). This is the appropriate paradigm design for inquiry into student attitudes and 

behaviors while participating in the course. Cultural Identity. 

Frederick Erickson (1986) delineates methods of educational research he calls 

Interpretive Participant Observational Fieldwork. He defines this method as "... the 

whole family of approaches to participant observational research" (p. 119). Furthermore. 

Erickson (1986) characterizes interpretive methods as more inclusive than the other 

methods, as including quantitative approaches as well as qualitative approaches, and as 

maintaining a "central research interest in human meaning in social life" (p. 119). The 

stud\ on the course. Cultural Identity, examines the meaning of student-to-student 

interactions, a form of social life. Erickson (1986) states that major concerns of 

interpretive methods include ". .. the nature of classrooms as socially and culturally 

organized environments for learning [and] the nattire of teaching as one. but only one. 

aspect of the reflexive learning environment" (p. 120). The study surrounding the course. 
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Cultural Identity, is concerned with the social and cultural environment of students' 

interactions while learning about personal identities and others" cultures and also focuses 

on students' stereotypes of each other. 

Erickson (1986) states. 

Interpretive fieldwork research involves being unusually thorough and reflective 
in noticing and describing everyday events in the field setting, and in attempting 
to identify the significance of actions in the events from the various points of view 
of the actors themselves, (p. 121) 

Erickson (1986. p. 122) states that the fieldwork method is most appropriate for 

describing and interpreting "local meanings." which is the context of a given interaction 

including verbal actions. These characteristics are used in the Cultural Identity study. 

Everyday events are described including participant interactions in the classroom. 

Identifying the "significance of actions" are also interpreted and described, and "local 

meanings" are used for interpreting actions and for demonstrating how the study's 

questions are answered. The following is a list of Erickson's questions with the 

corresponding questions from this study. 

Erickson (1986) suggests that the fieldwork method should answer cenain 

questions such as: 

Erickson's Question a); What is happening, specifically, in social action that takes 
place in this particular setting? 
Erickson's Question a) corresponds to my Research Question #4; What language 
is used in students' oral language during classroom interactions that indicates an 
awareness of cultural sensitivity? 

Erickson's Question b): What do these actions mean to the actors involved in 
them, at the moment the actions took place? 
Erickson's Question b) corresponds to my Research Question #1: In what ways 
are students' attitudes reflected in their written language in response to specific 
assignments in the course. Cultural Identity? 
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Erickson's Question c): How are tlie happenings organized in patterns of social 
organization and learned cultural principles for the conduct of everyday life-how. 
in other words, are people in the immediate setting consistently present to each 
other as environments for one another's meaningful actions? (p. 121) 
Erickson's Question c) corresponds to my Research Questions #2 and #3; 
#2: In vvhat ways are perceptions of conflict and conflict resolution reflected in 
students' written language? 
#3; In what ways does students' written language indicate an awareness of 
cultural sensitivit\'? 

In my study, social action in the classroom setting is used to interpret students" 

perceptions about stereotypes and their awareness of cultural issues. This is interpreted 

through classroom dialogue, student-to-student interaction while working in groups, and 

student writing. In relation to Erickson's question number two, interpretation by the 

researcher takes place when students" actions, as revealed by their oral or written 

language, are described in terms of amiability toward each other or antagonism. In 

relation lo Erickson"s question number three, the researcher interprets how students" 

perceptions of each other are conducted in the everyday life of the classroom. 

Erickson (1986) distinguishes between interpretive research and standard 

research. "The interpretive point of view leads to research questions of a fundamentally 

different sort from those posed by standard research on teaching."' Researchers of 

standard methods ask which behaviors correlate with achievement, whereas researchers 

of interpretive methods ask, "What are the conditions of meaning that students and 

teachers create together, as some students appear to learn and others don"t?'" (p. 127). 

Funhermore. Erickson (1986) states. "How is it that it can make sense to students to learn 

in one situation and not in another? How are these meaning systems created and 

sustained in daily interaction?" (p. 127). Erickson's description of the interpretive 
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method and its characteristics underlies the basis of this study and its characteristics and 

its questions. 

Also, this study uses ethnographic characteristics in that it is a "writing about 

people" (LeCompte & Preissle. 1993). LeCompte and Preissle (1993) fiarther define 

ethnography: 

Ethnography is both product--the book which tells a story about a group of people 
-and a process—the method of inquiry which leads to the production of the book 
... analytic descriptions or reconstructions of intact cultural scenes and groups .. 
. phenomenological data; they represent the world view of the participants being 
investigated.... Ethnographies are analvlic descriptions or reconstructions of 
intact cultural scenes and groups, (p. 1) 

This research on student oral and written language in relation to the course. Cultural 

Identity, uses phenomenological data partially in that some activities will reveal 

participant's perspectives on a given issue; however, the study does not use 

phenomenological data entirely. Research on Cultural Identity consists of analytical 

descriptions and treats the informal or social dialogue between students as 

"reconstructions of intact cultural scenes'" (p. 2). Characteristics of ethnography include: 

(a) participant observation; (b) "recording in detail aspects of a single phenomenon, 

whether that phenomenon is a small group of humans or the operation of some social 

process"; and (c)"ethnographic researchers use a variety of research techniques to amass 

their data"—it is multimodal (LeCompte & Preissle. 1993. p. 3). These three 

characteristics are included in this study, although this study is not an ethnography. This 

study does not include constructing descriptions of total phenomenon. 

LeCompte and Preissle (1993. pp. 8-9) describe yet more educational ethnography 

characteristics that are involved in this study. They state that educational ethnography is 
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used to "describe educaiional settings and contexts, to generate theory, and to evaluate 

educational programs." and that "Such data represent educational processes and their 

results as they naturally occur and in context: they rarely are limited to isolated 

outcomes" (p. 8). This study describes contexts of students learning to perceive others 

criticalh'. LeCompte and Preissle (1993) explain that there are three types of educational 

ethnography; traditional, single, and descriptive and that these var\' widely, "in focus, 

scope, and methods" (pp. 8-9). Traditional ethnographies are characterized by: a small, 

relatively homogeneous study site: repeated residence of the researcher; participant 

obser\ ation and field notes as preferred data collection methods; typified by inductive, 

generative, and constructive work. This study uses participant observation and field 

notes. 

The second type of ethnography is the microethnography. which bases its design 

on a "single data collection technique without triangulating or corroborating from 

multiple data sources" (LeCompte & Preissle. 1993. pp. 8-9). Microethnographies are 

characterized by: "research derived from life history or biographical interviews (e.g.. 

.•\nderson & Herr. 1991; Fuchs, 1969: Herr, 1991), studies using tightly structured and 

limited schedules for observation (e.g., Kounin, 1970), or designs incorporating a short 

period of field observation to provide contextual data for a survey or experimental study 

(e.g.. Ginsburg. Meyenn. & Miller. 1980: Weis. 1988)" (pp. 8-9). In this study 

triangulation is not used, but simply the language of the participants is used solely. 

Similar characteristics include limited schedules for observation, short (classroom) 

periods of observ ation, and short conflict histories of panicipants. 
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The third type of ethnography is the descriptive ethnography, also known as 

quasiethnographies since it combines traditional methods with other methods "in an 

interdisciplinary approach" (LeCompte & Preissle. 1993. p. 9). Wolcott (1980), in 

LeCompte and Preissle (1993), characterizes this type of study as non-interpretive and 

conceptual as in cultural anthropology, but says that it does use the methods of traditional 

ethnography (p. 9). The Cultural Identity study is interpretive in nature due to its 

descriptive qualities and combination of methods. 

LeCompte and Preissle (1993. pp. 20-21) describe some other appropriate 

methods of ethnography from which this study borrows, which are ethnographic 

evaluation and cross-cultural psychology. Ethnographic evaluation is characterized by 

process data, examining classroom phenomena in detail. LeCompte and Preissle describe 

the two ways in which ethnographic techniques are used in program evaluation and 

curriculum, "comprehensive adoption of the entire ethnographic process or strategic 

selection of a few data collection techniques" (p. 22). 

Cross-cultural psychology is characterized by ". . . the discovery- of differences in 

cognition and perception ... ethnographic data collected to supplement e.xperimental 

manipulations" (LeCompte & Preissle. 1993. pp. 20-21). LeCompte and Preissle (1993) 

state that.. effective research design is founded in methods appropriate to the 

questions posed" (p. 37). Since the questions for this study involve subjective (Jansen & 

Peshkin. 1992, pp. 703-712) concepts and the interpretation of interactive behavior, a 

qualitative design is more appropriate than a quantitative design, at least for the majority 

of methods used. The research design is interpretive/descriptive in that 1 document 
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interactions between students while participating in the course (p. 39). In Handbook of 

Research on Teaching. Erickson (1986) states that interpretive approaches to research 

make use of participant obser\'ation and focus primarily on. .. interest in human 

meaning in social life and its elicitation and exposition by the researcher" (p. 119). 

Social ideals of the participants are emphasized in this study. 

Erickson (1986) distinguishes between the standard community ethnography and 

educational fieldwork. The community ethnography .. begins with the whole 

community as a unit of analysis and moves progressively to investigate subunits within 

the community." In contrast, in educational fieldwork. "one usually moves relatively 

quickly, after a brief general survey of the community, to continuous focused study of a 

given educational setting (e.g., the classroom)" (p. 143). This study is characteristic of 

the educational fieldwork method. 

In Researching Racism in Education: Politics. Theory and Practice. Paul 

Connolly's chapter entitled. ""Dancing to the Wrong Tune": Ethnography. Generalization 

and Research on Racism in Schools," he discusses the purpose of ethnographic research. 

Connolly states that ethnographic research does not necessarily need to generalize, 

'•Rather than attempting to develop generalizations, ethnography should be concerned 

primarily with the identification and understanding of causal processes and practices, 

developing an appreciation of why certain individuals and groups behave in the way that 

they do" (p. 138). This study is concerned with understanding students' attitudes, 

perceptions, or awareness of cultural sensitivity. Generalizability does not need to be the 

major concern according to Connolly, but simply an understanding of what took place. 
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Also, in Researching Racism in Education. Drew and Demack (1998) discuss the 

appropriateness of various research methods when studying racism in education, which is 

related to imponant issues involved in the Cultural Identity study. They state that "The 

early statistical analyses of racial inequalities in educational performance ... were 

criticized for failing to identify and help understand the complex social processes and 

practices that led to these inequalities" (p. 140). They e.xplain that this led to the shift 

towards ethnographic methods "... in research on racism and schooling from the mid-

1980s onwards" (p. 140). They state that the ethnographic approach and . . its use of a 

variety of methods including observation, semi-structured interviews, and documentary 

sources" (p. 5) were best equipped for studying social processes such as racism in 

schools. David Gillbom's (1998) "Racism and the politics of qualitative research: 

learning from controversy and critique" describes features best suited for this study 

including: "make extensive use of observational and inter\'iew data and chart students" 

progress in terms of survival and accommodation strategies within school contexts" (p. 

35). 

In Ethnography and Qualitative Design in Educational Research. LeCompte and 

Preissle (1993) describe ethnographic observation directions. They suggest that the 

participant observer observe for signs of: 

1. Who is in the group? 
2. WTiat is happening here? What are they doing and saying to one another? 

a. What behaviors are repetitive? 
b. How do people in the group behave toward one another? 
c. What is the content of participant's conversations? 

3. Where is the group or scene located? 
4. When does the group meet and interact? 



5. How are the identified elements connected or interrelated, either from the 
participants' point of view or from the researcher's perspective? 

6. Why does the group operate as it does? (pp. 199-200) 

As a participant observer, I use the above guidelines for this study. 

Yvonna Lincoln (1990) provides insight, from Guba and Lincoln (1981). into 

guidelines for qualitative inquiry that I use for this study. These include: 

. . .  Q u a l i t a t i v e  r a t h e r  t h a n  q u a n t i t a t i v e  m e t h o d s  a s  t h e  p r e f e r r e d  ( t h o u g h  n o t  
exclusive) techniques for data collection and analysis; relevance rather than rigor 
as the quality criterion;... an expansionist rather than reductionist stance toward 
the inquiry; a presumption of the human inquirer as the major although not 
necessarily only form of instrumentation; a natural rather than a laboratory 
context for the research; a variable rather than invariant "treatment' mode, and a 
panicipatory mode. (p. 69) 

I've used the literature on research design to show that this study uses 

ethnographic techniques that are interpretive in nature, to organize my data collection and 

analysis, and to provide a framework for the interpretation. 

Characteristics of the Setting: The Context 

The research that I am conducting is on student attitudes and perceptions while 

they are participating in a course at Rincon High School in Tucson. Arizona. The course 

is called Cultural Identity. The district provided me with a curriculum to use in the 

course, which is called Building Cultural Bridges (Robinson et al.. 1997"). In keeping 

with LeCompte and Preissle. I describe the curriculum. Building Cultural Bridges (p. 87). 

and the course 1 organized in which this published curriculum is embedded (p. 90). the 

settings (p. 91). the participants (p. 92), and other contexts to generate theory and 

evaluate the program. The following is a description of the curriculum and the course. 
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Building Cultural Bridges: The Published Curriculum 

Building Cultural Bridges is a published program for adolescents, grades 7-12. It 

is an activity-based program designed to expand multicultural awareness and sensitivity. 

It focuses on interactive and hands-on activities. According to the National Educational 

Serv ice, its curricular goals include assisting students in learning strategies for resolving 

conflicts across cultures, rethinking and unlearning prejudices, and enhancing their 

communication and listening skills. Building Cultural Bridges is the basis of a statewide 

effort in the South Carolina high schools and has been adopted by the New York City 

Public Schools. The South Carolina statewide effort has been nationally recognized as a 

"Promising Practice" by the President's Initiative on Race: One America in the 21^' 

Centun. (www.whitehouse.gov.) (National Educational Service). 

The program philosophy of Building Cultural Bridges focuses on the positive 

aspects of diversity in our society. Since America is becoming increasingly more 

diverse, and the schools reflect this, a better understanding of the value found in diversity 

is emphasized. In order to build safe and cooperative schools. Robinson et al. (1997. pp. 

3-19) feel that educators must give students the skills for understanding, managing, and 

appreciating diversity and multiculturalism. They address this with activities that 

encourage students to positively relate to others who are perceived as different. They 

seek to increase multicultural awareness, sensitivities, and skills for positive action in 

dealing with others. The authors of Building Cultural Bridges state. "By building 

positive peer influence, students may begin to modify negative attitudes, perceptions, and 

behaviors about cultural diversity" (p. 3). 

http://www.whitehouse.gov
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The philosophy of the program is stated as; Why Build Cultural Bridges? 

The authors answer with four major headings in the program; 

1. Diversity is here to stay. 
2. Historically, diversity has divided us. 
3. Education may be our most powerftil tool for bridging the gap. 
4. We must learn to achieve and sustain unity if we are to solve our economic and 

social problems. 

The Introduction states: "Building Cultural Bridges is based on the ideas that we are not 

all the same, that differences can create divisions among us. that education can help us 

find common ground in spite of our differences, and that unity is essential to solving 

problems that affect us all" (Robinson et al.. 1997, p. 9). 

Through this curriculum, students practice cross-cultural communication, conflict 

resolution skills, and explore multicultural concepts and strategies. The following is a 

profile of the chapters and headings that comprise the outline of the curriculum; 

1. Chapter I - BECOMING AWARE OF THE PROGRAM 
(Leader's Guide to Program Development) 

2. Chapter 2 - RECOGNIZING OUR COMMONALITIES AND DIFFERENCES 
(Color Me Human) 

Students develop an awareness of and appreciation for the roles of culture and 
diversity in shaping and building relationships. 

3. Chapter 3 - INVESTIGATING OUR PREJUDICES 
(Fear No Differences) 

Students develop an understanding of the barriers to building cultural bridges and 
confront common fears about human diversity. 

4. Chapter 4 - DEVELOPING POSITIVE RELATIONSHIPS WITH PEOPLE OF 
DIFFERENT CULTURES 
(Acquiring Cross-Cultural Communication Skills) 

Students learn and practice verbal and nonverbal cross-cultural listening and 
responding skills as the basis for building cultural bridges between individuals. 
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5. Chapter 5 - GAINING SKILLS TO RESOLVE CULTUR.AL CONFLICTS 
(Becoming a Skilled Conflict Resolver) 

Students explore cross-cultural conflicts and learn and practice a cross-cultural 
conflict-resolution model. 

6. Chapter 6 - EXPLORING HOW TO CONFRONT THE PREJUDICES IN 
OURSELVES AND OTHERS 
(Take a Stand) 

Students learn how to be more effective in confronting prejudice and supporting a 
more inclusive atmosphere in their school. 

7. Chapter 7 - SHARING THE CULTURAL BRIDGES VISION 
(Take a Step) 

Students explore the needs of their school from a multicultural perspective and then 
take action by conducting a Building Cultural Bridges project to help meet those 
needs. (Robinson et al.. 1997. pp. 10-17) 

Cultural Identity 

The curriculum. Building Cultural Bridges, is only a portion of the course called 

Cultural Identity. This course includes many structured activities that are designed to 

emphasize the above philosophy. These activities were designed by the teacher-

researcher and the students. A list of these other activities include: 

1. Plays written and produced by student groups. The plays deal with multicultural 
issues and include conflicts and resolutions. 

2. Our fears of others because they're different skits. Skits are written and produced 
by students and they include fears of others' differences along with their owti 
perception distortions. 

J .  

3. The "Universal Declaration of Human Rights" serves as a springboard for two 
activities. The first is a Civil Rights report. The first portion of the report is 
historical, and the second portion is a creative report in which students project 
into the next century and decide which new civil and human rights will be needed. 
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4. The second activity from the "Declaration" consists of a panel discussion in which 
students participate in groups. They choose a current human rights issue, both a 
global and a local issue (in Tucson), they research and present a discussion of all 
sides of the issue and then lead the class in a discussion of the issues. They then 
write a reflection on the process of the discussion. 

5. Students research communication skills and listening skills, and related issues, and 
then write an informational brochure for a specific audience. TTiey design, write, 
and publish their brochures. (See Appendix A for examples.) 

6. Students research their own heritage and ethnic identities and then produce a 
heritage poster reflecting what they find. They use an work and print of varying 
sorts to accomplish this. Some write family stories on the poster. 

7. Students produce a Name Poster in which they transliterate their name from 
12 to 14 different languages. Some languages included: Katakana. Bengali. Farsi. 
Hebrew. Arabic. Greek, Hieroglyphics, Thai, and a Celtic language. Students use 
artistic measures also to accomplish this. Students learn why immigrant groups 
from these language backgrounds have difficulty with English pronunciation. For 
example, some Asian languages provide for ending a word with a vowel rather 
than a consonant. If the name is Jill, it would have to be spelled and pronounced 
Jilla. 

8. Students watch several movies which help them become conscious of stereotypes 
concerning various minority groups in America including .A.frican-.Americans. 
Jewish-.A.mericans. Greek-.A.mericans. Central-.Americans. and many more. 

9. Students watch news documentaries about the media and violence in children and 
write reflections on their growing consciousness about how the media has 
influenced their own behavior. They discuss their findings. 

10. Students brainstorm and write about possible solutions to the problem of violence 
and racism on high school campuses. 

11. Students learn Braille and American Sign Language and they participate in 
activities that require them to commimicate with classmates in only that language. 

The course. Cultural Identity, meets for three hours per day. five days per week. 

for 4'/: weeks, twice per year with the same students. The curriculum for the course, with 

the exception of the Building Cultural Bridges portion, was designed by the teacher-

researcher for the course. 
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Location/Context 

Inquiry for this study is being conducted at Rincon High School in the Tucson 

Unified School District in Tucson, Arizona. The high school is located in an urban 

setting immediately surrounded by a residential area outlined with business districts on 

all sides. The socioeconomic status of this area consists of middle class to lower class 

standard incomes, and this school is considered a racially balanced campus with a diverse 

population of students. Table 3.1 indicates the high school's demographic characteristics 

according to gender and ethnic group affiliations. 

The demographics in Figure 3.1 are based on registration information. The school 

has approximately 1216 students registered during the school year in which the study is 

conducted. The total number of students consistently registered in the Freshman Block 

Program is 109 students. This standard high school also shares the campus with the high 

school for gifted education in the district. There are approximately 800 students 

registered in the gifted education high school, and students must pass an entrance 

examination in order to register. The total number of students sharing this campus is 

2016 for the 1998-1999 school year. 

Student Participants 

The course. Cultural Identity, meets for 3 hours per day. 5 days per week. 4'/: weeks, 

twice per year with the same students. The course is scheduled this way since it is one of 

four courses that make up a Block Program. A Block Program allows for fewer teachers 

and fewer classes for students to cope with on a daily basis, and fewer students for 
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Table 3.1 

The High SchooFs Statistical Indicators According to Ethnic Group Affiliation and 

Gender--1998-1999 

Grade Caucasian African-
American 

Hispanic 
.. ."n 

Native 
American 

- • ^ 
Asian/Pacific 

Islander 

rr— 
Total 

Female 

9 98 13 65 4 9 189 

10 92 10 50 8 160 

11 87 11 51 J 9 161 

12 65 10 41 4 9 129 

342 44 207 11 35 639 

Male 

9 96 11 61 12 7 187 

10 88 8 59 1 5 161 

11 64 12 49 1 10 136 

12 48 J 38 4 93 

296 34 207 14 26 577 

Totals 638 78 414 25 61 1216 
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teachers so that they can give added attention to students. The content areas involved in 

this Block Program are: World Histor\'. Biology, English, and Cultural Identity. Each 

course meets for 4'/: weeks during 2 semesters, for a total of 9 weeks. It is called the 

Freshman Block Program since this block program consists of 109 students from the 

freshman class. While in this Block Program, students must take all four courses. 

.A,lthough participation in the Block Program is voluntary, during registration students 

and parents are encouraged to try the program. Incoming freshman and parents meet in 

the cafeteria at the beginning of the school year while counselors, block teachers, and 

administrative staff discuss the benefits of the program. The Cultural Identitv- course was 

added to this Block Program since it is classified as an elective course, and the school 

administration aspired to reach as many incoming freshman with this content as possible 

for the hopeful purpose of reducing conflicts. 

Freshman Block participants were placed in this program according to student and 

parental choice. Students are encouraged by counselors to enroll in the program. The 

course. Cultural Identity, was placed into the block program so that students will be 

obligated to participate in the course as an elective, while participating in the other three 

courses, which are required for graduation. Combinations of 25-33 students are chosen at 

random by school counselors, from those who elect the block program. The groups of 

25-33 students remain together throughout the year and are usually not moved into 

another group. Although the group of 109 students is originally assigned approximately 

25-33 students in each group, the numbers fluctuate occasionally due to students leaving 

the school or moving outside the block program. The class numbers fluctuate on a daily 
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basis due to student absences, also. Student gender ratios vary between the four groups 

of 25-33. however there are more females than males in total. The students are native 

speakers of English for the most part, although there are approximately five bilingual or 

trilingual students in each group of 25-33. All 109 students are panicipants in this study 

depending upon their daily attendance. The data is being collected for the entire nine 

months of the 1998-1999 school year on all four groups of 25-33~a consistent total of 

109. The course. Cultural Identity, met in Room 121 the first semester, and Room 127 

the second semester, which are first floor rooms in a traditional two-story school 

building. Participating students are freshman from one of the two feeder schools or from 

any number of other schools and registered on an open enrollment status. There are four 

groups of 25-33. a consistent total of 109 students who participated. Each group of 25-33 

students participates in the course twice during the 1998-1999 school year, each time for 

4'/; weeks. Table 3.2 demonstrates this organization explained. 

Teacher/Researcher 

The researcher conducting this study is also the teacher for the course. The 

teacher/researcher designed three-fourths of the curriculum for the course and the 

remaining one-quarter consists of the Building Cultural Bridges published curriculum 

program. There are no other professionals involved in teaching the Cultural Identity 

course. There is a student from the local university's. College of Education who visits 

the class and observes for college credit. This university student is present for l-Vz -half 

hours, once per week, during the first semester for observation only. 
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Table 3.2 

Organization of the Four Groups Participating in the Course 

Group # -
Total of 1 

Four 
Groups 

Number of j 
Students i 
Assigned to ^ 
Group 1 

Number of 
Students 
With 
Consistent 
Enrollment 

Duration & 
Dates in 
Course 
During First 
Semester 

Duration & 
Dates in 
Course 
During 
Second 
Semester 

Total Time 
In Cultural 
Identity 
Course 
1998-1999 

Group 1 28 25 4'/: weeks 
8/21/98-
9/15/98 

4'/: weeks 
1/4/99-
2/3/99 

9 
weeks 

Group 2 31-33 28 4'/: weeks 
9/16/98-
10/16/98 

4'/2 weeks 
2/4/99-
3/9/99 

9 
weeks 

Group 3 30-31 27 4'/: weeks 
10/19/98-
11/18/98 

4!/2 weeks 
3/10/99-
4/9/99 

9 
weeks 

Group 4 31 29 4'/; weeks 
11/19/98-
12/18/98 

4'/z weeks 
4/12/99-
5/13/99 

9 weeks 

Totals 120-123 109 

Procedure for Data Collection 

Frederick Erickson (1986) speaks of data collection as an "Inquiry Process." 

.According to Erickson. since "bounded rationality"' limits a researcher's ability to 

apprehend all events and actions at once in their complexities, we compensate for this by 
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using participant observation and "spending time in the field setting" (p. 143). Erickson 

states. . . Time over time observation and reflection enable the observer to develop an 

interpretive model of the organization of the events observed" (p. 144). Through field 

notes and reflection on those, social actions can be interpreted and better understood. 

These characteristics of data collection are consistent with this study. The data sets to be 

analyzed include: (a) written assignments: prompted response journals, multicultural 

conflict and resolution plays, questionnaires on conflict resolution, and (b) field notes on 

student classroom interaction and teacher-researcher notes on significant conversations: 

social group work interaction and assignment-focused interaction to answer the following 

research questions: 

1. In what ways are students" attitudes reflected in their written language in response 

to specific assignments in the course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students" written language? 

3. In what ways does students' written language indicate an awareness of cultural 

sensitivity? 

4. What language is used in students" oral language during classroom interactions 

that indicates an awareness of cultural sensitivity? 

In the next section. 1 describe the data sets, the collection procedures, and the analysis 

that I plan to use for each data set. 
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Written Assienments 

Prompted Response Journals 

I collect written samples of students' ideas on issues surrounding the content of 

the course through journal writing called Prompted Response Journals. Journal entries 

consist of reflections on topics discussed or student answers to relevant questions 

concerned with the course. Questions and discussion topics are generated by the teacher-

researcher. Students are given a booklet of white paper with no lines to serve as the 

journal. Students design a cover that represents their personal identity. An supplies are 

provided for this purpose. Each journal entry is entered on a separate page. When an 

entrv' is made, the teacher gives each student their own journal, writes the question on the 

board, discusses the question if there was no previous discussion on the specific topic, 

and asks students to free-write an answer to the question. At times, students are asked to 

brainstorm solutions to problems. Journal entries are collected at least once per week. 

(See Appendix .A. for an example.) There are 56 journals, one for each student in groups 

3 and 4. and there are a total of six entries per student depending upon attendance. This 

journal assignment is an individual project and students worked only on their own 

journals. The journal entries are collected the second time the groups of 25-33 

participated in the course (four groups of 25-33 students participated two separate times 

for 4'/: weeks each iime~a total of 9 weeks). The purpose for this involves providing 

students with at least 4 weeks in the course before expressing ideas in a journal. An 

indication of awareness development would not necessarily be evident the first 4 weeks. 

Theme possibilities might include stereotyping, perception of others, statements about 



105 

course effectiveness, or violence. I examine themes chronologically to describe 

awareness development over time, if any. The 56 journals, and all si.\ entries, are looked 

at for themes that emerge and for answers to the research questions. Although all 

journals are looked at. the two latter groups are the focus for the data analysis. (See 

•Appendi.x A for examples.) 

Multicultural Conflict and Resolution Plavs 

.'\nother group event involving students' writing is the Multicultural Conflict and 

Resolution Plays. In this event, students were writing, directing, and performing group 

plays that reveal some kind of multicultural conflict and resolution. These plays are 

performed for their classmates who must decide the conflict and the resolution strategies 

that are used. The authors then reveal their intentions. (See Appendix B for examples.) 

Conflict Resolution Questionnaires 

.A questionnaire called the "Personal Reaction to Conflict Worksheet." a 

published questionnaire from the Building Cultural Bridges curriculum, is used to assist 

in determining how students interact with others, both inside the class and in their daily 

lives. It consists of five questions and four of them have two-pan questions, and the 

responses may indicate attitudes toward conflict, conflict resolution, or cultural 

sensitivity. It is administered as students come into the course and when they leave the 

course each time, so that their perceptions of conflict and conflict resolution strategies 

may be examined across time. (Students are in the class twice per year each time for a 
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4'/';-week period, totaling 9 weeks). I look at awareness development regarding reactions 

to conflicts across time. I look for emerging themes in all 56 students" "Personal 

Reaction to Conflict Worksheet" questionnaires the second time they participated in the 

course, for a total of 56 entr\' questionnaires and 56 exit questionnaires. The 112 

questionnaires are e.xamined for themes that emerge and for answers to the research 

questions. This analysis takes place in groups 3 and 4 only. (See Appendix C for the 

questionnaire.) 

Informational Brochures 

Written assignments that involve group work included in the teacher-researcher 

curriculum are the writing of Informational Brochures on a relevant topic such as conflict 

resolution, listening skills, or communication skills. Students chose an appropriate topic 

and audience, researched the topic, wrote a draft, published it on a computer program 

with pictures, and folded it into a brochure or booklet. (See .A.ppendix D for examples.) 

Field Notes on Student Classroom Interaction 

and Teacher-Researcher Notes on Significant Conversations 

Field notes were taken on the classroom interactions of students and significant 

conversations they engaged in while in class. Social Group Work Interaction is defined 

as students talking to each other, behavior toward each other, corrununication skills 

between each other, level of communicative understanding of and classroom work 

relations with each other. These refer to the classroom activities that they are working on 



107 

while in class; however this interaction does not necessarily involve the activity itself. 

Social Group Work Interaction consists of any behavior between students that is not part 

of any assignment in class. For example, while students are working on a heritage poster, 

they participate in informal conversations. The content of these conversations may 

reflect their cultural sensitivity awareness development in a way that e.xtends beyond this 

classroom and its structured activities. Teacher-Researcher Field Notes on Significant 

Conversations are used to record these. These conversations are recorded as soon as 

possible after the class period ends. 

.-\ssignment-Focused Interaction, on the other hand, includes interaction such as 

students talking to each other, behavior toward each other, communication skills between 

each other, level of communicative understanding of. and classroom work relations with 

each other while working on classroom activities. This interaction does involve the 

activity itself .Assignment-Focused Interaction is defined as any behavior between 

studf'nts while working on assignments in class that is directly related to the assignment. 

For example, while students are participating in a group activity that explores the method 

of talking-out conflicts, students demonstrate an understanding of the method through 

their language or actions. The content of these conversations or behaviors may reflect 

how their perceptions, attitudes, and behavior are developing an awareness of conflict 

resolution strategies. Field Notes on Student Classroom Interaction are used to record 

these. Specific notes are taken on the observance of relevant awareness development in 

student behavior, i.e.. stereotypical perspective awareness. Notes are taken on significant 

events that demonstrate student perspective awareness. Significant events are selected on 
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the basis of whether they contain relevant data, such as students' conversations 

expressing an awareness of stereotypical thinking. These conversations and events are 

recorded by wxiting everything in memory immediately after the class period ends. 

Limitations extend to the teacher-researcher element in that notes were not taken 

regularly since the researcher was also the teacher of the course. An attempt to overcome 

these limitations consists of recording only relevant conversations and events that directly 

affect the study, rather than recording all conversations and events. (See Appendix E for 

examples.) 

Procedure for Analysis of Data 

•^.nalvsis of Written .A.ssignments 

Written data, particularly journals, written plays, brochures, and questionnaires, 

are analyzed for patterns and themes that reflect what participant attitudes are regarding 

course content, conflict and conflict resolution, and awareness of cultural sensitivity. 

This analysis addresses questions #l. #2, and #3. which are: 

1. In what ways are students" attitudes reflected in students' written language in 

response to specific assignments in this course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students" written language? 

3. In what ways does students" written language indicate an awareness of 

cultural sensitivity? 
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Theme possibilities might include physical fighting, communication, description 

of stereotyping, perception of others, violence or conflict, or conflict resolution. I am 

looking at themes chronologically to describe awareness development over time, if any. 1 

examine 56 journals and all six entries for themes that emerge and for answers to the 

research questions. The focus for data analysis is on Group 3 and Group 4. consisting of 

56 students since data collection was more consistent and solidified during their latter 

rotations. 

Table 3.3 indicates the data analysis pattern through which the data sets are 

analyzed. The Data Indicators are the major themes, found in the data sets, which are 

included in the research questions. These include Attitude Awareness Development and 

Stereotyping/Racism/Prejudice. Perceptions of Conflict and Conflict Resolution and 

Talking It Out/Communication, and .Awareness of Cultural Sensitivity. .Attitude 

Awareness Development and Stereotyping/Racism/Prejudice indicates that students are 

developing a sense of their own stereotyping, racism, and prejudice patterns as well as 

others". The major conflict resolution theme is communication and specifically, the 

Talking It Out method of communication. There are subcategories of themes that fall 

under these major themes or Data Indicators as well. These subcategories are listed in 

Table 4.3. All major themes are bolded when listed in the tables. 

.Also, the Prompted Response Journals and the "Personal Reaction to Conflict 

Worksheet" questiormaires are analv'zed for student awareness development over time. 

.Any awareness development in student attitudes or conflict resolution strategy use is 

analyzed. These will address questions #1 and #2. The written assignments included in 



1 able 3.3 

Oruanization of Data Sets and Data Indicators 

Data 
Indicator 

Prompted 
Response 
Journal 

Multicultural 
Conflict and 
Resolution 
Plays 

Informational 
Brochure 

Conflict 
Resolution 
Questionnaire 

Field Notes 

Data 
Indicator 

Prompted 
Response 
Journal 

Multicultural 
Conflict and 
Resolution 
Plays 

Informational 
Brochure 

Conflict 
Resolution 
Questionnaire Social Ciroup 

Work Interaction 

Assignment-
Focused 
Interaction 

Attitude 
Change 

Attitude 
change 
evident 
through 
written 
language 

Written 
language 

Written 
language 

i 

Written 
language 

Oral language Oral language 

Conflict and 
Conflict 
Resohition 

_  .  .  -  . . .  

Written 
language 

Written 
language 

Written | 
language j 

1 

vVritten 1 
language i 

Oral language Oral language 

Awareness 
of Cultural 
Sensitivity 

Written 
language 

Written 
language 

Written 
language 

Written 
language 

1 

Oral language Oral language 



Table 3.4 

Data Themes with Their Definitions and Examples of Students' Language 

111 

Demonstrating These 

Data Theme • Definition of Theme Student Language 
Example 

.\ttitude Awareness 
Development and 
Stereotyping/Racism/ 
Prejudice 

Students are begirming to 
realize that they have 
stereotypical perspectives 
of people. 

"As we got to know each 
other better I found out 
that he was not the way 
that I thought he was." 

Perception of Conflict 
and Conflict Resolution 
and Talking It 
Out/Communication 

Students have a view of 
conflict that they bring to 
the course with them. They 
also have a developing 
view of conflict resolution 
after beginning the course. 

Conflict = "I try to avoid 
conflict." 

Conflict Resolution = "If 
we would have talked 
things out instead of 
ignoring each other it 
would have worked out 
better." 

Awareness of Cultural 
Sensitivity-

Students are developing a 
consciousness toward 
others' cultures and are 
beginning to feel tolerant of 
those cultures. 

"As we got to know each 
other better I found out 
that he was not the way 
that I thought he was. He 
was cool and really a nice 
guy." 
"I realized that she's only 
human." 

the Building Cultural Bridges curriculum, such as the.questionnaire. are analyzed with 

the same methods. Pattems of awareness development are investigated according to what 

students record in their written language. Also, themes are explored. Possible themes 
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may include, for example, students do not resolve conflicts, but avoid them instead. 

Student questionnaires are analyzed for any awareness development in the individual 

students" attitudes. Students" collective awareness development in regard to perceptions 

IS also noted according to their individual class (25-33 students) including only Groups 3 

and 4 (56 students). I examine awareness development in attitudes regarding reaction to 

conflicts across time. I examine the emerging themes in the 56 students" individual 

journals and questionnaires and the group plays and brochures that were accomplished 

the second 4'/: weeks they participated in the course. 

•Analysis of Field Notes on Student Classroom Interaction 

and Teacher-Researcher Notes on Significant Conversations 

-Analysis of student interaction is accomplished by looking for evidence of 

stereotypical attitudes, attitudes toward conflict and conflict resolution, and an awareness 

of cultural sensitivity in assignment-based conversations (assignment-focused 

interaction) as well as student-chosen conversations (social group work interaction). 

Patterns in individual students" perceptions of others are noted and recorded in the field 

notes. The field notes on these oral conversations are also analyzed for themes which 

might include description of stereotypes, stereotypical behavior, acceptance of each 

other, and any development in these across time. 

Table 3.5 displays four student participants and the data analyzed according to 

themes which emerged in their Prompted Response Journals. Multicultural Conflict and 

Resolution Plays, Informational Brochures, and Conflict Resolution Questionnaires. The 
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Table 3.5 

Chart of Data Analysis bv Themes—Four Participants 

Themes-Communication. Physical Violence. Perceptions of Stereotypes 

Student 
Pseudonvm 

& Group 
Affiliation 

Prompted 
Response 
Journals i 

Multicultural 
Conflict and 
Resolution 

Plavs 

Informational ' 
Brochures 

Conflict 
Resolution 

Questionnaires 

Leo 

Group #4 

Perceptions | 

Violence 

Violence 

Communication 

Communication I 

Violence 

Communication 

Violence 

Jack 

Group #4 

Violence | 

Perceptions 

Violence 

Communication 

Communication 

Violence 

Violence 

Communication 

1 

Ateel 

Group #3 

Communication Perceptions 

Communication 

Perceptions 

Communication 

Communication 

Violence 

Ana 

Group #3 

Communication 

Perceptions 

Perceptions 

Communication 

Perceptions 

Communication 

Perceptions 

Communication 
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following are examples from the set of panicipant groups 3 and 4. The information in 

Table 3.5 also represents the data analysis for the entire 109 student participants from 

Groups 1 and 2 as well as 3 and 4. The themes mentioned in Table 3.5 are included in 

those listed in Table 4.3. 

Table 3.6 displays the data sets that will be used, the analysis methods for each 

corresponding data set. the research literature supponing the methods, and the 

corresponding research questions. 

Data Analysis 

Themes and patterns are used in coding the written assignments and the field 

notes on oral language. The field notes are transcribed. Answers to the research 

questions are evaluated while analyzing themes in the data sets including the journals, 

questionnaires. v,Titten plays, brochures, and field notes. 

The nature of this research design is interpretive in that it consists of descriptive 

data including descriptions of students" written and oral language. The research is 

concerned with. "... issues of content rather than issues of procedure" (Erickson. 1986. 

p. 120). For example, the descriptive data in this study is concerned with students' 

language in response to the Cultural Identity course and its contents, rather than the 

procedure that is used to institute the course or the procedures involved in leaching the 

course. The interpretive design informs data collection in that the content of students' 

thoughts and behaviors are described through their written and oral language and used for 

analysis, rather than the procedures of the course and the activities. This design is also 



Table 3.6 

Data Sels/Analvsis Mclluicl.s/C'haraclcrislics ori jlinourapliy/Rcsearch (Jucstions 

Data Set Analysis Methods i Characteristics of 

I'thnoyraphy 

Research (Questions 

Written Lanuiiaue 

Assiunincnts 

1 

1 

Prompted Response 

Journals 

(Individual) 

Codinu of Themes-l.eConiote 1 

& Preissle (1993. pp. 209-210) 1 

Analvtic Narrative-1". Hrickson 

(1986, p. 149-151) ! 

Participant Observation-

l.eCompte & Preissle 

(1993, p. 196) 

Question # 1; In what wavs are students' 

altitudes reflected in their written language 

in response to specific assignments in this 

course, Cultural Identity? 

0 ff2: In what wavs are perceptions of 

conflict and conflict resolution reflected in 

students' written language? 

0 U3: In what wavs does students' written 

language indicate an awareness of cultural 

sensitivity? 

Conflict Resolution 

Questionnaires 

(Individual) 

Codinu of Tliemes-KeCompte 

& Preissle (1993, pp. 209-210) ; 

Multimodal Methods 

I.eCompte & Preissle 

(1993, p. 3) 

Questions #1. #2. and //3 

Multicultural 

Conflict anil 

Resolution Plays 

((iroup) 

Codin^ of I'henies-LeConipte i 

& Preissle (1993, pp. 209-210) , 

Analvtic Narrative-I'. l-,rickson ^ 

(1986, p.149-151) 1 

Participant Observation-

l.eCompte & Preissle (1993, p. 

196) 

Questions U1, #2, and //3 

Informational 

Hrocluire 

(Uroup) 

Codintt of Tliemes-l.eConjpte 1 

& Preissle (1993, pp. 209-210) , 

1 

Participant Observation-

i.eCoinpte & i'reissle (1993, p. 

196) 

1 

Questions H1. U2. and #3 

(table continues) 



Data Set Analysis Methods Characteristics of 

lahnography 

Rcscarch Questions 1 
j 

Oral l.aimiume 

Recorded in l-ield 

Notes . 

Social Group Work 

Interaction 

Coding of riienies-LeConipte Participant Observation- Question #4: What language is used in Social Group Work 

Interaction & Preissle (1993, pp. 209-210) 

I'roxeniics-LeConipte & 

Preissle (1993, p.208) 

Interaction Analvsis-LeCompte 

& Preissle (1993, pp.209-210) 

l.eCompte & Preissle (1993, 

p.l96) 

Recordinu aspects of a siniile 

phenomenon, whether it is a 

small group of humans or some 

social process. 

l.eCompte & Preissle (1993, 

PJ) 

student's oral language during classroom 

interactions that indicates an awareness of 

cultural sensitivity? 

Assignment-

l-ocused Interaction 

Coding of Themes-LeCompte 

& Preissle (1993, pp. 209-210) 

Proxemics-l,eConiple & 

Preissle (1993, p.208) 

Interaction Analvsis-l-eConipte 

& Preissle (1993, pp.209-210) 

Participant Observation-

LeCnipte & Preissle (1993, 

p. 196) 

Recordinu aspects of a sinule 

phenomenon, whether it is a 

small group of humans or some 

social process. 

I.eConjple & Preissle 

(I993,p.3) 

Question #4 
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considered to be descriptive in that data collection includes descriptions of"... 

something occurring in the natural habitat of study participants" (LeCompte & Preissle. 

1993. pp. 31-36. 39-40). Data collection is gathered on students" participation m 

classroom activities as well as social conversations that occur in this classroom. The data 

analysis is informed by the interpretive design also in that students" descriptions of their 

thoughts, feelings, and experiences as well as the teacher-researcher's description of 

classroom events are analyzed. 

Krathvvohl (1993) states that descriptive studies are theory^ building. The 

researcher speculates, acutely observes, and then theorizes (p. 34). Krathwohl (1993) 

provides examples such as Piaget (1952) when he ".. . observed a number of children, 

[and then] set forth a scheme describing their cognitive development'" (p. 34). In the 

Cultural Identity study, it is speculated that conflicts will decrease, especially those based 

on multicultural issues, when students participate in the course. Participants' written 

language, spoken language, and behavior are observed. Then a theory is suggested in 

that students must be directly exposed to a conflict resolution curriculum in order to 

reduce conflicts, rather than simply experiencing literature from minority groups in a 

content area course. 

Data collection and analysis is also informed by ethnographic technique. Since I 

am both the researcher of this study as well as the teacher for the course, the study design 

includes participant observation. LeCompte and Preissle (1992. p. 217) state that, ".^s in 

ordinar\' participant observation, analysis actually begins while in the field."' Since the 

researcher is also the teacher of the course, analysis did begin as events occurred and as 
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the recording of field notes began. LeCompte and Preissle (1993. p. 238) also state. 

••Qualitative researchers analyze data throughout the study rather than relegating analysis 

to a period following data collection." To accomplish this I record interpretive comments 

in the field notes as a part of the data collection. The methods of analysis used while 

collecting data include interpretive comments in the field notes and thoughts regarding 

interpretation while events occur. However, most of the analysis, such as the coding of 

data, is completed after the study and after the data collection is complete. 

One of the methods of data analysis for research which includes participant 

observational data proceeds as follows, according to LeCompte and Preissle (1992)... 

One begins by considering whole events, continues by analytically decomposing them 

into smaller fragments, and then concludes by recomposing them into wholes. The latter 

of those three stages distinguishes ethnographic microanalysis from detailed analytic 

work ..." (p. 217). Whole events record conversation or nonverbal action (LeCompte & 

Preissle. 1992. p. 218). In the Cultural Identity study, whole events correlate to the data 

set that includes the field notes. 

In this study. I record students' social group work interactions, particularly the 

significant conversations. Also, conversations and actions from the assignment-focused 

interaction events are recorded as well. Decomposing these events into smaller 

fragments is described as: "... the strips of talk or nonverbal action may be defined by 

topically connected speech and various kinds of discourse routines, or they may be 

defined primarily by connected sequences of nonverbal action" (LeCompte & Preissle. 

1992. p. 218). Some data collected from the Cultural Identity study can be defined as 
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•"connected sequences of nonverbal action" also. This definition is used to describe 

students" behavior, particularly non-verbal behavior. For example, description of the 

behavior demonstrated by an Asian student and a Hispanic student can be defined as a 

"connected sequence of nonverbal action" combined with verbal action. (See field note 

transcripts in Appendix E for this transcription.) They were joking with each other about 

the other's ethnic affiliation, and it was a friendly gesture. The Asian student was not 

observed to be tense as he had been previously when interacting with the Hispanic 

student. Previously, the interactions of these two students (at the beginning of the course) 

were not friendly and were potentially violent. When analyzing a sequence of behavioral 

events. LeCompte and Preissle's (1992) explanation of nonverbal action is necessarv' to 

use as a theoretical backdrop for analyzing these events. These events are analyzed by 

examining the cultural sensitivity development observed in behavior that occurred, and 

they are analyzed in more detail than the whole event. When this decomposition of 

events into smaller fragments (students' connected nonverbal and verbal actions to create 

an event) is described, then recomposing the data into a whole in this study relates to 

once again examining the "patterns of generalization" (p. 220) these events suggest, such 

as learning the importance of communication and how to use The Talking It Out Model 

and its potential influence on their developing cultural sensitivity behavior. 

LeCompte and Preissle (1993. p. 237) describe emerging patterns as placing 

puzzle pieces together after having glanced at the picture on the box. After the language 

of participants is coded and analyzed for themes, each theme is tallied so that patterns 

become evident. For example, if communication is tallied often, it is evident that 
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participants have become aware of this tool. It is also possible that their attitudes have 

developed on this issue if they used to ignore a conflict and now they talk it out. Each 

theme or puzzle piece is added together to create a puzzle with a picture. The picture in 

this study is that students need to be directly exposed to a conflict resolution curriculum 

in order to reduce conflicts. 

LeCompte and Preissle (1993) also state. "Thus, analysis can be viewed as a 

staged process by which a whole phenomenon is divided into its components and then 

reassembled under various new rubrics" (p. 237). In this study, emerging patterns are 

developing from coded data which then "converge"' (Guba. 1978. in LeCompte & 

Preissle. 1993. p. 237) which they define as . figuring out what fits together, either 

because the investigator believes they should or because the participants say that they do" 

(p. 237). Linkages can also be .. established by simple comparing and contrasting, by 

identifying underlying associations, by inference ..." (LeCompte & Preissle. 1993. p. 

246). These types of linkages and convergence are also used in the analysis of this study. 

LeCompte and Preissle (1993) state that. "Counting or enumerating items requires 

that the items be defined and located within the data records" (p. 209). Coding of the 

data and observing for emerging patterns and themes is the major method of data analysis 

used in this study. LeCompte and Preissle (1993) also state that. "Items to be counted 

can be defined prior to. during, or after data collection ..." (p. 209). Operational 

definitions are necessary to guide the coding of the data for this study since many of the 

themes are ver>- closely related. For example, distinguishing perception from awareness 
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and attitude is necessary for distinguishing the themes as they emerge. Operational 

definitions are described in the next section. 

Operational Definitions 

In The E.Kpression of Attitude. J. Richard Eiser (1987) defines attitude and 

provides an operational definition as well. He defines attitude as "... the meaning of a 

person's expressive behavior" (p. 5). He assens that "Just as words have meaning. 

people have attitudes, and the concept of attitude is no less important for understanding 

human behaviour than is the concept of meaning for understanding language" (p. 5). 

.Attitudes can be expressed and therefore understood from one's behavior, and behavior 

and language are used for the analysis of this study. For example, the new friendly 

behavior between the Asian student and the Hispanic student is analyzed in respect to 

their changed attitudes toward each other and is viewed as a result of increased cultural 

sensitivity and therefore increased tolerance of others. In this instance, convergence is 

considered the new friendly behavior and that it is due to Cultural Identity's sensitivity 

training. 

Eiser's (1987) operational definition of attitude suggests. "Operationally, attitudes 

are almost always defined in terms of responses to some object along a bipolar evaluative 

dimension" (p. 3). For example, this would include emotions such as hate. love, violence, 

non-violence. So student responses to assignments, teacher-researcher generated 

questions, other students, talking about cultural sensitivity, and talking about situations 

outside the class are used as an indication of student attitudes and are analyzed 
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accordingly. How do students respond to the content of the course? How do students 

respond to other students in the class who are different in some way? How do students 

respond to talking about racism? What are students' written responses to questions? 

What are students" responses to each other during group or classroom discussions? The 

answers to these types of questions will help to specify the manifestation of students' 

attitudes and any developing awareness of cultural sensitivity and conflict resolution 

strategy use. 

1 also developed a definition that is to be used as an operational definition for 

cultural sensitivity. The definition consists of: an awareness of cultural diversity as well 

as cultural similarities between ethnic, racial, and cultural groups. Cultural sensitivity is 

the ability to not respond to others from one's own automatic perceptions, stereotypes, 

and racial attitudes. It is a critical awareness of one's own thoughts in relation to others. 

In summary, this is a descriptive study that includes data collection consisting of 

participant obsen'ation and a description of students' written language (journals, plays, 

brochures, questionnaires) and students' oral language (field notes), and data analysis 

consisting of coding for themes and patterns. The research questions are answered by 

evaluating whether students* written and oral language indicates an awareness 

development as evidenced in themes over time. These themes include attitude 

development toward cultural sensitivit>', perception development toward conflict and 

conflict resolution, awareness development of cultural sensitivity and stereotyping, and 

themes that emerge which are specific to each data set. 
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CHAPTER 4 

ANALYSIS AND INTERPRETATION OF THE DATA 

In this chapter. I explore and describe each data set including: prompted response 

journals, multicultural conflict and resolution plays, conflict resolution questionnaires, 

informational brochures, and field notes. Within each section. I discuss the procedures 

used for analysis, the themes that emerged from the data, answers to the research 

questions, and interpretations and findings from the research. The discussion for each 

data set is organized by providing the context from which the data was obtained, 

procedures for analysis, discussion of the themes that emerged, quotes from the data, and 

interpretation of the data. Answers to the research questions are included in the 

discussion of themes and interpretation of data discussion. The research questions are as 

follows: 

1. In what ways are students" attitudes reflected in their written language in response 

to specific assignments in the course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students" written language? 

3. In what ways does students' written language indicate an awareness of cultural 

sensitivit\'? 

4. What language is used in students" oral language during classroom interactions 

that indicates an awareness of cultural sensitivity? 
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Overview of Procedures and Theoretical Bases 

Prior to a discussion of the data analysis. I provide a discussion and table to 

indicate the theorists and theories that informed my data collection and data analysis. The 

data analysis for this study was driven by these established theories. Theorists include; 

Erickson (1986). LeCompte and Preissle (1993. 1992), Krathwohl (1993). Piaget (1952). 

and Guba (1978). Table 4.1 provides a list of theoretical bases on which the data was 

collected and analyzed, the theorists who provide these theories, and the collection and 

analysis techniques that were employed in this study. 

The data collection techniques and the data analysis for this study were derived 

from established theories as shown in Table 4.1. In general, collection techniques 

included descriptions of events occurring in students' natural habitats. In this study, the 

Cultural Identity classroom is the natural habitat of students. Student conversations as 

ihey occurred naturally are described in the field notes. Students were observed, field 

notes were taken describing conversations and events, and then a theory developed. In 

this case, participants'written language, spoken language, and behavior were observed. 

Since students were observed to respond to course content by changing attitudes and even 

behavior, it is theorized that students must be directly exposed to a conflict resolution 

curriculum in order to reduce conflict, rather than simply experiencing literature from 

minority groups in a content area course. 
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Table 4.1 

Theorists. Data Collection. Analysis Theories, and Collection and Analysis Techniques 

Employed 

TheorisL/s Data Analysis Theories Analysis Techniaues Emoloved 

Erickson (1986, p. 

120) 

Descriptive data concerned with 

".. . issues of content rather than 

issues of procedure." 

Students' thoughts and behaviors are 

described, rather than procedures of the 

course and its activities. 

LeCompte & Preissle : 

(1993. pp. 39-40; 31-

36) 

Description of"... something 

occurring in the natural habitat of 

study participants." 

Data collection of relevant student 

assignment-focused conversations and 

social conversation while in the class. 

Rrathwohl (1993. p. 

34) 

The researcher speculates, acutely 

observes, then theorizes. 

Participant's written language, spoken 

language, and behavior are observed. 

Piaget(l952) S The researcher observed 

participants, then developed a 

theory based on the observation. 

Student language and behavior is 

observed. Then the theory developed 

from these observations is that students 

must be directly e.xposed to a conflict 

resolution course in order to become 

culturally sensitive. 

LeCompte & Preissle 

(1992. p. 218) 

"... record conversation or 

nonverbal action." 

The tield notes consist of relevant 

conversations and behavior (nonverbal 

action). 

LeCompte &. Preissle 

(1993. p. 20̂ )̂ 
"Counting and enumerating 

items." 

Coding of data. Looking for emerging 

themes. 

Guba (1978) Look for convergence,"... 

figuring out what fits together, 

either because the investigator 

believes they should or because 

the participants say that they do." 

Figuring out what fits together. Student 

behavior linked to cultural sensitivity 

training. Student is congenial to another 

student now. but hadn't been previously. 

LeCompte & Preissle 

(1993. p. 246) 

Linkages can be, "... established 

by simple comparing and 

contrasting, by identifying 

underlying associations, by 

inference..." 

Compare and contrast student previous 

behavior with new behavior. New 

behavior attributed to cultural sensitivity 

training = identify ing an underlying 

association bv inference. 

LeCompte & Preissle 

(1992. pp. 217-218) 

Participant observation Teacher-researcher observes, collects 

wTinen data, and takes notes on oral 

language, behavior, and events. 

LeCompte &. Preissle 

(1992. pp. 217-218) 

Begin with whole events, 

decompose into smaller 

fragments, then recompose. 

Recomposing = ethnographic 

microanalysis. Recomposing = 

patterns of generalization. 

Whole events = the field notes. 

Decomposing = conversations, behavior, 

events, interaction, actions. 

Recomposing = In general, students learn 

communication as a resolution tool. 
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Connected sequences of nonverbal action in tiiis study consist of behavior while 

in conversation as well as behavior when not engaged in conversation. In the field notes, 

a student's new friendly behavior toward another student is described, and although this 

is the focus of the event, they were also engaged in conversation while the behavior was 

being observed. This student's sequence of action included walking over to. sitting with, 

and conversing with a student he had previously disliked. 

The field notes consist of whole events, and the decomposed parts of these are the 

conv ersations and behaviors which were observed. The conversations and behaviors 

were analyzed for generalizations such as the repeated observations indicating that most 

students learned to use communication as a resolution strategy. Quantitative data 

includes counting and enumerating to analyze the data in this study. Coding of data was 

the main technique for analysis, and counting the number of times a theme emerged 

within and across data sets was quantified. These data collection and analysis techniques 

provided answers for the research questions. 

Research Questions and Data Sets 

Population 

There were four groups of students who attended Cultural Identity at uvo separate 

times during the 1998-1999 school year. Since it was scheduled to be an accelerated 

course, students met for 3 hours per day. 5 days per week, for 4'/: weeks, twice per year. 

The time interval between the two 4'/: week sessions was three months. The four groups 

rotated between Cultural Identity and three other courses. Out of the four groups. Groups 
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3 and 4 were included in the data analysis for this study since the course and the research 

project were well underway during their rotations. 

Table 4.2 provides an overview of the dissertation. It lists the research questions, 

the data sets, and indicates the themes, which are underlined in this table and defined in 

Table 3.4. These themes are found in the data sets that answer the respective research 

questions. 

.Also shown in Table 4.2 is an overview of the answers to the research questions 

as indicated in the written language or the oral language of student participants. The 

language in all five data sets demonstrated an awareness that conflict resolution strategies 

are effective. .Awareness of the negative effects of stereotyping was also found in most 

data sets. 

The data sets were divided into two categories, written language and oral 

language. The underlined themes indicated in Table 4.2 were consistently found in both 

categories. 

The following is a list of themes that were found in the data sets. The major themes are 

bolded and the sub-themes are listed under their respective major theme headings to 

which they are related. 

•\ttitude Awareness Development and Stereotvping/Racism/Preiudice 

Respect 

Disrespect 

Forgiveness 

Have To Be Right 



l able 4.2 

Research Oueslions. l^ata Sets, and I hemes l Iuil Answer tlie OiiL-stions 

Data Sets; Written I .anguage Oral Language 

Prompted Multicultural Informational Conflict 

Research Questions Response Journals Conflict and [kochures Resolution i Field Notes 
Resolution Plays | Questionnaires ! 

l.hi what ways arc Realization that Realization that j Realization that Language ! 

students' attitudes stereolvniim exists conflict resolution ! conflict moved from 
reflected in their and can cause strateuies are 1 resolution avoidinu ! 

written huiguage in conflicts effective i strateuies are talkinu out 
response to specific useful and conflicts to 
assignments in the i 

i 
effective. using 

course, (^ihural Increased communication 
Identity? awareness of as the tnain 

1 communication tool for 
as a strategy re.solving 

1 personal 
1 conflicts 

2.In what ways are 85% are now More awareness of 'l alkinu out Language 
perceptions of aware of and stereotvninu as a conflicts and indicates a 
conflict and conflict perceive conflict problem and that ' listeninu skills growing 
resolution reflected in resolution communication is are emphasized awareness that 
students' written slratcfiies as an effective in language. conflicts are 
language? effective at the end resolution j Perception of resolvable 

of the course technique : 
1 

these as tools 

1 
! (table continues) 



Data Sets; Written l.angiiaj^c Oral Languajje 
, 

Research Questions 
Prompted 

Response Journals 
Multicultural 
Conllict and 

Resolution IMays 

Informational 
Brochures 

C'ondict 
Re.solution 

Questionnaires 
f ield Notes 

3.In what ways does 
students' written 
language indicate an 
awareness of cultural 
sensitivity? 

46% write about 
racism as a 
problem that needs 
to be solved and 
50% write about 
stereotvninu and 
its problems 
toward the end of 
the course 

Language | 
indicates don't 
accuse someone 
because of their 
race. Attempts at i 
communication are , 
important for ' 
bridging gaps ^ 
between different i 
people 

i 

Awareness that a 
better under
standing of 
people reduces 
conllict-cultural 
sensitivity. 
"A better 
understanding of 
even the people 
you commonly 
associate with 
each day." 

Awareness that 
racism is a 
problem 

4. What language is 
used in student's oral 
language during 
classroom 
interactions that 
indicates an 
awareness of cultural 
sensitivity? 

1 

i 

• 

1 
1 

t 

Realization of 
how they arc 
stereotyped by 
others and how 
they stereotype 
others as well. 
Actual change in 
stereotypinu 
behavior - Trans. 
Ii4. Acceptance of 
Conflict Resolu
tion Strateuies - | 
Transcript//11. | 
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Lack of Hope 

Lack of Things to do Besides Fight 

Perception of Conflict and Conflict Resolution and Talking It Out/Communication 

Bad Language 

Insulting Language 

Lack of Communication 

Miscommunication 

Listening Skills 

Responsible Communication 

Listening Skills 

More Monitors 

More School Programs 

More Discipline 

Peer Pressure Conflict 

School Security' 

Community' Conflict = School Conflict 

Avoidance of Conflict 

Conflict is Good 

The Threat of Violence 

Violence Over Opposite Sex 

Awareness of Cultural Sensitivity 

Behavior Evidencing a Developing Sense of Cultural Sensitivity 
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Group Violence 

Multicultural Literature Education 

The written and oral language of participants indicated the above themes, which 

provided insight into possible answers to the research questions. The themes will be 

discussed throughout the analysis of the five data sets. The themes are organized in this 

way: The major themes are bolded in the tables throughout the analysis sections, and the 

sub-themes are listed under their respective major theme headings to which they are 

related. The sub-themes are discussed in the data set analysis section in which they 

emerged. 

The Attitude Awareness Development and Stereot\'ping/Racism/Prejudice theme 

mdicates that students are developing a sense of their own stereotyping, racism, and 

prejudice patterns as well as others". Conflict indicates how students viewed conflict 

before participating in the course, while conflict resolution indicates how students 

perceive conflict after participating. Communication was a major conflict resolution 

theme, and the Talking It Out model was the major communication theme. Awareness of 

Cultural Sensitivity means that students developed an awareness and tolerance of others' 

and cultures different from their own. 

I first introduce the data sets and the themes in each with general definitions. I 

then discuss the data sets and document the themes in each data set. 1 end this chapter by 

exploring how the themes and data sets answer the research questions. 

Table 4.3 indicates the five data sets, a complete list of the themes that emerged in 

the data sets, and the themes that were present in each data set are marked. An "X" 



Table 4.3 

Data Sets and the Themes That Emerged in Each Set 

Written Language Oral 
Language 

Total Themes 
That Emerged 

Major Themes 
Across Data 
Sets in Bold 

Prompted 
Response | 
Journals 

Multicultural 
Conflict and 
Resolution 

Plays 

Informational 
Brochures 

Conflict 
Resolution 
Question

naires 

Field 
Notes 

Major Theme-
Attitude 
Awareness 
Development 
and 
Stereotyping/ 
Racism/ 
Prejudice 

X X X X X 

Respect 1 X X 1 

Disrespect 
„ L_ X 

Forgiveness X 

Have to Be Right X X 

Lack of Hope X 

Lack of Things 
to do Besides 
Fight 

X 

Major Theme -
Perception of 
Conflict and 
Conflict 
Resolution 
Strategies and 
Talking It Out/ 
Communication 

X X X X X 

Bad Language X 

Insulting 
Language (table continues) 



Written Language Oral 
Language 

Total Themes 
That Emerged 

Major Themes 
Across Data 
Sets in Bold 

1 
Prompted 
Response 
Journals • 

Multicultural 
Conflict and 
Resolution 

Plays 

Informational; 
Brochures 

Conflict 
Resolution ' 
Question

naires 

Field 
Notes 

Lack of 
Communication-
Talking It Out 

X i X X 

Miscommunica-
Tion 

X X 

Listening Skills X X 

Responsible 
Communication X 

Listening Skills X X 

More Monitors X_ ; 
. . 

More School 
Programs X 

More Discipline X 

Peer Pressure 
Conflict X 

School Security' X 

Community 
Conflict=School 
Conflict 

X 

Avoidance of 
Conflict X 

Conflict is Good X 

Threat of 
Violence 

X 

Violence Over 
Opposite Sex X 

(table Continues) 
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Written Language Oral 
Language 

Total Themes 
That Emerged 

.Major Themes 
Across Data 
Sets in Bold 

Prompted ! 
Response i 

Journals ; 

i 

Multicultural 
Conflict and 
Resolution 

Plays 

Informational 
Brochures 

Conflict 
Resolution i 
Question- ' 

naires 

Field 
Notes 

Major Theme -
.Awareness of 
Cultural 
Sensitivit\' 

X X X X X 

Behavior 
Evidencing a 
Developing 
Sense of Cultural 
Sensitivitv 

i 

i 

X X X X 

Group Violence X : 

1 Multicultural 
1 Literature 
j Education 

X 

indicates the themes that are present in the respective data sets. Themes are organized in 

this way: the major themes are bolded and the sub-themes are listed under the respective 

major themes to which they relate. 

The Comprehensive list of themes from all five data sets shows in which data set 

each theme was documented. Three major themes were mentioned or were evident in all 

five data sets; attitude awareness development and stereotyping/racism/prejudice, 

perception of conflict and conflict resolution and Talking It Out/communication, and 

awareness of cultural sensitivity. Racism and prejudice have been grouped together as 



one theme since their characteristics are similar and it was sometimes difficult to 

distmguish. I introduce each of these in the next section. 
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Themes Indicated in All Five Data Sets 

The theme attitude awareness development emerged in all five data sets/ 

Attitude Awareness Development is defined as: Students are beginning to realize that 

they have stereotypical, racist, and prejudiced perspectives of people. Some students 

seemed to have a developing awareness in relation to cultural sensitivity- over time. That 

is. some students" language demonstrated an awareness in their responses to ideas and 

questions that dealt with a sensitivity toward another's culture as well as their own. For 

example, one student stated. ".As we got to know each other better 1 found out that he was 

not the way 1 thought he was." This suggests a developing awareness of cultural 

sensitivity represented by a language response. Attitude, as a response to an object, is 

evident through the response of a student to another student. An example of this is found 

in the field note transcripts (Appendix E) in which a student who continually made racial 

remarks about a fellow classmate's ethnic background suspended this behavior over time, 

at least while in class, and began to work with and talk to the minority student. 

•A.wareness development of cultural sensitivity, a second theme, also emerged in 

all five data sets. Awareness of cultural sensitivity and attitude awareness 

' Themes are underlined in this section. 
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development toward cultural sensitivit\' are different. Awareness development indicates a 

form of consciousness of one's own culture as well as others, and similarities and 

differences in these. It resides in the cognitive domain. Attitude awareness development 

indicates an altered response to an object, such as a classmate of another ethnic 

background (evidenced in the field notes) or a response to a question (evidenced in 

written language). Awareness development does not necessarily have to precede an 

attitudinal response to an object. That is. one can have an unconscious attitude and not be 

aware of the attitude. Awareness development may be indicated in all five data sets since 

the main objective of the course is to become culturally sensitive and all activities contain 

main objectives dealing with this. However, this does show that the objective of the 

course was met as shown by students' responses. 

•Awareness development regarding cultural sensitivity emerges in all five data sets 

also. Perception awareness development is distinct from attitude awareness development 

(response to an object) and awareness development of cultural sensitivity (cognitive) in 

that it is the way a student views cultural sensitivity. Awareness development is the 

growth of a consciousness about culture, while perception awareness development is an 

alteration of the way someone views culture, whether consciously or unconsciously. 

They are similar in that both may be a view of how one observes one's surroundings. 

•Attitude awareness development is different from perception awareness development in 

that attitude awareness development includes some sort of action beyond language such 

as an alteration in behavior. They are similar in that they are both responses to stimuli. 

Perception awareness development is evident in some students" written language 
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indicated by an alteration in their response to the same question in the questionnaire 

across time. For example, in the first questionnaire some students didn't discuss 

communication as a conflict resolution strategy, but across time they began to view-

communication as an effective strategy for resolving conflicts. 

Communication emerged in all five data sets as did the subject of conflict 

resolution strategies. Conflict resolution strategies emerged often since there is a course 

emphasis on this. Nevertheless, students spoke of these frequently even when the activity 

did not demand its presence, as in the informational brochures. So there was an 

awareness development evident regarding conflict resolution strategies. Communication 

was considered a very important conflict resolution strateg\- as indicated by students. 

Communication emerged the most when resolution was needed. Il also emerged most 

frequently when students spoke of preventing conflicts. It seemed that students had 

become aware that communication is a tool that they always have available to them in the 

event of a conflict. 

Racism and prejudice were also mentioned in all five data sets. Racism and 

prejudice are combined as one theme since they are similar. Again, this theme was 

probably mentioned often because it is a major theme included in the course. However, 

students" discussions indicated whether they believe an idea is important or not. For 

example, after participating in the course. Cultural Identit>'. one male. Caucasian student 

said that he would like to deal with racial conflicts better. Since he made this comment, it 

is assumed that he believes resolving racial conflicts to be important. He was not 



required to discuss racial issues in the questionnaire, 

resolving conflicts related to racism is important. 
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It seems that students believe that 

Themes Indicated in the Written Language 

Other themes were also evident in the data, but were not mentioned consistently 

across data sets. Violence in general was mentioned in all four written language data sets, 

but not mentioned in the field notes. This may indicate that students will write about this 

issue, but they would rather not talk about it. The field notes consist of students" oral 

language. 

There were many themes thai emerged in the written data sets that did not emerge 

in the oral language set. .Again, students feel more comfortable talking about sensitive 

issues in writing as opposed to talking about them in groups. The related themes of 

needing'desiring more discipline for students, more monitors for schools, more school 

programs on anger management and conflict resolution, and more school security was 

discussed in writing rather thcin in conversations during class time. Students may not 

want others to know that they believe in increasing student discipline, and it is also 

interesting that this theme emerged frequently in the journals in response to questions 

concerned with how to reduce campus conflicts. Students actually want more student 

discipline for those who cause conflicts, but they do not necessarily want their peers to 

know they desire this. Peer pressure is another theme mentioned in the written data, but 

not the oral language. The student who indicated that a contributor to school conflicts is 
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the lack of things to do besides fight did so in his written language rather than his spoken 

language. 

Participants who indicated that students bring community conflicts to school did 

so in their written assigrunents rather than to talk about it in an oral discussion. They 

spoke of the need for students to leave community conflicts in the community. These 

community conflicts mentioned sometimes included gang violence and sometimes 

included minor conflicts. Group violence was only mentioned in the written data also. 

When writing about group violence, students indicated their fears of this. .VIost people do 

not like to discuss their personal fears in a classroom or even a group discussion. The 

lack of hope was only mentioned in writing as well. This may be due to the fact that their 

lack of hope is actually unconscious, and therefore it will emerge in writing and not in 

speech. 

Other themes that were included in the written language that was not included in 

the oral language are; conflict is good, have to be right, insulting language. 

miscommunication. listening skills, respect, responsible communication, the threat of 

violence, and even violence due to gender issues (fighting over the opposite se.x). 

Students do not feel comfortable talking about issues such as how people need to be more 

responsible in their commimication with others. They do. however, assert it in writing. 

Themes Indicated in the Oral Language 

Students did talk about some of the themes in their conversations with each other, 

however. The themes that emerged in the field notes include attitude awareness 
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development, awareness development of cultural sensitivity, behavior evidencing a 

developing sense of cultural sensitivity, communication, use of conflict resolution 

strategies, lack of communication, perception awareness development regarding conflict 

resolution, racism and prejudice, and stereotyping. Students indicated an awareness of 

the ridiculousness of stereotypes and how people connect crimes with someone who 

dresses a certain way. They realize the effects of being stereotyped themselves. They 

showed awareness development in their perceptions of each other through their behavior 

and interactions. Students showed that they believe communication is a viable resolution 

tool. 

Data Sets 

There are five data sets examined to answer the research questions, including 

prompted response journals, multicultural conflict and resolution plays, informational 

brochures, conflict resolution questionnaires, and field notes. 

Table 4.4 shows the five sets of data indicating the number of each that were 

analyzed. Examples of each data set are included in the Appendices as noted in the table. 

.As mentioned earlier, only the data fi-om Groups 3 and 4 were analyzed. A total of 56 

students in Groups 3 and 4 completed all six journal entries. Tne plays were written in 

small groups, so there were four plays from each class or group. The Informational 

Brochures were also written in small groups, six from one group and seven from the 

other. The questionnaires were completed twice by students, once as they entered the 
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Table 4.4 

Five Data Sets and Quantities Within Them 

Prompted Multicultural Conflict Informational Field 
Response Conflict and Resolution Brochures Notes 
Joumals Resolution Questionnaires 

Plavs 
• 

.'\ppendix 
in which an B C D E 
Example is 
Found 

Total 
. . .  .  

Number of 
E.xamples 56 8 170 13 13 
.Analvzed 

course and the other time as they exited the course. These rotating groups of students 

entered the course for a 4'/: week period, then exited, reentered the course again for 

another 4'/; weeks and exited once again. The period of time in between exiting and 

reentering the course is three months. Most of the students in Groups 3 and 4 completed 

four questionnaires, however some did not. I analyzed those who completed all four and 

those who did not. I analyzed those who did not complete all four when I noticed a 

marked lack of development in conflict resolution strategy use among those participants. 

So a total of 170 questiormaires were analyzed between Groups 3 and 4. 

Analysis of Prompted Response Journals 

The prompted response joumals became a rich activity in relation to data 

collection because students were able to express themselves without a wide audience. 
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with the teacher-researcher as the only person reading them. The joumals consisted of 

students" written answers to questions asked by the teacher-researcher. Students 

discussed the questions as a class each time a question was asked and then they wrote 

their responses in their joumals. The questions were the same with each group. The 

questions were; 

1. Do you think conflicts among high schools students are a problem? 

2. Assuming that conflicts on high school campuses are a problem, what could we 

do to reduce the number of conflicts? 

3. Vk'hy do you think there is violence in schools? 

4. How can students and teachers work together to reduce conflicts on high school 

campuses? 

5. What kinds of things do you need to happen in order to feel comfortable and safe 

at school? 

6. Have people lost the capacity to respect others in our society? Why? Why not? 

Context for Journal Entries 

The journals were administered during the second 4'/i weeks. There were four 

groups of students who attended Cultural Identity at two separate times during the 1998-

1999 school year. Since it was scheduled to be an accelerated course, students met for 3 

hours per day. 5 days per week, for 4'/: weeks, twice per year. The time inter\'al between 

the two 4'/: week sessions was 3 months. The four groups rotated between Cultural 

Identity' and three other courses. Out of the four groups. Groups 3 and 4 were included in 

the data analysis for this study since the course and the research project were well under 

way during their rotations. Since the joumals were administered during the final 4'/2-
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week rotation, students had been exposed to at least half of the content of the course by 

then. Students were in assigned seats when they worked on journals. Journals were 

passed out to students; the teacher asked the question verbally first and students discussed 

the issue as a class; the question was written on the board and then students responded to 

the questions in their journals. Journal questions were discussed first in the event that 

students needed clarification on an issue. Journals were kept in the classroom so they 

would not get lost. Before journals were worked on the first time, students designed a 

personal cover for their journals. Journals were collected from each student: however, 

depending on attendance, not all students completed all six entries. 

•Ajialvsis for Themes in Prompted Response Journals 

The procedure for analyzing the prompted response journals consisted of data 

coding. The coding of the journals was accomplished by reading and looking for 

established or emerging themes. Themes that were anticipated before the analysis 

included perceptions, attitudes, awareness development, behavior, violence, and 

communication. Themes that emerged during the data coding consisted of stereotyping, 

conflict resolution strategies, racism, discipline issues, school programs, school security, 

lack of communication, lack of hope, and bad language. After coding emerging themes, 

the journals were re\'iewed again for awareness development since this is a difficult item 

to discern. Themes were recorded at the bottom of each entry in pencil, for reference 

later, instead of highlighting. 
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Journals were read for any indication of explicit statements regarding any new 

ideas that vvere emerging from students on stereotyping. In analyzing for changes, it is 

required that statements specifically indicate a change rather than simply talking about the 

theme. For example, a student might mention that stereotyping can cause conflict. If this 

is mentioned in the latter 4'/: weeks and not the first 4'/i weeks, it is assumed that the 

student is now aware of this possibility. 

Table 4.5 indicates the tallied themes and percentage of students responding by 

those themes in the data set Prompted Response Journals. The total number of journals 

analyzed were 56. 

It was observed that students sometimes indicated ideas that were positive, and 

some that were negative. It was interesting to note this and so Table 4.5 is divided into 

positive and negative indicators. In Table 4.5 there are only three themes that emerged in 

a high percentage of students' language: violence, conflict resolution strategies, and 

communication. Conflict resolution strategies and communication emerged frequently 

because students now appreciated the benefits of using these. The theme of violence 

probably occurred often because journal questions dealt with this issue. Nevertheless, 

students became more aware of how conflicts can be resolved. 

Although some themes appear to be more important to students than others, such 

as violence, communication, and conflict resolution strategies which were discussed more 

often than others, the fact diat all of these particular themes are mentioned in students" 

language indicates that they are all significant in students' views. Forty-seven out of 56 

students discussed that communication is a way to reduce the number of conflicts and to 
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Table 4.5 

Numbers and Percentages of Students Responding by Themes in Prompted Response 

Journals 

Cateeorized Number of Students Percentage of Student 

Themes ResDondina bv Theme Responses bv Theme 

Positive Indicators -Conflict Resolution Strategies 

Total Conflict Resolution Strategies 48 85% 

Talking It Out - Communication 47 83% 

More Monitors 24 42% 

School Securirv' 24 42% 

More Discipline 22 39% 

More School Programs 16 1 1 1 t 

r
i 

1 1 1 

Multicultural Literature Education 1 1% 

Conflict is Good 2 3% 

Negative Indicators - Related to a Lack of Cultural Sensitivitv/Lack of Emoathv 

Stereotv'oing 28 [ 50% 

Racism/Prejudice 26 46% 

Have to be Right -n 39% 

Group Violence - Physical 6 10% 

Threat of Violence - Phvsical 4 7% 

Violence Over OoDosite Sex - Phvsical 1 3% 

Violence Between Individuals-

Phvsical 

52 92% 

Negative Indicators - Related to Communication 

Lack of Communication - Talking It 12 21% 

Out -Verbal Conflict 

12 21% 

Bad Language - Verbal Conflict 8 14% 

Miscommunication - Verbal Conflict 4 7% 

Negative Indicators - General 

Lack of Hope 38 67% 
-  - .  -  -  . .  1  

Communirv Conflict = 

School Conflict 16 

1 

28% 

Peer Pressure Conflict 5 8% 

Lack of Things to do Besides Fight I 1% 
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resolve a conflict that has already begun. A female Asian student stated. "They should 

talk it out. Gather around the problem and try to solve it." Forty-eight out of 56 students 

talked about how conflict resolution strategies can be used by themselves and others at 

school. A female Caucasian/Hispanic student stated, "Maybe if kids sat down and talked 

about their problems instead of always wanting to fight [to reduce campus violence]." 

Fifty-two of 56 students talked about violence as a problem in schools and society. A 

male Caucasian student stated. "Yes I do [view conflicts as a problem in schools) because 

in fights people could get hurt." This is simply stated and yet cannot be taken for granted. 

In order to begin to reduce violence on school campuses, it must first be viewed as a 

problem. The students in Group 3 and Group 4 viewed violence as a problem. 

surprising number of students. 67%. indicated that violence and racism are here 

to stay. In response to the question. "What kinds of things do you need to happen in order 

to feel comfonable and safe at school?", one male Hispanic student stated: 

Well it would be nice if we can get rid of drugs and racist people and gang-
members but we can't so I think we could never be safe I mean you always have 
to be watching your back. You know there is always going to be drugs, gangs, 
guns, and racist people on school and that doesn't make me safe or comfortable. 
So 1 think there is nothing we could do about that but that's just my opinion. 

In response to the question. "Assuming that conflicts on high school campuses are a 

problem, what could we do to reduce the number of conflicts?" A Caucasian female 

student stated. "I don't ever think conflicts will have a solution because people will 

always find fault with something no matter how you try. It just won't happen." In 

response to the question; What kinds of things do you need to happen in order to feel 

comfortable and safe at school? This same student stated. "I personally don't think you 
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can ever do anything to feel comfortable at school for the simple fact that no matter what 

you do there will always be at least one person that doesn't approve or has something to 

say. I know it is a negative thing to say but it's true and it's how 1 feel." 

Fifty percent of students discussed stereotyping when answering the journal 

questions. One female Hispanic student, in response to "What could be done to reduce 

the number of conflicts?" stated, "Another thing is kids stereotype other people real easy, 

if people got to know someone instead of stereotyping them then conflicts wouldn't be a 

big thing!" .A Caucasian male stated,.. reduce conflicts by getting to know who they 

are. Maybe then if they know each other they won't disrespect each other." Students 

seemed to understand that stereotypical behavior could be at the root of some conflicts. 

.•\nswers to the Research Questions in Prompted Response Journals-

Themes Related to Awareness Development 

Journals were read for any indication of explicit statements regarding any new 

ideas that were emerging from students on stereotyping. In analyzing for awareness 

development, it is required that statements specifically indicate evidenced awareness 

development rather than simply talking about the theme. For example, a student might 

mention that stereotyping can cause conflict. If this is mentioned in the laner 4'/i weeks 

and not the first 4'/: weeks, it is assumed that the student is now aware of this possibility. 

There are limitations involved in this time frame. It is difficult to analyze for awareness 

development in only 4'/2 weeks and then again in the second 4'/2 weeks. 
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There are four themes from this data set that specifically indicate awareness 

development in students. These three themes, in particular, answer the research 

questions. They include perception awareness development (cognitive), attitude 

awareness development (response to an object), and behavior evidencing a developing 

sense of cultural sensitivity. Although an increased awareness of stereotvping is noted in 

this data set. a change is more difficult to note since the journals were collected after 

students had attended the course. The research questions are as follows: 

1. In what ways sure students" attitudes reflected in their written language in 

response to specific assignments in the course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students' written language? 

3. In what ways does students" written language indicate an awareness of cultural 

sensitivity? 

4. What language is used in students' oral language during classroom 

interactions that indicates an awareness of cultural sensitivit> ? 

.Attitude awareness development that emerged in students" written assignments 

vs ere evident through discussion of themes such as stereotyping. Some students became 

aware of their own stereotyping. Awareness development occurred when some became 

aware that stereotvping exists and that they may be stereotyping people. Students wrote 

nothing about stereotvping at the beginning of the course, but as they spent time in the 

course they spoke about it extensively in journals as well as other data sets. Their 

attitudes became one of sensitivity toward stereotyping and its effects. The fact that 
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stereotyping was mentioned in their writing as the course progressed and was not 

mentioned at the beginning of the course indicates an awareness development of attitudes 

toward cultural sensitivity. 

Perception awareness development regarding conflict and conflict resolution 

rendered similar responses. The journals were read and reread for any indication of 

perception awareness development in students" understanding (perception) of conflict and 

conflict resolution. Although nearly half of the journals contained comments on 

perceptual ideas such as. "everyone thinks they are right and can't respect other people." 

actual perceptual awareness development in students" ideas were much more difficult in 

which to find evidence. One student stated, "I think that conflicts in high schools depend 

on how the people are."" meaning their perceptions dictate their conflicts. Students 

speaking frequently about conflict resolution strategies, particularly communication, 

demonstrates a perceptual awareness that was not evident at the begirming of the course. 

Students seemed to have grown to understand that conflict resolution strategies are 

imponant and that they work. Students have not indicated any change in the ways they 

perceive conflict. Al the beginning of the course and at the end. they believed that 

conflicts are inevitable, unpleasant, and they wanted to deal with them better. Through 

acquiring conflict resolution strategy training, students may be able to handle conflicts 

better in the future, and may even prevent them at times. 
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Before and After Course 

Behavior evidencing a developing sense of cultural sensitivity was not evident in 

this data set since there was no direct mention of personally changing any tasks. 

However, awareness development in regard to cultural sensitivity was very evident m 

many journal entries. .A.wareness of stereotyping and its potentially negative effects 

emerged frequently. Students' written language in journals evidenced this with 

comments such as, "Because of stereotypes or bad experiences people have with others 

ihey spread their message to friends and others, or they just don't have no respect just 

because of who they are." Until students were exposed to it in this course, stereotyping 

was rarely mentioned, remained unconscious, and was not understood as a significant 

problem. .A.wareness of reducing conflicts in general was evident in the many discussions 

on the value of communication. One student explained. . . people have been taught to 

use their words more so the conflicts are cut short because of discussion." 

Table 4.6 indicates developing awareness in perception, attitude, or behavior 

evident in the Prompted Response Journals in answer to the research questions. 

Table 4.6 shows that students had developed an awareness of conflict resolution 

strategy use and had modified their attitudes about stereotypical thinking. Students" 

attitude awareness development can be evidenced through their language about their 

awareness of stereotypes and how this can cause conflicts. In this data set. there was no 

obvious behavior that showed development. Many students became aware of conflict 

resolution strategies and their effectiveness that is evidenced in their journal responses. 



Cultural sensitivity had also increased as evidenced through their language about 

problems with racism, prejudice, and stereotyping. 
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Table 4.6 

Awareness Development in Perception. Attitude, or Behavior in Relation to the Research 

Questions - Prompted Response Journals 

Research Question Perception 
.•\wareness 
Deveiopment 

Attitude 
Awareness 
Development 

Behavior 
.Awareness 
Development 

1. In what ways are 
students' attitudes 
reflected in their 
written language in 
response to specific 
assignments in the 
course. Cultural 
Identity? 

Realization that 
stereotyping exists 
and can cause 
conflicts 

"They discriminate 
and use stereotypes" 

2. In what ways are 
perceptions of 
conflict and conflict 
resolution reflected 
in students' written 
language? 

Increased 
awareness that 
conflicts can 
be resolved 

3. In what ways 
does students' 
vNTitten language 
indicate an 
awareness of 
cultural sensitivity? 
(See quotes in 
discussion above) 

Increased awareness 
of effects of 
stereotyping/ 
racism/prejudice 
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Themes in the Prompted Response Journals 

The following discussion of themes is organized by first discussing how students 

mcluded the theme in their journal discussion, then providing quotes from students" 

responses, then interpretmg student responses, and then providing students" possible 

solutions. 

The Theme of Communication in Student Responses 

Communication emerged as a major theme in this data set. The questions the 

students responded to deal with violence and conflict resolution, so. of course, students 

made many comments about violence, but they frequently spoke of communication also. 

Communication was the conflict resolution strategy mentioned most. The simple act of 

talking (communication), instead of ignoring the conflict, and the Talking It Out .VIodel 

were mentioned most often as communication tools for resolving conflicts. 

Students believe communication is important for resolving conflicts. Students 

indicated that communication is one of the most important tools for resolving conflicts. 

They frequently mentioned that when conflicts arise, talking about the problem alleviates 

it. All the students who discussed this indicated that communication works 100% in 

resolving conflicts. No one stated that it might work. They all stated that communication 

certainly works. This is interesting because it demonstrates that students were becoming 

aware of the effectiveness of communication in resolving conflicts. They appeared to 

believe that talking about a conflict will resolve it one hundred percent of the time, and 

they gave personal examples. When they spoke of talking about the problem, they were 
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referring to the other people/persons with which they were in conflict. When one student 

spoke of resolving conflicts, she stated, .. giving each other ideas and by talking about 

the problem." She was referring to communication as a way of resolving conflicts. 

When they referred to talking about a conflict to others whom are not directly involved, 

ihey indicated that this could be a problem. Several students mentioned that they had 

talked to a neutral or non-neutral friend about a conflict with another friend and that this 

only added misunderstanding or gossip to the already existing conflict. They seemed to 

understand the importance of communication in resolving conflicts, but as one student 

suggested, they simply do not know how to stop a conflict while in the heat of the 

moment. 

Students believe conimunication can plav a role in starting conflicts. Students 

indicated that communication is one of the most important tools for starting conflicts as 

well as resolving them. Every one in seven students said that avoiding communication 

about a problem could lead to conflicts. One student mentioned this problem across two 

data sets indicating the severity of one of his conflicts because of a lack of 

communication. He was angry at his non-custodial father who hadn't telephoned him in 

several months, and instead of talking about it he simply hung up on him. He regretted 

that they hadn't talked since then and it had been several years. Students seemed to 

understand that communicating about a problem can relieve it, and wondered why they 

had so many conflicts with friends, classmates, teachers, parents, siblings, and many 

others. Such comments suggest to me that students need to explore the actual steps and 
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they need to become conscious of the procedure and the benefits of tallcing things out. 

which a course such as Cultural Identity has the capacity to teach in depth. 

Bad language. One in every seven students said that "bad" language stans 

conflicts. "Bad" language can include hostile speech, cursing, and any other kind of 

insulting language directed toward another person. Insulting language is a common trend 

among high school youth, and possibly younger children. At what point do they actually 

become insulted by what is said? In what contexts do they become insulted and in which 

contexts do they not become insulted? As I interpret it. all this can be arbitrary and that is 

a potential problem. .Are they aware of their speech or are they unconscious about what 

they are saying and how they are saying it? Mauiy times contlicts begin because of 

unconscious actions, and they continue or grow due to further unconscious actions. 

Cultural Identity attempts to give students the opportunity to think critically about and to 

become aware of what they say and do to others instead of operating on unconscious 

attitudes. These attitudes can include stereotypes, prejudices, and even racism. Critically 

discussing the use of insulting language and its implications is the first step, and learning 

tools for positive communication is the next. 

.As mentioned before, students seem to have learned that communication is an 

important tool for resolving conflict and that a lack of communication or insulting 

language can lead to conflicts. Students suggested communication techniques such as. 

.. giving each other ideas and by talking about the problem" for resolving conflicts. 

They suggested how a lack of communication could lead to problems. "... and they don't 
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talk it out before it gets bigger and ihey just get so angry they start to fight." Only a few-

students mentioned the importance of communication as a conflict resolution strategy at 

the beginning of the course; however, over time many more began discussing how 

important communication is. This is evident in their prompted response journals as well 

as the questionnaires and multicultural conflict and resolution plays. 

The lack of hope. The lack of hope in reducing general conflicts and violence, as 

revealed in the prompted response journals, was disturbing to me. Although their hopes 

for conflict resolution were somewhat positive in their answers regarding personal 

situations, many demonstrated a lack of hope for resolving school violence in general. 

Students seemed to feel that they have control over their personal conflicts more than they 

have over institutional situations. Many sugge.sted that there was nothing anyone could 

do about violence in general. They discussed the fact that there will always be people who 

create conflict, who are prejudiced, and who want to bully others. One student stated. 

"There will always be someone who is racist." 

Relation between school behavior and communitv behavior. .Vlany students 

suggested that if there is violence in a community, there is violence in its schools. So if 

the wider community learned to resolve its conflicts, then school conflicts would follow, 

some suggested. One student mentioned that community problems are brought to school, 

and in reality these types of conflicts have nothing to do with school. He stated. "... but 

there is not much you [the school] can do because most problems don't have to do with 
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the schools but problems people have with other people." This is frustrating for students 

since the nature of schooling brings its own conflicts. Unresolved community conflicts 

brought to school and unresolved school conflicts taken into the communit\- have an 

opportunity to grow. Students seemed to realize that unresolved conflicts grow into 

deeper problems, but they haven't always had the tools for resolving them. .A.nother 

student suggested that if the entire society reduces stereotyping, schools would follow the 

pattern. .Another student suggested that involvement by community members in resolving 

conflicts in schools might be helpful since school conflicts are a result of what students 

learn in their communities. To many of these participants, community contlicts=school 

conflicts. These students are aware that schools are not the only areas of society that are 

erupting into violence and unresolved conflicts, and to some extent they feel they are too 

small a faction to change one conflict or to change a trend. 

Group violence. An additional recurrent idea found in the prompted response 

journals indicated that some conflicts, especially violent conflicts and conflicts 

surrounding racism usually occurred in groups. Some students added that a conflict 

between two people could grow rapidly into a group conflict, and this is a major concern 

for them. Each conflicting member adds their personal friends to the conflict, they take 

sides, and the conflict grows. If a resolution strategy is not employed, the conflict grows 

and can become violent. Similarly, if the conflict is between members of different racial 

backgrounds, the conflict grows to include members of those two racial backgrounds. 

One student explained that racial fights are group fights. These are all expressed as 



significant concerns since group violence often involves innocent people. Several 

students indicated the obligatory nature of helping friends who become involved in a 

conflict. One stated. "If you don't want to become involved in a conflict that is not yours, 

you can't let a friend fend for him/herself. It is not moral and if you don't help, you may 

lose a friend. This friend may help you if you find yourself in the middle of a conflict." 

This group conflict dilemma mentioned by this student could be resolved with resolution 

strategies such as communication about the problem before violence is used. Some 

students who commented on these issues pointed out that more information at school on 

conflict resolution strategies would help improve such situations. 

The role of the media in violence. An important issue surrounding their fear of 

\ iolent conflict and violent group conflicts were students' comments about the role the 

media plays. When a violent act is committed at a school, the media reports on it 

frequently and with such intensity that anyone's perception of these events becomes 

distorted. The fear of the threat of violence, which students mentioned in this study, 

becomes intensified and they are afraid to come to school. Several students in this study 

expressed their fears of coming to school after the media coverage of the Columbine High 

School incident, which occurred concurrently with this study. They were bombarded 

with violent images and became fearful. 

Media stereotyping and perception influence was explored in Cultural Identity. 

The one assignment that dealt with this issue asked students to evaluate a media event for 

stereotypes, racism, or any deceptive views. After this assignment was completed, an 
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awareness of media influence developed and students brought in examples of or 

discussed, on their own. more examples of these types of media events. These not only 

included news events, but music, movies, and children's movies as well. It seems to be 

difficult for students to remain unafraid of attending school when media coverage of 

violence is distorting their views of their own realities. The information they obtained 

from evaluating a media event and from critical thought about it is vitally needed. Vitally 

needed also is the conflict resolution strategies training, which can include thinking 

critically about media violence influence. In the prompted response journals, students 

suggested the need for conflict resolution strategies themselves. 

Critical consciousness. Critical consumption of the media and critical 

consciousness is a vital addition to a course such as Cultural Identity. In "The Difficult 

Dance of Critical Literacy." Mellinee Lesley (1997) states. "1 could not teach literacy 

merely as a series of subskills but rather as an "emerging act of consciousness and 

resistance" (Giroux. 1993. p. 367)" (p. 421). In the same way. a course such as Cultural 

Identity carmot be taught as a set of skills. Instead it is necessary to teach cultural 

sensitivity as a critical consciousness and as an emancipation from the adoption of 

oppressive ideals of others. Students are taught to think through the moment in front of 

them rather than to unconsciously react to others from learned stereotypes and ideals. 

The resistance in the lessons of this course takes the form of resisting automaticity in 

thoughts (attitudes, perception) and actions (behavior). One main objective for providing 

the opportunity for expression in the journals is to develop an awareness of cultural 
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sensitivity and related topics. Although student responses in the journals indicate that 

most are or have become aware of the media's negative influences, the implications of 

usmg insulting language, and unconscious stereotypes existing; some students still 

believe that the media is harmless and insulting language is not a big deal. 

School security. Another idea that surfaced many times dealt with school 

security. Many students said that they would feel more comfortable with more monitors. 

Some stated that there are too few monitors and that fights erupt and continue easily 

without a monitor's knowledge. These students want to feel safe at school. 

The threat of violence. Furthermore, several students mentioned the threat of 

violence as a problem. One stated that, "More than once a day. there is a threat... at 

least once a week, there is a fight or confrontation." Many students pointed out that 

stricter rules would reduce conflicts of all types, including arguing and fighting. One 

student stated that schools should. "Go into detail (at the beginning of the year) about 

respect and common sense.'" Another student suggested that each conflict or potential 

problem be addressed, not allowing anything to go unnoticed. She said that many times 

adults turn the other way. and she said that this contributes to problems. She suggested 

instead that all campus adults contribute to confronting problems as they arise. 

Stricter discipline. Another student proposed that punishment be increased, such 

as manual labor, cleaning the campus, and longer detention for the purpose of 
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discouraging conflicts. One student who mentioned that school discipline should increase 

explained that parents have to support that. It seems interesting that many students would 

suggest stricter discipline and harsher penalties. When asked how to reduce conflicts and 

create a comfonable atmosphere for all students, many answers included this advice -

stricter rules and harsher penalties. When speaking aloud in front of their peers about the 

subject of school discipline, students complain about wanting fewer or no rules. When 

given the opportunity to write about a similar subject, they volunteer their wishes to have 

more school discipline, stricter rules on campus, and harsher punishment for offenders of 

the rules. Students want to feel safe and comfortable at school. 

School programs. In addition to the recurrent ideas of stricter discipline, concerns 

about conflicts growing, the lack of hope, the necessity of community involvement and 

positive influence, and communication as a resolution technique, a surprising number of 

students. 3 in 5. suggested that conflict resolution programs be instituted at school as a 

solution to the problems of campus conflicts, violence, and racial conflict. Students 

stated that there are hardly ever any classes on it."... no one knows how to stop what's 

going to happen." Students stated that they don't know what to do when faced with 

violence and they suggested that schools should teach them how to handle this. Students 

suggested that people should be taught conflict resolution strategies in schools, that 

programs should include both adults and students in one program, that learning to deal 

with conflicts requires experience with it. problem solving and anger-control classes are 

necessary for prevention, and more classes on anger management and talking things out 
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are needed. One student suggested that a conflict resolution class should be required and 

that. "Teenagers these days just don't know how to handle themselves." In consideration 

of these suggestions from students, it seems they think that conflict resolution programs 

are important. 

.-Mthough journal questions dealt with violence and conflict resolution, the 

questions did not ask for nor indicate what types of violence, verbal or physical, nor 

which types of conflicts, large, small, racial, or gender oriented, for example. Therefore, 

it is interesting to note which conflict types were mentioned and therefore important to 

students. Gender-oriented conflicts were mentioned only twice and consisted of two 

people from the same sex fighting over someone from the opposite sex. Compared to 

contlicts consisting of racism, weapons, and physical violence, gender-oriented conflicts 

are not the greatest concern among these students. Conflicts involving weapons and 

physical violence are the greatest concern. Peer pressure was described by five students 

as a conflict in itself or as causing conflicts. 

In summar\'. themes that emerged more often than others in this data set included 

communication, violence, racism, conflict resolution strategies, the lack of hope, stricter 

school rules, and the need for school programs dealing with conflict resolution. It is 

worth noting that although multicultural education (the teaching of ethnic literature, 

music, history, cultural ideals. languages, etc.) made up a large portion of this class, only 

one student indicated that knowing more about people could be used as a conflict 

resolution technique. The majority of students indicated that direct instruction on such 

things as anger management and conflict resolution strategies were important. 
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Stereotyping. One half of the students described stereotyping as a problem that 

leads to conflicts. Students" comments on stereotyping included such things as: 

. . People hate people just because of how they act or feel"; "But there will always be 

someone who will pick on you for who you are. They discriminate and use stereotypes"; 

"Maybe then if they know each other they won't disrespect each other." Other comments 

consisted of people thinking they're better than other people even though they don't know 

them, disliking another person without a reason, stereotyping people as undesirable 

because of the way they look. act. or talk, or because they're different. 

Racism and prejudice. Racism was also included in the recurrent ideas that 

emerged in the journals. Several students mi.xed the themes of racism and lack of hope 

by stating that there will always be people who discriminate against others and that there 

is nothing anyone can do about that. One student said that he'd feel more comfortable if 

the races mingled more. One student stated, "If one student offends another student 

because of his or her race, they could tell their friends and they could be offended too and 

want to get in a fight." Another student talked about the potential explosiveness of racial 

conflict and suggested a riot could occur because .. one race did not like another race." 

She gave a specific example of this occurring at another high school. "Another reason 

[for violence] is prejudice. Prejudice is usually from how the person was raised. 

Prejudice is a big problem in school." stated another student. One student stated that 

discrimination causes a lot of pain and that we need to accept our differences. Comments 

from half of the students advised that racism is a school problem. 
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Summary of themes in prompted response journals. In summary, in nearly all the 

journals students stated that violence is a school problem, and more than half noted that 

conflict resolution strategies are necessary to reduce conflicts. Three-fourths of the 

students remarked on a lack of hope in resolving school violence and one-half on racism. 

Two students expressed that conflict is good and that people learn from conflict. Several 

mentioned that when people think they're right and refuse to listen to another's views, 

conflict ensues. 

Communication is the theme that emerged more frequently than any other. The 

need for communication to resolve conflicts, the lack of communication, the event of 

misunderstandings and miscommunications. and bad language were among those 

communication items discussed. Although communication was not stated nor indicated 

in any of the journal questions, nearly all of the responses included communication as an 

important way to resolve conflicts of all sorts. One-fourth of the students from Groups 3 

and 4 said that not communicating could lead to conflicts. Nearly one-fourth of these 

students said that bad language starts conflicts. Bad language, according to students, 

includes hostile speech, cursing, and any other kind of insulting language directed toward 

another person. Students suggested communication techniques such as .. giving each 

other ideas and by talking about the problem." They suggested how a lack of 

communication can lead to problems. "... and they don't talk it out before it gets bigger 

and they just get so angry they start to fight." Student responses indicated that 

communication is an important tool for resolving conflicts. 



164 

Themes that were anticipated before analyzing the data included perceptions, 

attitudes, awareness development, behavior, violence, and communication. Themes that 

emerged during the data coding consisted of stereotyping, conflict resolution strategies, 

racism, discipline issues, school programs, school security, lack of communication, lack 

of hope, and bad language. After coding emerging themes, the journals were reviewed 

again for awareness development since this is a difficult item to discern. Themes were 

recorded at the bottom of each entry in pencil, for reference later, instead of highlighting. 

Highlighting was not used since no copies were made. 

Through these journal entries, students displayed an awareness development of 

stereotyping behavior and understood a greater need for cultural sensitivity and conflict 

resolution strategies. Through students' language in the journals. I learned that they 

became aware of the negative effects of stereotypical thinking, which is a main objective 

of the course. They became metacognitively aware that stereotyping can lead to prejudice 

and racism and eventually the possibility of violence. 1 was surprised at students" lack of 

hope in individuals' and society's inability to resolve conflicts. The world through their 

eyes is one of uncontrollable violence; they feel that personally they cannot control 

aspects of their own lives because of the negativism around them. They feel they can 

sometimes resolve a personal conflict by communication now. but group conflicts are not 

controllable. It is an uncomfortable situation for them to be in. They suggest more 

monitors, stricter discipline for students, and community' support. Students do not think 

that multicultural literature will solve the problems of racism and cultural conflicts, but 

they do suggest that schools provide anger management training and conflict resolution 
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training. This suggests a focus on their own thoughts and actions as emphasized over 

learning about other peoples' beliefs. This is not to say that learning about other cultures 

is not helpful, but it does say that control over their own actions will more likely reduce 

conflicts. If students leam about the literature of various cultures, it does not necessarily 

prepare them for dealing with an intercultural conflict. The goal of the awareness training 

is to reduce future conflicts through awareness of one's own thoughts and actions. 

Students' thoughts and feelings are expressed in their language; however, students' ability 

to think instead of react to future conflicts is yet to be seen. 

•Analysis of Multicultural Conflict and Resolution Plays 

The second data set. the written plays, were analyzed following a similar 

procedure to the analysis of the journals. The written play scripts were read and themes 

were marked by color-coding the themes with highlighters. Theme coding was used in 

the analysis of the journals as well; however, the journals were not color-coded since the 

original copies were coded. There were numerous journal entries and they were not 

copied. Themes that were anticipated included perceptions, attitudes, behavior, and 

communication. Additional themes that emerged from the reading of the plays included 

conflict resolution strategies, racism, awareness development, stereotyping, and violence. 

The plays were written in the form of scripts and included a beginning, middle, and an 

end with a multicultural conflict throughout and a resolution at the end. 
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Context of the Multicultural Conflict and Resolution Plavs 

The idea of writing and producing a play came from the students. One student 

asked if they could work on writing a play. McLean-Donaldson (1996) reports that in the 

Cultural Identity Group Project in Western Massachusetts. "The philosophy of the project 

IS that by providing young people with an opportunity to voice their opinions of racism 

they will become empowered to address issues as they arise" (p. 25). Not only were the 

plays hands-on activities, but the choice to do plays also gave students a voice in the 

planning of the course. As students voiced their opinions of racism in the plays, they 

became empowered to handle issues in their personal lives. 

We read the play. A Raisin in the Sun, by Lorraine Hansberry. about an African-

.•\merican family in the 1950s and how they struggled to both break the bonds of 

oppression and to live their lives like those in the mainstream culture. Students read the 

play as a class, reading the character dialogue. They took turns reading characters' 

dialogues to the entire class. Participation in reading character roles was never a 

problem, and sometimes students had to negotiate who would read a certain character 

first because they enjoyed reading. Students who read well and students who struggled to 

read volunteered to read aloud. Some students read dramatically while others read 

without much intonation. Usually students remained consistent to their own genders 

when they read the character dialogue, however at times they were willing to switch 

gender roles. During one class period, a male student read an older female role in what 

might be her voice, and we were all wonderfully amused. Periodically, between acts and 

scenes, vve paused to discuss the author's implications and students' interpretations of the 
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actions in the play. Students were always willing to participate actively in the discussion. 

They enjoyed reading this play and wanted to write their own. When I inquired of each 

Group whether they would like to write their own plays. I received unanimous 

acceptance. 

Students were then given parameters and guidelines for writing and producing 

their plays. They could write and produce in groups of no more than eight and no less 

than three students. They were to write a play that was consistent with the objectives of 

the course. The play had to be about a multicultural contlict and resolution as in A Raisin 

in the Sun. The play was to adhere to the established literary elements and include a 

beginning, middle, and an end. They were to drive their plot, themes, and character 

development with character dialogue and narration. Students worked on writing the plays 

during class time. Four plays were typed on their own time. Then the plays were 

performed for their classmates during class time. After the play was performed, students 

in the class audience discussed what they thought the play's theme, conflict, and 

resolution was. while performing students listened. After the discussion, the students 

who had performed their plays responded to the class about their intentions. 

The plays were a remarkable addition to this course because students were able to 

teach each other about the effects of stereotyping, racism, and violence, sometimes from 

their own personal experiences. Play #4 is a true story from one of the authors of the 

play. She was able to teach the other students in her group about her frightening 

experience as a child. Then together, she and her group members were able to teach the 

class what a child experiences in a new school when she is not able to speak the same 
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language as anyone else. Because students were able to teach each other the objectives of 

the course through this activity, it became the richest experience included in the course. 

As Sikkema and Niyekawa (1987) state. 

Active understanding requires the development at gut level of an attitude of 
acceptance, respect, and tolerance of cultural differences. This can hardly be 
accomplished through traditional classroom methods, because learning in the 
classroom takes place primarily at the intellectual level, (p. 4) 

They also state. "In other words, in the classroom there is relatively little involvement at 

the emotional level with the culture under study" (p. 4). They contend that active cultural 

learning has to take place by experiential methods or leaming-by-doing methods since 

this will render more emotional involvement and therefore an effectiveness (p. 7). 

.Although Cultural Identity- included traditional/intellectual techniques through 

multicultural literature readings, its primary method provided for the many emotional 

face-to-face activities including these plays. 

Description and Analvsis of Each Plav 

Each play was unique in its design, but similar recurrences were found in all the 

play's themes. Since diey impacted the course in such a positive way, 1 first describe 

each play and then discuss the themes found in each. Through the characters in their 

plays, students often represent the themes that I coded for the analysis. {See .Appendix B 

for examples.) 
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Plav Description 

Play #1 is entitled "Banana Republic." and the authors consisted of two African-

Amencan male students, one Hispanic male, and one male Caucasian student. This play 

dealt with the issue of teenagers being stereotyped unfairly. Two teenage boys entered a 

store with good intentions, but were suspected to be thieves because of their age and the 

way the\' were dressed. The storeowner's perception of the teenage customers was not 

founded in reality because he did not know the boys' intentions and suspected they were 

criminals because of their ages and simply because of the way they were dressed. The 

students characterized the storeowner as stereotyping the boys because of their age. They 

were teenagers so they must be thieves. As the boys immediately entered the store, the 

guard said. "You guys going to "buy' something today?" The guard stated this 

sarcastically, placing an emphasis on "buy." as if they were planning to steal rather than 

to buy. One of the boys responded with. "Yeah, you going to eat any donuts today ... ?" 

.After the boys found some shirts they wanted to buy. they were asked if they had the 

correct change. They said. "No." and the store owner stated. "Sorry you're going to have 

to leave then. We don't take drug money here." The store owner assumed they were 

drug dealers because of their ethnic backgrounds. They were African-American and 

Hispanic. 

Plav #I .Analysis 

Students are now aware (after attending this course) of the definition of 

stereotyping, which includes a generalization of a group of people not founded in reality. 
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The students who wrote this play may have been previously aware of these issues in the 

real world; however, the perspective of the storeowner was probably not evaluated by 

these students previously. The awareness development that occurred in these students as 

evidenced in this writing is the acute awareness of the negative effects of stereot>'ping. 

Students in this course did not know the definition of stereotyping before attending. They 

became aware of the definition of stereotyping, its negative effects, and its potential for 

causing conflicts so that they were able to teach others about this through their writing 

and pertbnnances. 

These students also showed how the teenagers stereotyped the security guard in 

the store setting. As the boys immediately entered the store, the guard said. "You guys 

going to "buy' something today?" The guard stated this sarcastically placing an emphasis 

on "buy" as if they were planning to steal rather than to buy. One of the boys responded 

with. "Yeah, you going to eat any donuts today ... ?" The teenagers stereotvped the 

security guard by indicating that he spends payroll time eating donuts. These students 

have made their point about the effects of stereotvping. Don't stereotype people on the 

basis of race, ethnic background, age, sex. or the way they dress. 

Plav #2 Description 

Play #2 is called "The Roommate." and the authors consisted of four Hispanic 

girls. This play is about two roommates from different racial backgrounds. One 

roommate was verv' prejudiced toward her roommate's race. These students had the 

narrator state that. "Jenny's attitude has changed completely now." Jenny was the racist 
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character. This story sent its main character from excessive racism, to awareness of her 

thoughts, to communication with her roommate, to changed behavior toward her 

roommate. 

Plav ?2 Analvsis 

The students who wrote this play had the characters use communication and other 

contlict resolution strategies to resolve the conflict and end in a resolution. These 

conflict resolution strategies included apologizing for being disrespectful, forgiveness, 

listening, and talking to each other. These items are part of the Building Cultural Bridges 

curriculum conflict resolution strategies exercise called the "Conflict Toolbox." Many 

themes emerged from this play including racism, stereotyping, violence (verbal 

violence/yelling/insulting language), conflict resolution strategies, communication, 

attitude, and perception awareness. They use communication and attitude change as the 

actual conflict resolution strategies to create the resolution. Awareness development and 

communication is spoken through the narrator who states: 

Narr; Keisha storms out of the room. The surprised look on Jenny's face leaves a 
hint that you can tell she is really thinking about what Keisha just told her. 
All day and all night Jenny thinks about what Keisha tells her and finally 
agrees with her. She calls Keisha up and tells her they need to talk. When 
Keisha arrives at the dorm. Jenny tells her to sit down. 

Jenny; Keisha. 1 just want to apologize for everNihing I have ever done and said to 
you. It was rude, insincere and disrespectful. I appreciate everything you 
have done for me. 

The conflict resolution strategy of forgiveness is a part of the "Conflict Toolbox" (found 

in .Appendix F) and is from the Building Cultural Bridges published curriculum. The fact 
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that these students created attitude, perception, and behavior changes in one of their 

characters does not demonstrate that they have changed in their own lives, but it does 

mdicate that they have acquired an awareness of these issues and the need for people to 

change cultural and racial conflict behavior. The main character was intensely racist, but 

at the end slated. "T just want to apologize for everything I have ever done and said to 

\ou. It was rude, insincere and disrespectful. I appreciate everything you have done for 

me ... Jenny is not racist now and has a whole new variety of friends." The main 

character. Jenny, became culturally sensitive which was not the case at the beginning of 

the play. These students used communication and awareness development to help their 

character become culturally sensitive, and to a small extent expose the process. This may 

be indicative of their own awareness development. 

Plav ^^3 Description 

Play #3 is entitled "A Colored Day." and the authors consisted of three Caucasian 

males, one Hispanic male, and one Middle Eastern male student. This play is about racial 

violence in a school. Students were beat-up routinely simply because of their racial 

backgrounds, and a family is profiled in this story whose children learned to deal with this 

problem at school. The father in this family guided his children through the problem with 

his advice. The advice, given by the father to his children, suggested that perception 

change leads to behavior change. When these children encountered a bully at school and 

they were physically attacked, they went home and told their father. Their father helped 

them view it not as a problem for them, but as a problem for the bully. If they felt 
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intimidaied by the bully, he may sense this and target them. They changed their 

perception of the situation from helplessness to power. At this point, instead of having 

the characters win against the bully in a match of strong character, they had fate step in. 

and a bigger bully entered the play and he began to bully the first one. The father did 

teach the children not to use violence and retaliation, whether they were able to or not. 

Nevertheless, this is a change of behavior. He did teach them to not view the bully so 

seriously, which indicates an awareness development in perception of conflict. 

Plav #3 .A.nalvsis 

The students' awareness that the characters needed perception awareness, when 

they stopped taking the bullies so seriously, is probably an indication that they have 

become more aware of using positive strategies to resolve conflicts instead of using 

violence. Students had one of the main characters state. "But you shouldn't be laughing 

though because someone will laugh at you tomorrow." Their theme expresses the fact 

that cultural insensitivity can cause problems. 

Plav Description 

The title of Play #4 is "A New Student from Another Country Goes to School." The 

authors consist of one Asian female, one Hispanic female, one Hispanic male, two 

Caucasian females, and one Caucasian male. This play was about an immigrant 

elementar>-aged student who moved to the U.S. from Laos. The play revealed the intense 

struggles the child from Laos experienced while trying to survive in a classroom where 
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ever>'one was speaking a language she didn't yet understand. This is a true story from 

one of the student authors of this play. Characters in the play did not want to help this 

Laotian child and the teacher was insensitive to her needs. .A.t the begirming of the play, 

the narrator stated: 

She and the teacher have trouble understanding each other. She also has a problem 
with other kids. She wants to be friends with them, but the others don't want to be 
friends just because she's different and doesn't speak English. 

With time. Leeta's classmates began to make attempts at communicating with her. and 

they eventually made her feel a part of them by teaching her English. 

Plav ?4 .Analysis 

Communication was the major theme that emerged in this play. Stereotyping and 

perception of others were also pointed out in the stor>'. Since it is a true stor>'. the student 

involved in this experience was probably already aware of the issues. However, the 

extensive use of the communication strateg\' theme in this play may indicate an increased 

awareness, not of communication as a need or desire, but communication as a conflict 

resolution strategy. The resolution in this play began when Rosa sat next to Leeta (the 

Laotian child) at lunch and taught her the names of the foods they were eating. This was 

the beginning of a new cultural sensitivity toward Leeta. and the other students followed 

Rosa's example. The fact that many characters were trying to assist the main character in 

learning English or at least meeting her needs demonstrates an awareness of cultural 

sensitivit>'. Statements such as. "... tries to communicate with her... Rosa and Leeta tr\' 
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lo communicate, even though they don't speak the same language. ... Rosa is trying to 

teach her English... . Everyone helps Leeta leam the language" demonstrate student 

characters' attempts to communicate with Leeta. The characters tried to help the new 

student, which demonstrates their cultural sensitivity toward her. Interestmgly. the 

teacher in the play was not culturally sensitive. 

Plav #5 Description 

Play tfS is entitled "Meeting of the U.N.." and the authors consisted of four 

Caucasian males. This play dealt with the intense conflict resolution strategies employed 

by politicians when dealing with a world tyrant who manufactures nuclear weapons. In 

the play, world leaders had a meeting to talk about the tyrannical leader and they 

discussed what action to take. 

Plav =5 .Analysis 

Communication and listening skills between world leaders was emphasized. They 

mentioned established techniques for dealing with this situation including surveillance of 

weapons manufacturing, but also emphasized talking to the tyrarmical leader as a possible 

resolution. 

Plav ~6 Description 

The title of Play #6 is "The New Girl." and the authors consisted of one Asian 

girl, one Hispanic girl, and four Caucasian girls. This play dealt with the non-acceptance 
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of a new high school student who was racially different than the other characters. Three 

students (Samantha, Amber, and Lisa) stereotyped the new student. Vanessa, unfairly. 

and they did not like her because she looked different. The characters explored the 

meaning of stereotyping in their dialogue: 

Amber: Uh. I don't like her. 

Lisa: You don't even know her. 

Samantha: So. we still don't like her, look at her! 

Lisa was the stereotyping character who decided to get to know the new student. Vanessa. 

and she convinced the other girls that they were being mean. 

Samantha: I'm sorry for saying that stuff. It was really mean. I guess I was 
just trying to be cool but that wasn't very cool at all. 

.^.mber: I'm sorry too. I was going along with it. 

Vanessa: You guys really hurt my feelings. That wasn't cool. But I guess 
I'll forgive you. Please just don't do it again. 

Lisa: Hey. did you guys talk things out? 

Plav =6 .Analvsis 

Students had learned that one can only stereotype another when they don't know 

them, as demonstrated by their character's dialogue. A strategy used by these 

stereotyping characters was getting to know the new student before making a judgment. 

Communication was the mode of resolution. The authors of this play had a heightened 

awareness of conflict resolution strategies. When asked if any of them had an experience 

such as this, they stated that they hadn't. I asked this group if the story was true since 
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they were all girls as the characters were. This might have possibly indicated that the 

entire cast of characters' perceptive perspectives on awareness regarding stereotyping was 

a newly acquired awareness for these students on the subject of cultural sensitivity. The 

new student at school was not accepted because of students stereotyping her. When they 

had a character state. "You don't even know her." they were actually describing their 

awareness of the definition of stereotyping - judging someone that you don't know. 

When they had a character state. "I'm sorr\' for saying that stuff, [t was really mean. I 

guess I was just tr>'ing to be cool but wasn't very cool at all. I'm sorrv' too. I was going 

along with it." they were indicating their awareness and understanding regarding what 

happens when people are culturally insensitive. They indicated in this dialogue that they 

were aware of the negative side of cultural insensitivity and the effects it can have. They 

also indicated an awareness of how people go along with cultural insensitivity because it 

is easier than standing against it. a form of cultural insensitivity peer pressure. The 

character who was stereotyped then stated. "I forgive you." indicating a conflict 

resolution strategy used to resolve any type of conflict, also from the "Conflict Toolbox." 

Plav -7 Description and Analvsis 

The title of Play #7 is "Chinese Immigrants." and the authors included four male 

Caucasians, one female Caucasian, and one female Persian/Hispanic. This play explored 

the tragedies surrounding racial oppression and how it must have played out in history. 

(Another subject studied in this course is the hisxor\' of ethnic groups in America.) Their 

lack of a solid resolution in the play reflected the actual lack of resolution of racial 
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oppression in the history of the United States. The authors of this play stated that they did 

not intend to make this connection. The themes present in this play were violence and 

racism. No awareness development of cultural sensitivity was noted. 

Plav -8 Description 

Play #8 was entitled "'Murder at English Manor." The authors consisted of four 

female Caucasian students. This play was a murder mystery that needed to be solved. 

The expected and perceived villain was someone from a race different from all the other 

characters. They suspected her first because of her race, and one person's misperception 

of her grew to include all the others. All the characters grew to suspect her as well. .A,t 

the end. they were shocked that the murderer was from their own race. 

Plav ?8 .Analvsis 

Perception, or rather misperception. and stereotyping were the themes that 

emerged from this play. The awareness of stereotyping and misperceptions was evident 

through the students' emphasis on them. Murder mysteries do not usually emphasize 

greatly the accusations of one race over another, so this was a unique and effective way to 

demonstrate cultural sensitivity. Some characters demonstrated their sensitivity toward 

and understanding of the effects of stereotyping. Statements including. "I have only met 

him once. ... I was wxong about him" indicated students' awareness of how stereotypes 

work. .'Mso, the statement. "I am sure they are sorry about accusing you. Jasmine." 



indicated an awareness for the need to be culturally sensitive when suspecting and 

accusing someone simply because they are from another race. 
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Discussion of Themes Found in the Multicultural Conflict 

and Resolution Plays 

.Awareness development toward conflict resolution is apparent in Plays #2. 3. 4. 

and 6 since these plays used communication as a tool. Students were only told to write 

and perform a play that has a multicultural conflict with a resolution at the end. Again, 

the fact that their resolutions contained strategies such as communication indicates their 

increased awareness of cultural sensitivity. 

It is evident, however, thai some students' attitudes were so ingrained that they 

did not appear to develop awareness of cultural sensitivity. Plays #5 and #7 demonstrated 

this in that they do not display any new knowledge of stereotN^ing. cultural sensitivity, or 

conflict resolution strategies. .A.s evidenced in Play #7. another attitude that was difficult 

to affect in youth was the fact that violent ideals sometimes appear to hold status among 

young people currently, and being "nice" or respectful toward each other is not valued 

anymore. This becomes obvious when working with high school students. In Play #7. 

students demonstrated their attitudes toward an emphasis on violence with a lack of 

resolution. 

•Also, as Play #6 tells us. young people adopt friends" conflicts or friends' dislike 

of others because they do not want to seem "un-cool." It is very risky behavior to break 

the stereotN^pical or racist pattern and respect others, and to speak against what friends 
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believe. Plays #2. 3. 4, 6. and 8 show that perceptions of conflict have not grown in 

awareness. They still view conflict the way they had before participating in this course. 

That is. they believe that conflict is inevitable; however, their perceptions of conflict 

resolution have seemed to develop into awareness. This is apparent through their 

extensive use of communication as a strategy in these plays, as well as awareness of 

stereot\ ping. and the use of communication or talking out a problem to relieve 

stereot>'pes and misunderstandings. 

The language of stereotyping indicates a shift toward an awareness of cultural 

sensitivity, and the use of communication as a tool for resolving cultural conflict 

demonstrates an awareness of a tool for practicing cultural sensitivity. Although there is 

a significant amount of awareness of cultural sensitivity in students" language in these 

plays, some still indicate that they are only sensitive to their own situations as in the case 

of Play si in which the teenagers are unfairly stereotyped. It is possible that some 

awareness of cultural sensitivity has been achieved by students in the course, but that an 

objectivity or a critical awareness of other's experiences has not yet been attained. It 

might be useful for students to write plays fi"om someone else's point of view besides 

their own. 

Table 4.7 provides a list of themes found in each of the Multicultural Conflict and 

Resolution Plays. The words "major theme" indicates that the theme was the main 

message of the play. The words 'minor theme" indicates that the theme was simply an 

idea presented in the play. 
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Table 4.7 
Themes Found in Each Multicultural Conflict and Resolution Plav 

Themes Play 

#l ' 

Play 

U2 
Play { 

#3 ' 

Play 

#4 

Play 

#5 

Play 

#6 ' 

Play 

#7 

Play 

Ui  

Positive Indicators - Themes 

Communicatio 

n- Talking It 

Out 

Minor 

theme 

Major 

theme 

Major 

theme 

Major 

theme 

Minor 

theme 

Conflict 

Resolution 

Strategies 

Major 

theme 

Minor 

theme i 

Major 

theme 

Major 

theme 

Forgiveness Minor 

theme 

Minor 

theme 

Listening Minor 

theme 

Minor 

theme 

Major 

theme 

Positive Indicators - Themes - Directlv Related to Answering Research Questions 

Perception 

Awareness 

Development re; 

Conflict 

Resolution 

Minor 

theme 

Major 1 

theme i 

Minor 

theme 

Minor i 

theme i 

Minor 

theme 

Attitude 

Awareness 

Development 

Major 

theme 

Behavior 

Awareness 

Development 

Major 

theme 

Minor 

theme 

Minor 

theme 

Awareness of 

Cultural 

Sensitivity 

Major 

theme 

Major 

theme 

Major , 

theme 

Major 

theme 

Negative Indicators - Themes 

Racism/ 

Prejudice 

Major 

theme 

Major 

theme 

Major 

theme 

Major 

theme 

Major 

theme 

Stereotyping Major 

theme 

Minor 

theme 

Minor 

theme 

Major 

theme ; 

Major 

theme 

Violence -

Phvsical 

Major 

theme 

Major 

theme 

Disrespect Minor 

theme 

Minor 

theme 

Minor 

theme 

Minor 

theme 

Minor 

theme 

Minor 

theme 

Insulting 

Language 

Minor 

theme 
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A major theme is defined as a recurrent idea, and a minor theme is defined as an 

idea that is used only once or twice in the play. The major themes especially, and the 

minor themes also provide insight into answers to the research questions. The research 

questions are as follows; 

1. In what ways are students' attitudes reflected in their written language in 

response to specific assignments in the course. Cultural Identity? 

2. In what ways are perceptions of conflict and conflict resolution reflected in 

students' written language? 

3. In what ways does students' written language indicate an awareness of 

cultural sensitivity? 

4. What language is used in students' oral language during classroom 

interactions that indicates an awareness of cultural sensitivity? 

In answer to the research questions, attitude awareness development is evident in 

Play #2 when the main character changes her attitude toward her roommate. In Plays #2, 

=3. #4. #6. and #8. perception awareness development occurs regarding conflict 

resolution. In Play #2. the racist character changes her perception of her roommate by 

realizing that her intentions are good (perception) and by using conflict resolution 

strategies such as communication and listening. Her behavior actually changes toward 

her roommate and others from different races and she is now friendly with them and not 

suspecting anymore. In Play #3, perception awareness development occurs in the three 

children characters who attend school. Their father teaches them that violence is not the 

way to deal with violence. Taking the bullies not so seriously helped the children 
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suspend from violence themselves when faced with violence. This is evident perception 

awareness development. In Play #4. a perception change occurred in some of the 

classmates of the new student. At first, students perceived the new student as different 

and therefore not a friend but a foe. then they realized that she was not so different when 

some of them tried to communicate with her. Through communication they changed their 

perception of her. 

•Also, in Play #6 a new student is faced with rejection. The other students finally 

realize that they are stereotyping her unjustly, and their perceptions of this new student 

changes, and they all become friends. This play also points out that students will accept 

the perception that another person holds based only on what their peers perceive. In Play 

^8. all the characters experience a perception change when they realize that they wrongly 

accused someone of a crime just because she was from a race different from their own. 

.A.11 these perception changes occur through the use of a conflict resolution strategy. For 

example, in Plays #2. #3. #4. and #6 communication is the resolution strategy used, and 

in Play ^8 the detective exposes the true murderer and they realize they had wrongly 

accused Jasmine. The attitude and perception changes of these characters, in my belief, 

reflect the awareness of cultural sensitivity and the necessity of conflict resolution 

strategies in the students who wrote the plays. These students might not have changed 

drastically, but they definitely have a keen awareness of cultural sensitivity at this point. 

.Again, as in the Prompted Response Journals, there is no evidence in students' written 

language that indicates any actual behavior involved that evidences a developing sense of 

cultural sensitivity in themselves. 
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Conflict Resolution Questionnaires 

The questionnaires are the third data set from the written assignments. The 

questionnaire is a published worksheet called "Personal Reaction To Conflict Worksheet" 

(example in Appendix C) used as part of the Building Cultural Bridges curriculum. 

Students completed the questionnaire when they entered the course and when they exited 

the course the first day and the last day of both 4'/: week sessions, so students completed 

a total of four. Students were asked to answer the questions honestly. They were told 

that their answers were not graded, but that they would receive points toward their grades 

for completing the questionnaire. They were also told that their answers would assist me 

in knowing how to design the course. The questions, which asked for shon answers, are 

as follows; 

1. Name a person who is most like you when it comes to dealing with conflict. How 
are you and this person alike? 

2. What kinds of conflict are the most difficult for you to deal with? What kinds of 
conflict are easiest? 

3. What kind of conflict do you usually tr>' hardest to avoid? What kind of conflict 
do you usually not try to avoid? 

4. What kind of conflict do you wish you could deal with better? What is one thing 
you could try to help you deal with it better? 

5. What is an example of a time you had a small misunderstanding with someone 
that became a major conflict? What might have been done to stop it from growing 
into a major conflict? 

Context of the Conflict Resolution Questionnaires 

Students were given the questionnaire at the beginning of the first day and the last 

day of each 4'/2-week period. Students sat in assigned seats even on the first day. They 

worked on the questionnaires individually and without conversing. If a student entered 
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the course on a day after it had started, they were given a questionnaire to complete on the 

beginning of their first day. 

Analysis Procedure for Conflict Resolution Questionnaires 

The questionnaires were coded for themes that emerged. The themes were color-

coded making subsequent reviews easier. Anticipated themes included perception 

change, attitude change, awareness development, behavior change, and communication, 

.additional themes that emerged after beginning the analysis and coding include racism, 

stereotv-ping. conflict resolution strategies, lack of communication as a problem, and 

miscommunications. Each student's questionnaires were stapled together in 

chronological order so that awareness development across time was easily noted. 

Students with Inconsistent Ertfollment/Attendance 

Questionnaires for students who did not take the course consistently were also 

analyzed, and they demonstrated a lack of understanding of conflict resolution strategies 

such as communication. These students were not just absent the day the questionnaire 

was administered, but had missed a significant portion of the course, such as a week or 

more. This lack of understanding was not evident in the questionnaires of students who 

attended consistently. 
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Analysis of Themes in Conflict Resolution Questionnaires 

Communication 

Nearly everj' student indicated that communication is a vital tool in resolving 

conflicts, cultural as well as others. Students mentioned the lack of communication as a 

major problem either in starting conflicts or in keeping them unresolved. 

Miscommunication was mentioned more than half the time communication was 

discussed. Communication was mentioned only a few times on the initial questionnaires, 

but mentioned more than any other theme in the successive ones. 

•Awareness Development of Cultural Sensitivity and the 

Use of Conflict Resolution Strategies 

.Awareness development of cultural sensitivity and the use of conflict resolution 

strategies were much more profound in this data set than in the others. In the initial 

questionnaires, awareness of conflict and conflict resolution strategies was almost 

nonexistent. .After being asked to describe a conflict that became major, they were then 

asked to describe what might have been done to prevent it from becoming a major 

conflict. In the initial questionnaires, students responded with comments such as. "Don't 

know." "1 try not to let them get big," "I could have kept my mouth shut." One student 

stated. "My dad didn't call for a month so I got mad; when he called, I hung up on him 

... we haven't talked for at least a year and a half. Don't hang up." His resolution was 

to not hang up. however, this did not indicate an awareness of the communication 

strategies available to him during the first class. He completed the questionnaire again 
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4'/: weeks later and at that time he stated. "Once my dad didn't call me so I got mad. 3 

months later he decided to call and I hung up on him. I could have talked to him instead 

of hanging up on him. It wouldn't have got so bad. 1 haven't talked to my dad in 2 

years." His awareness of conflict resolution strategies was more acute after completmg a 

portion of the course. 

Perception Development of Conflict Resolution Strategies 

.•\voidance of conflicts was a frequent solution in initial questionnaires. Closing 

off communication, walking away without resolving the conflict, and not talking about 

the problem were frequent comments: In subsequent questionnaires actual resolution 

strategies surfaced. "If we would have talked things out instead of ignoring each other, it 

would have worked out better." "We could have worked it out in a talking way and 

nobody w ould have got hurt or mad." "Maybe I should of asked her first about the rumors 

going around." Their awareness of conflict resolution strategies surfaced more after the 

first class, but did not necessarily increase again after that. 

Family Conflict 

Interestingly, when discussing personal conflicts on these questionnaires, students 

commented on family conflicts much more frequently than school conflicts. Family 

conflicts were mentioned more often as the year progressed also. Students commented 

that the way they deal with conflict is learned at home, at least at first. They said. 

"Conflicts with my dad are difficult to deal with." "The most difficult conflicts for me are 
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the ones dealing with family issues," "The hardest conflict for me to deal with is when the 

conflict is with my father because I feel scared to tell him what 1 am feeling." Another 

student stated that his most difficult conflict to deal with was. "The conflicts when my 

parents got divorced are difficult to deal with." .A.nother student stated. "The hard ones 

are the ones with my family; the rest are easy to deal with." Out of 61 students 

completing questionnaires, 28 students stated that family conflicts are the most difficult 

to deal with. 

Wrong Versus Right 

The conflict that was discussed in this data set dealt with some wrong versus 

right. Students explained that when a person feels that they are right, they close-off 

communication, especially listening skills, and the conflict either starts or accelerates. 

One student stated. "Difficult conflicts are with my cousins when we argue who is right 

and wTong," "Conflict that's hard for me to deal with is when someone tells me I'm 

wTong." .A.fter participating in the course, in answer to the question asking for a time a 

minor conflict became a major one, this same student commented, conflict with my 

cousin over the words to a song. It was over one word to it. We should have just listened 

to the song and said, "Oh it's that, let's drop it now.'" This student now sees wrong 

versus right as a problem, and now sees that solving the conflict is easy. 
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Additional Themes and Comments From The Conflict Resolution 

Questionnaire Data Set 

Conflicts sever relationships and the lack of resolution strategies were mentioned 

also. Miscommunication, a lack of communication, and responsible communication 

emerged frequently. Responsible communication consisted of such things as not using 

bad language, hostile behavior, yelling, accusations, and any other insulting speech. In 

subsequent (not initial) questionnaires students began to express the desire to change 

racial conflicts more. Most participants altered their attitudes from not communicating to 

using communication to resolve their personal conflicts. Possibly their perception 

awareness development is that they began to view conflict as resolvable. They became 

more aware of communication in particular for resolving conflicts. Since these 

questionnaires dealt with students" own personal experiences, any changes in attitudes, 

perceptions, and awareness development is considered to be a direct reflection of their 

own perceptions. 

Table 4.8 indicates emerging themes found in the Questionnaires, the occurrence 

of these themes as they entered the course, and occurrence after having attended the 

course. Students in Groups 3 and 4 completing questionnaires total 61. These themes 

correspond to strategies students used or characteristics that they had as indicated in their 

written language. 

There are 61 students whose questionnaires are analyzed and four questionnaires 

for each student, with the exception of 11 students who did not complete all four. It is 
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interesting to note the number of times each theme emerged during the entrance 

questionnaire and during the questionnaires completed after beginning the course. 

Communication. Communication is the theme mentioned as a conflict resolution 

tool most frequently. Upon entering the course for the first time, six students indicated 

thai communication might help resolve a conflict, but after having attended the course 45 

students stated that communication could be used to resolve conflict. Conflict 

resolution strategy use was mentioned by 6 students from a total of 61 students upon 

entering the course and appears 57 times from 61 students after attending. 

Racism was not cited at all upon entering the course and referred to as a conflict 

that they would like to be better at resolving a total of five times after beginning the 

course. Conflicts produced by stereotyping was not referred to at all upon entering the 

course and was cited only twice after beginning the course. While the journals and the 

plays cited stereotyping frequently, the questionnaires rendered only two citations for this 

theme. This may be attributed to the fact that the questionnaires had an emphasis on the 

subject of conflict itself, rather than stereotyping. Moreover, the plays had an emphasis 

on muliiculturalism and conflict resolution strategies, so students saw that stereotyping 

behavior could lead to cultural conflicts. Whereas in the questionnaires, students were 

asked to explain how they handle personal conflicts in their own lives, so they probably 

did not view stereotyping as causing much of their own conflicts. 
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Lack of communication. Lack of communication was specified as a way of 

dealing with conflict 16 times upon entering the course. That is. when students found 

themselves involved in a conflict they simply closed off communication rather than 

talking it out. When lack of communication was mentioned in the subsequent 

questionnaires (20 times), they stated that it was a problem and that the panies should 

communicate. There was a difference in the context of discussion about the lack of 

communication between the first questionnaires and the latter ones. On the first 

questionnaire, one student stated. "Always try to keep your comments to yourself" On 

subsequent questionnaires, she stated on questionnaire #2. "I should have asked for 

someone to explain to me," questionnaire #3. "I could use the talking-it-oul method." and 

questionnaire #4. "We should use the talking it out method." Another student 

commented on her first questionnaire. "In middle school a girl was talking about me and 1 

ignored her until it escalated into something bigger. If I would have confronted her and 

solved it. we wouldn't have had that problem." In this first questionnaire, she not only 

indicated a lack of communication, but she also indicated confrontation as a conflict 

resolution strategy rather than communication. In subsequent questionnaires, she 

concluded that communication skills will resolve a conflict: on questiormaire #2. 

"Listening more." questionnaire #3."... we should have talked it out." and questionnaire 

#4. "1 could probably talk it out to help solve it." Upon entering the course many students 

were aware of the pitfalls of not communicating, however their awareness level of 

communication as an effective conflict resolution strategy was more acute as indicated in 

their language on subsequent questionnaires (questionnaires 2. 3. and 4). 
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Miscommunication. Upon entering the course, more than half of the students (33) 

indicated that miscommunications were a problem when dealing with personal conflicts. 

On subsequent questionnaires, only 16 students stated this. On the first questionnaire, 

one student stated. "I know right now these friends of mine are really really mad at each 

other because girl A is going out with this guy. and girl B thinks she stole the guy from 

girl C. but because of miscommunication they're all mad at each other for the wrong 

reasons." She was aware of her friends' miscommunication. On a subsequent 

questionnaire, she described a scenario at home that caused a conflict and then stated. 

"How to solve? COMMUNICATION." 

Responsible communication. Responsible communication was mentioned four 

limes in the first questionnaires and 42 times in the subsequent ones. Responsible 

communication was described by students as refraining from using such mannerisms as 

bad language, hostility, yelling, accusations, and any other insulting language. Upon 

entering the course, students did not seem to be aware that this is a problem or that 

irresponsible communication could cause a conflict. However, on subsequent 

questionnaires it became evident that students developed an awareness of the potential 

problems with irresponsible communication. Quotes fi"om subsequent questionnaires 

include. "1 could have stopped it by just not arguing about it." "I reftised to apologize for 

a long time. I could have just apologized as soon as it happened and it would have ended 

there." "1 could do that by talking peacefully with him and not shouting at him," "I could 

try speaking softly." Students became aware of their own behavior and how it causes 
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conflicts or causes conflicts to become worse. Students also indicated an awareness that 

not employing a resolution strategy soon after the conflict begins can cause the conflict to 

grow. 

Avoidance of conflict. Avoidance of conflicts was described frequently in the 

initial questionnaires as a way to deal with them. Twenty-five students explained that 

they walk away from conflicts as a strategy. In subsequent questionnaires. 15 students 

stated that they use avoidance as a strategy for dealing with conflict. As they attended the 

course, students became aware of strategies such as communication that they could use 

for dealing with conflicts, and in the questiormaires described how they used 

communication to resolve their personal conflicts. They replaced avoidance of conflicts 

with communication, or at least they were aware that communication is usable in the 

event that they need it. 

Perception awareness development. In answer to the research questions, students" 

perception awareness development is not. of course, evident in the initial questionnaire, 

and this is the case with other awareness development, such as in attitudes and behavior. 

In subsequent questionnaires. 25 students began to view conflict as resolvable, which was 

coded as a developing awareness in perception. They began stating ideas such as. "I 

could have talked it out" and "Maybe I should have asked her first about the rumors going 

around." "1 could have been more understanding of her position to help the conflict." 
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Instead of viewing conflict as un-resolvable by avoiding it. some students became aware 

that conflicts are resolvable. 

.Attitude awareness development. Students" attitude awareness development 

became evident through their discussion on using communication to resolve their 

personal conflicts. On subsequent questionnaires. 37 students discussed the use of 

communication as a conflict resolution strategy, which they had not indicated using on 

the initial questionnaire. When asked how to resolve a conflict on a subsequent 

questionnaire one student commented. "I could talk to him more." On another student's 

subsequent questionnaire, she stated. "Tell the friend how you feel and talk it out." Some 

students" attitudes had developed into an awareness of resolving conflicts as represented 

in the questionnaires and demonstrated in their employment of strategies to resolve 

conflict, rather than to avoid it. 

Behavior evidencing a developing sense of cultural sensitivity. Behavior 

evidencing a developing sense of cultural sensitivity is more evident in this data set since 

the questionnaires asked students to respond to questions about their personal experiences 

and actions. Students described how they actually resolved or didn't resolve a conflict by 

answering these questions: 

1. Name a person who is most like you when it comes to dealing with conflict. 
How are you and this person alike? 

2. What kinds of conflict are the most difficult for you to deal with? What kinds 
of conflict are easiest? 
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3. What kind of conflict do you usually tr>'hardest to avoid? What kind of 
conflict do you usually not try to avoid? 

4. What kind of conflict do you wish you could deal with better? What is one 
thing you could try to help you deal with it better? 

5. What is an example of a time you had a small misunderstanding with someone 
that became a major conflict? What might have been done to stop it from 
growing into a major conflict? 

Students who commented on actually using communication to resolve a conflict totaled 

19 on subsequent questionnaires, which occurred while attending the course. One male 

Hispanic student stated. "I don't like to get in fights. I'm gonna walk away from now on." 

Awareness development. .Awareness development was nearly non-e.\istent in the 

initial questionnaires. Some students demonstrated awareness of talking to resolve 

conflicts at first. Fifty-seven students demonstrated an awareness of using conflict 

resolution strategies in subsequent questionnaires. Only a few students indicated an 

awareness of cultural sensitivity in subsequent questionnaires. Some students did 

indicate on their subsequent questionnaires that they desired the ability to affect change in 

racial conflicts (5). and they had not indicated this on their initial questionnaires. 

.•\wareness development of cultural sensitivity is not as profound in this data set as it is in 

others. It is possible that these students' personal conflicts do not have much cultural or 

racist content. Nevertheless, awareness development is present in their awakening to the 

use of communication as a conflict resolution tool. 
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Wrong versus right. On initial questiormaires, 28 students stated that they had a 

wTong versus right argument that created a conflict. Subsequent questiormaires only 

rendered 8 of these. It is possible that students became more aware of the benefits of 

getting along with others as opposed to always being right; however, it is also possible 

that they simply didn't mention this type of conflict on subsequent questionnaires. 

Violence. Violence is highlighted as a conflict or part of a conflict in 43 

responses on initial questionnaires, while 44 students mentioned it in subsequent 

questionnaires. The content of the initial responses regarding violence encompasses 

students" feelings of helplessness in preventing violent conflicts, as well as stopping them 

once the\' begin. Many students indicated that they would like to deal with violent 

conflicts better. The content of subsequent responses regarding violence contained actual 

strategies for avoiding violence. "I could talk more instead of yelling or cursing." "One 

lime my brother and I were fighting over the TV. and we were punching and hitting each 

other. We got in a real bad fight over nothing and it was stupid. Next time we could have 

worked, it out in a talking way and nobody would have got hurt or mad." Fifty-seven 

students indicated other methods of resolution besides violence in subsequent 

questionnaires. 

Summary of Analysis of Conflict Resolution Questionnaires 

The questionnaires were an important contribution to the data collection and 

analysis. .As in the journals, students were able to write what they think with only me as 
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their audience. They seemed free to be honest because they were not speaking what their 

peers would want to hear. The most significant benefit of using the questionnaires was 

for answering the research questions dealing with awareness development across time. 

The questionnaire completed the first day students entered the course was compared to 

questionnaires completed after attending the course. Students did benefit from this 

acti\ it> because it gave them the opportunity to reflect on how they handle conflicts in 

their lives, although the journals and written plays were more broadly beneficial by 

providing open-ended thinking and writing. 

Informational Brochures 

Informational Brochures are the fourth written data set analyzed in this study, 

(see .A.ppendix D for examples). Students worked on the brochures in groups of two to 

six. Students were asked to create an informational brochure on a relevant topic of their 

choice, such as conflict resolution, listening skills, or communication skills, or a relevant 

topic that they wanted to research further. Students chose an appropriate topic and 

audience, researched the topic, wote a draft, published it on the computer, and folded it 

into a brochure or booklet. They used the Building Cultural Bridges published materials 

as references, and other classroom materials, which was previously used for their 

instruction. They were also scheduled at the library to research sources of information on 

their topics. Thirteen brochures were analyzed for themes. Anticipated themes included 

conflict resolution strategies and communication skills since these were the assigned 

topics, yet more themes emerged as well as in the other data sets. 
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Context of the Informational Brochures 

I first showed students published brochures, and we discussed the outlines of 

these brochures. Students then selected the members of their own groups, which 

remained constant throughout the assignment. They brainstormed their topics and 

audiences and began writing a draft. They turned in their first draft and I wrote comments 

to them and edited the brochures. They composed a final draft, which was also turned in. 

They typed and printed their brochures in the computer lab at the school. 

•A.nalvsis Procedure for Themes in the Informational Brochures 

The brochures were analyzed for themes as were the previous data sets. The same 

themes emerged in this data set as in the others. Listening skills emerged in this data set 

much more frequently than in the others. Students instructed their audiences in 

developing listening skills, which they had also explored in the course. Brochures were 

copied and color-coding was used to mark themes. Themes that emerged are included in 

Table 4.9. 

Table 4.9 lists the themes that emerged in the Informational Brochures. The 

brochures were created on the premise that students had learned issues surrounding 

conflict resolution, communication, and cultural sensitivity, so they are now able to 

instruct others on aspects of these topics. .A.n "X" indicates that the theme is found in the 

brochure in which it is listed under. 
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Table 4.9 

List of Themes Found in Informational Brochures 

Themes Br. 

#1 f#2 #3 f#4 #5 1 tte 1 #7 #10 tiW • #12 »13 

Positive Indicators - Themes 

Communication-

Talkinfi It Out 

X X X X ; X X X X X X X 

Listeninsi Skills X X X : X X X X 

Conflict Resolution 

Strategies X X X X X X 

Respect X X X X X X 

Negative Indicators - Themes 

Violence X [ : X X X 

Racism/Prejudice X ; 

Stereotyping X 

Positive Indicators - Themes Directlv Related to Answerine the Research Questions 

Perception Awareness 

Development 

X X 1 X X X 

Awareness 

Development X X 

r~~' 

X 

Attitude .Awareness 

Development 

X X 1 

L 
Behavior Evidencing a 

Developmg Sense of 

Cultural Sensitivit> 

X 

1 1 
1 
1 
1 
1 

1 
[. 1_ . 

Brochure 

Brochure instructs young people to "respect yourself and "respect others." It 

suggests that"... knowing yourself and your own identity can help you deal with others 

better." The authors talk about dealing with reality as opposed to living faulty 

perceptions of events, people, and your own life. Their discussion is about perception, 

and they suggest viewing oneself and others realistically. Themes that emerged included 
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respect and perception. Through what they are teaching others, they are possibly 

exploring for themselves. (See Appendix D for e.xamples of brochures.) 

Brochure 42 

Brochure #2 gives advice to students about "Strategies for Coping with Difficult 

Teachers." They suggest strategies such as. "Avoid doing and saying things that make 

them respond negatively." and "Sharpen your listening power." These strategies teach 

students to take responsibility for their interactions with others and their conflicts. They 

then provide 10 ways to cope, which include: "Maintain self-control in all situations" 

(conflict resolution strategy). "Accept full responsibility for your own actions and 

personal goals" (behavior). "Be confident and calm during a personal crisis" (behavior 

and conflict resolution strategy). "Find time to relax" (behavior and conflict resolution 

strategy), and "Develop a sense of humor" (attitude). These coping skills reveal themes 

that are consistent with others in this data set, as well as across data sets. 

Brochure ~3 

Brochure #3. entitled "How to make your own choices." talks about critical 

thinking on the subjects of violence, drugs (peer pressure), family life, and relationships. 

They organize each topic on separate pages and provide advice on how to deal with them. 

They advise on ways to prevent violence: "Gather information, ask open-ended questions, 

listen, reframe the problem in neutral terms, discuss possible solutions, ask each person 

what he needs, search for areas of agreement, decide on a solution." This advice includes 
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themes such as commtmication and attitude change (search for areas of agreement). They 

state. "There are a lot of problems that lead to violence" which suggests awareness 

development in the authors. Advice on relationships includes: "Listen to everyone's side 

of the contlict before making a decision." "Don't automatically accept gossip. Just 

consider it and make a mental note." These comments reflect the themes of 

communication and perception. They also add at the end to respect yourself and others as 

well. 

Brochure #4 

Brochure #4 gives advice on "Developing your listening skills." Communication 

is the major theme found in this brochure. Listening skills are linked with success in life. 

The authors also stress respecting oneself and others. They advise; 

Benefits you could get out of developing your listening skills are: 

1. Better grades in school 

2. .A better understanding of your friends, parents, and even the people you 
commonly associate with each day. 

These authors give direct advice on how to develop listening skills. They advise to: 

1. In a quiet room listen to your surroundings. Tell the person who is in the 
room with you everything you hear. 

2. When a person is talking to you look them in the eye to avoid distractions. 

.Although the authors do not explicitly state that listening skills development is a conflict 

resolution strategy, they make references that indicate that listening skills can prevent 
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conflicts. Also, a bener understanding of people might indicate awareness of cultural 

sensitivity. 

Brochure 45 

Brochure #5. entitled "Listening Skills for Teens." provides a list of embarrassing 

moments caused by a lack of listening skills. One of their embarrassing moments 

involves a high school girl that misunderstands that she should wear a costume to school 

for an event this week, and it is actually the following week. They provide a quiz that 

focuses the reader on who they are used to listening to and who they do not listen to with 

a score at the end. One of the quiz questions states; 

Your mom told you to clean your room, but you promised your cousin you'd be at 
the mall at 10:00. It's now 9:45, what do you do? 
A) Clean your room. 
B) Forget your room and go to the mail. 
C) Do neither and go somewhere else. 

.Along with other questions, the reader answers the questions and then counts their score. 

The authors state that if the reader's score is 1-4. "If you're in this category, you should 

really try to listen to people more." All the ideas listed in this brochure emphasize the 

theme of communication. 

Brochure ^6 

Brochure #6 includes information for parents on dealing with their teens. They 

provide information on the pitfalls of the modem teen life so that parents understand what 

their teens are thinking about. Themes emerging from this brochure include 
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communication, conflict resolution strategies, racism, stereotyping, and perception. They 

advise parents on conflict resolution strategies to use with their teens, such as. "Sit and 

lisien--it is the best form of communication." They provide cultural sensitivity ideas for 

parents such as. "Today's teens have lots of discrimination issues. Race, clothing, hair 

color, just being a teen is a form of discrimination." This is a form of cultural sensitivity-

training. although it is their own perspective and not a learned perception from this 

course. 

Brochure 

Brochure #7. entitled "Can You Hear Me?." gives advice to parents on how to 

a.ssisi their children in developing listening skills. They advise on issues including; 

"Listening is More Than Hearing," "Here's Some Ways to Work at Your Listening 

Skills." "Are You Teaching Your Child to Listen?" and "Games to Help Your Listening 

Skills." One of the suggestions for a game is called Echo. The authors state. "With a 

panner. have him/her say something, you copy his/her same words. See if you can 

remember them." Communication is the major theme in this informational brochure. 

Brochure #8 

Brochure #8 also advises on how to teach kids to develop listening skills. 

Headings include; "Show Respect; I Give My Full .Attention; I'm Encouraging; If I Don't 

Understand. 1 .Admit It; I Keep an Open Mind." Communication and Perception are the 

themes that emerged in the language of these authors. "I Keep an Open Mind. I don't 
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judge or react negatively to what is being said" indicates an awareness that perceptions 

need to be viewed with critical thinking. They suggest one way of leaching children to 

develop listening skills is to model them. 

Brochure «9 

Brochure #9 deals with conflict resolution strategies and respect between family 

members. The themes that emerge here include communication and conflict resolution 

strategies particularly for handling violence. When giving instructions on creating respect 

and ways to resolve conflicts, they encourage communication as a way to encourage 

these. These authors suggest ways for parents to solve conflicts within their families. 

They state: 

There are good and bad ways to get the attention of your children. Here are some: 

1. Show respect 
2. Give them full attention 
3. Praise them by responding in some form 
4. Listen patiently and if you don't understand, ask them for clarification 
5. Keep an open mind. Don't judge or react negatively to what is being said 

Then they also give suggestions for how parents can teach their children to develop 

listening skills. 

Brochure #10 

Brochure #10 provides instruction for parents on teaching teens how to deal with 

violence. Themes that emerged include communication, conflict resolution strategies, 

and violence. They suggest conflict resolution strategies for dealing with violence. "Talk 
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to your teens about violence, explain to them if they're in a dangerous situation just walk 

away or talk it out with that person." They also state. "Tell your kids about putdowns 

because putdowns can lead to violence." and "Most teens learn violence from action 

movies or from T.V. Try to monitor what your kids watch." Violence is a theme that is 

always accompanied by a conflict resolution strategy for resolving it. 

Brochure #11 

Brochure #11 provides information on listening skills development for students in 

particular. The authors focus on communication skills and how this can resolve problems 

of various forms and intensities. They also link effective listening skills with success. 

The\ state. "Always keep an open mind to what people have to say." They are not only 

suggesting more focused communication, they are also suggesting that readers change 

their perceptions if need be. 

Brochure #12 

Brochure #12 also instructs on listening skills development for teenagers. 

Communication, conflict resolution strategies, and perception are themes that emerge. 

They instruct on listening skills use in places such as school, home. work, and with 

friends. They demonstrate a sensitivity toward the idea of perception when they state. 

"The more somebody understands you. the less harsh their feelings are about you." They 

indicate that this is accomplished through both talking and listening. 
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Brochure #13 

Brochure #13 is entitled "Anger and Violence: How to handle it." These students 

demonstrate that violence is not productive and that there are alternatives to it. They talk 

about warning signs for potential dangers. These authors use computerized cartoons to 

characterize various conflicts and show that these conflicts must and can be resolved. 

They also indicate that violence and conflict are senseless. Violence and conflict 

resolution strategies are the main themes in this brochure. 

Summary of .Analysis of Informational Brochures 

Once again, communication has earned first place in themes mentioned most often 

in this data set as well as the others. Communication and talking things out have 

increased in the awareness of these students as methods of conflict resolution. They view 

communication as a usefiil. effective way of dealing with conflicts. In this data set. 

listening skills was emphasized. A better understanding of others described in Brochure 

~4 indicates an awareness of cultural sensitivity at least in these students. Racism and 

stereotyping played a small role in this data set. Communication has definitely placed 

itself as the most important resolution strategy across data sets. 

Context of the Field Notes 

The field notes were collected solely in the classroom that participants met in 

daily for the class. Field notes were obtained from group activities and whole classroom 

discussions and activities. For the most part, the teacher-researcher was an observer and 
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not a participator in the discussion in the field recordings. However, there was some 

teacher-researcher participation in some discussions. 

Procedure for Analysis of Field Notes 

I recorded field notes of the oral language interactions of the students while they 

were participating in assignment-focused classroom activities and during their social 

conversation while in the classroom. Assignmenl-focused classroom activities are 

characterized as interaction between students talking to each other, behavior toward each 

other, communication skills between each other, level of communicative understanding 

ot'. and classroom work relations with each other while working on classroom activities. 

These interactions involve the assigned activity itself. Their social group work 

interactions are categorized as students talking to each other, behavior toward each other, 

communication skills between each other, level of communicative imderstanding of. and 

classroom work relations with each other, which did not focus on assigned activities. 

Since the teacher was also the researcher, the recording of field notes was limited. 

However, significant conversations, behavior, and events were recorded as soon as 

possible after they occuned in order to document important and relevant conversations. 

The richness of the events contributed much to answering the research questions. 

Students" behavior and conversations that indicated a developing sense of cultural 

sensitivity had to be included in the data collection. Data for the field notes was collected 

by means of kidwatching. This kidwatching activity, observing how students interact 

with each other and recording relevant conversations and behaviors, was the major 
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method I used. (Y. Goodman, 1996). This data set was analyzed by underlining themes 

in pencil, and by listing themes in the margin of the transcripts. Themes were then tallied 

for the number of times they occurred in students' conversations, behaviors, and 

interactions. 

Example of Social Group Work Interaction 

In one transcript, two students' attitudes (a Hispanic male and an Asian male) 

toward each other changed dramatically from potentially violent at the beginning of the 

course to friendly with an exchange of jokes about each other's ethnic backgrounds 

toward the end. I purposefiilly sat the two next to each other during their second 4'/: 

weeks in an attempt to give them the opponunity to talk to each other more. This is when 

they began to exchange friendly conversation. Finally, they were able to laugh about each 

other's stereotypes. Since they were able to joke with each other about this. 1 coded that 

humor became a conflict resolution strategy as well as an indication of a developing sense 

of cultural sensitivity. 

Example of Learning Conflict Resolution 

Another transcript revealed that one student commented on how they do not take 

their insults of each other seriously in this class, but that they do take them seriously in 

other classes, h is possible that students understand that if a behavior is important 

enough to teach/talk about, it is important enough to learn. .Another student who made 

very derogatory comments about all races, especially one student's ethnic background 
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made friends with him during the second 4'/: week session, at least while in class, by 

choosing to work with him and converse with him in a friendly manner. He chose to 

work with him and talk to him, which he was not required to do for completing his 

assignments. The student's acceptance of the other student was an example of a 

developing sense of cultural sensitivity because he chose to become friendly with him 

instead of remaining at odds with him. 

Example of Assignment-Focused Interaction 

Students learned how to use the "Talking It Out Model" when they were given 

scenarios to act out verbally. This activity and the scenarios were obtained from the 

Building Cultural Bridges curriculum. One scenario involved a conflict between a coach 

and an advocate for girls" admittance onto boys" basketball team.s. There were three 

students who took the roles of coach, advocate, and resolver in this particular activity. 

The coach does not want girls admitted to a boy's basketball team. The male student who 

role-played the coach stated that girls should not be allowed on boy's basketball teams. 

So he was actually speaking his own opinion when role-playing. The female that role-

played the girl's advocate stated that she actually believed girls should be allowed to join 

boy's basketball teams. Because the coach and the advocate talked about their opinions 

and the resolver also helped them to keep communication open, the resolution came with 

the coach deciding to let the girls try-out for the team. This activity was designed to teach 

students the steps of talking out conflicts. .'Although it would take a lot more practice for 

students to begin using the "Talking It Out Method" in their personal lives, the use of this 
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activity is meant to create an awareness in students of efficient ways of resolving conflict. 

This set was analyzed by observing for themes that emerged in students' oral language 

that reflected how they handled the scenario conflicts. 

Analvsis of Themes in Field Notes 

Themes that emerged in this data set include awareness development as well as 

some changes in attitudes. Awareness of stereotypes and understanding the 

ridiculousness of the nature of stereotypes emerged. Another theme that surfaced was an 

awareness that perceptions about people are not always true. .Although students do not 

seem to be objective when teenage stereotypes aie an isiue. they did become more aware, 

through discussion of their personal experiences, of the negative effects that stereotyping 

can have. 

•Additional themes emerging from this data set include perception/perspective 

awareness, stereotype awareness, lack of communication as a problem, negative effects of 

racism, attitude awareness development toward cultural sensitivitv-. conflict resolution 

strategies, and the exploration of all these. The field note themes were focused more on 

attitudes and perceptions, while the questionnaires were more focused on violence, 

communication, and behavioral issues in regard to conflict. The themes that emerged 

were powerful in both the Assignment-Focused Interaction and the Social Group Work 

Interaction; however, the social conversations between students that were not directly 

related to an assignment were much richer. This is the case since in these situations they 



were speaking what they personally believed. In Assignment-Focused Interaction, 

students attempted to emulate what they were supposed to learn. 

Table 4.10 lists the themes that emerged in the Field Notes including the 

.\ssignment-Focused Interactions and the Teacher-Researcher Notes on Significant 

Con\ ersations or Behavior (Social Group Work Interaction). 

Table 4.10 

Occurrence of Themes TTiat Emerged in the Field Notes 

Themes Assignment-Focused 

Interaction 

Teacher-Researcher Notes 

on Significant 

Conversations or Behavior 

(Social Group Work 

Interaction) 

Positive indicators - Themes Directly Related to Answering the Research Questions 

Perception Awareness 

Development 

6 -) 

.attitude Awareness 
Development 

1 2 

Behavior Awareness 

Development 

1 I 

.Awareness of Cultural 
Sensitivity 5 T 

Positive Indicators - Themes 

Conflict Resolution Strategies 

2 I 

Stereotvping .Awareness 4 5 

Communication-Talking It 
Out 

2 2 

Negative Indicators - Themes 

Negative Effects of 
Racism/Prejudice 1 1 

Lack of Communication -

Talkine It Out 

0 
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Attitude awareness development, behavior evidencing a developing sense of 

cultural sensitivity, and perception awareness development of cultural sensitivity were 

more pronounced in the field notes than in the other data sets. The field notes are more 

perception oriented than the questionnaires. The questionnaires asked students how they 

handle conflict and resolution in their personal lives. The field notes were observations 

of students" personal conversation while working on assignments or student 

conversations that were part of the assignment. Since the Field Notes included personal 

conversations, students" personal thoughts and perceptions and awareness development in 

their perceptions were more obvious than in other data sets. 

Examples of Perception Change 

The first impression assignment from the Building Cultural Bridges published 

curriculum asked students to describe a time when they had a first impression of someone 

that turned out to be wrong. Students were first asked to write it down, then share it in a 

group, and then volunteers were asked to tell their stories to the whole class. The 

following first impressions are examples from the volunteers: 

First Impression Number One: 

When I first met one of my friends. I really did not like him that much. He kinda 
was a jerk and I thought he was better than everv'one else. That is what I thought 
at least. As we got to know each other better I found out that he was not the way 
that I thought he was. He was cool and really a nice guy. This taught me not to 
make first impressions on people that I do not know. 



First Impression Number Two: 

There was a new student from Russia came to school. My first impression 
was that he was stupid and strange being as the way he talks because no one 
understood him and the way he dressed because his clothes were different 
from ours. Everyone always teased him about the way he talked and I did 
too. Eventually. I became friends with him because I felt sorry for him when 
everyone was teasing him and spoke out for him. And a majority of the 
people stopped teasing him and to this day I still don't understand him but we 
get along. 

First Impression Number Three: 

I have this girl in my fifth period that gave me a first impression that she was 
racist. She was always talking about a certain race, mostly about white girls. She 
was talking bad about them and how they looked. But then later in the year, she 
spoke out and said she was going to try to stop being like that. So 1 got the 
impression that she was a bad person, but then she spoke up and was ver\' honest 
about it and 1 realized that she's only human. 

In all three examples, students showed perception awareness development. They 

were operating from their negative stereotypes and once they got to know the person they 

were stereotyping, they became friends with them. This activity gave students the 

opportunity to discover and become aware of the process of acquiring a true perception of 

someone. These students demonstrate the quality of empathy toward others and this 

activity allows them to become conscious of that. 

The first impression assignment significantly heightened awareness about 

perceptions and stereotyping. Although most of the incidents students described occurred 

previously, students now show evidence of thinking of the process of changing wrong 

perceptions. These students may be able to get past their prejudices and attempt to view 

the real person during a first impression, rather than much later. The first impression 

assignment was an assignment-focused interaction recorded in the field notes. 
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Example of Communication as a Conflict Resolution Strategy 

Students" awareness of communication as a conflict resolution strategy has 

developed in a larger sense than any other theme. Many students are now aware that 

conflict resolution strategies are available to them to use in the event of a conflict. 

Students seem to have a somewhat developed sense of cultural sensitivity now. however, 

conflict resolution strategy awareness has heightened more than any other theme. This is 

most evident in the field notes and the questionnaires. An example of the use of 

communication as a conflict resolution strategy is found in the following field notes. 

Students were working on a classroom assignment reading, writing, and sharing their 

ideas with another student of their choice. 

Field Note - March. 1999 

Background; The Caucasian male - M - had made derogatory comments about 

the .A.rab male - K - during the first 4'/: weeks as well as during the second 4'/: 

weeks. M had made a point of being rude to K verbally. M had also made 

derogator\' comments about other races and ethnic groups during this time as well. 

His comments were informally stated and not directed toward anyone in particular 

in a direct way. however there is the possibility that he wanted people to hear his 

comments. Most of M's comments were concentrated around the beginning of 

the first 4'/: week period of time and the comments did subside to non-existence, 

at least during class time. 
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Setting: It was the second week of the second 4'/: week period of time. Non-

assigned seating was in effect and students could move about the room freely and 

choose with whom they would work. Most students were working with friends. 

Example of Communication as a Conflict Resolution Strategy 

Field Note - March. 1999 

M was sitting near his friends and working. K was sitting near his friends and 

working. M walked over to K and sat in a chair next to him and began speaking 

to him. and the two continued to work on their assignments while talking to each 

other. 1 observed for the content of the conversation which happened to be 

friendly. However. I did not listen to the actual conversation for the purpose of 

reducing researcher interference. M"s behavior toward K became more congenial 

and even friendly during the remaining lime of the second 4'/: week rotation. 

The context of the class during this event was informal and allowed for 

experimental behavior such as M choosing to work with K. when he hadn't previously. M 

used communication as a tool for a conflict that previously had included non

communication and stereotyping. 

This Field Note added examples of personal action in students' behavior that the 

other data sets characteristically did not. I learned that when students" awareness of 

cultural sensitivity and conflict resolution strategy use is raised, they then have the 

opportunity to act according to their new-found consciousness. Without fail, students 

acted more positively toward each other once their consciousness was raised. It is 
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possible then, that students are not aware of their prejudices and stereotypes of others, 

and not aware of what starts their conflicts. And when they are more conscious of these 

things, they take a positive stance. It seems like a small measure for schools to take to 

offer awareness development to students when this training has positive effects for 

ever\one. 

Summar\' and Conclusion of the Analvsis of the Five Data Sets 

In the journal responses, students spoke of realistic behavioral strategies for 

reducing conflicts. What I learned from their responses reveals knowledge about 

resolving conflicts. As one sUident stated. "They just don't know how to stop a conflict 

in progress." When one is in the middle of a conflict, critical thinking is difficult. One 

student even mentioned that unresolved conflicts could lead to a break-up of families. It 

is possible that she has had an experience with this, however, it was perceptive of her to 

understand the reason for such a break-up. 1 was astonished at the lack of hope for 

resolving conflicts dealing with large numbers of people. These include racist conflicts, 

school conflicts, and all large conflicts in general. Students are unaware that they can 

begin a positive trend by themselves. They feel helpless when a problem involves a lot of 

people. They also feel as though there will always be such ideas as racism and that there 

is not much anyone can do to stop those ideas. Encouragingly, some students became 

aware that all conflicts can be resolved, even racist conflicts. 

The plays were drawn from personal experiences, while the journal responses 

were generalized. Several student groups chose to reveal issues in their plays that they 
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themselves had experienced and wanted others to become culturally sensitive toward. I 

learned that it is difficult for students to become objective about cultural conflicts. They 

are sensitive about their personal backgrounds and they cannot perceive and understand 

what another person is thinking about them. I also learned that students respect what is 

taught in this course enough that they listened, did what they were required to do. and did 

what they could not be required to do - become more culturally sensitive. They were not 

graded on accepting the ideas and becoming aware of them, but many did. 

The questionnaires dealt with personal conflicts and resolutions. I learned 

through these that students are concerned with learning to resolve conflicts. Although 

being tough is a deep-seated value, they still do not want to let conflicts go unresolved. 

The\' believe communication, both talking and listening, is an important tool for getting 

along with others, and they all want to get along with others. Some students mentioned 

that the conflicts at home were more easily resolved since their family will be there 

unconditionally, whereas this is not the case at school or with friends. I realized that 

students were able to acquire an awareness of conflict resolution strategies, and I believe 

that any future class like this should provide more practice with resolving conflicts and 

how to actually change their behavior in a lasting way. 

The field notes provided interesting data in that they were revealing of students' 

actual perceptions and behavior unrelated to the class requirements. In particular, the 

social group work interaction notes revealed students attitudes and attitude awareness 

development as they were applied outside this course. The group who informally 

discussed that they do not seriously insult each other in this course, but that they do in 
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others indicates a more effective catalyst for behavior change is indicated for future 

courses of this type. 

The data sets in this study were revealing of some anticipated themes and some 

unanticipated themes as well. Themes that were anticipated include perception awareness 

development, attitude awareness development, development of cultural sensitivity, 

behavior evidencing a developing sense of cultural sensitivity, and communication as a 

conflict resolution strategy. Themes that were not anticipated include: the lack of 

communication; the lack of hope for resolving conflicts, particularly racial; racism, 

stereotyping, miscommunications, and conflict resolution strategies. The journals, plays, 

and brochures were enriching for students, and all the data sets were powerfial e.xamples 

of answers to the research questions and to a further understanding of how to teach 

multiculturalism by providing opporttmities for cultural sensitivity training. 

It was evident from the analysis that many students" attitudes developed toward an 

understanding of the negative effects of racism and stereotyping, of understanding their 

perceptive views of others, an awareness of cultural sensitivity, and of understanding the 

need to apply conflict resolution strategies to cultural conflicts as well as others. It was 

also evident that some students did not become more aware easily, especially those with 

inconsistent attendance as indicated in the data from the questionnaires. Students who 

did not attend often demonstrated a lack of development in awareness of cultural 

sensitivity and of conflict resolution strategies. Students have developed behavioral 

patterns all their lives and it may be unrealistic for them to make major behavioral 

changes after completing only one course. However, an awareness did seem to develop 



on important issues in many of the participants in this study as reflected in their written 

and oral language. 
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CHAPTER 5 

FNTERPRETATIONS. IMPLICATIONS. APPLICATIONS 

In this chapter. I review and interpret the dissertation design and results. I then 

discuss implications for the school and the course. Cultural Identity. I also suggest 

implications for teachers and for teacher education. I end with a discussion of how this 

study informed me and make recommendations for further research. 

Student participants in this study demonstrated a developing awareness of cultural 

sensitivit>' through their written and oral language as a result of a high school course 

concerned with cultural identity. Although this developing awareness in these particular 

students cannot eliminate violence on this high school campus completely, it is a first step 

in promoting such a goal. This goal was supported by an active learning course. Cultural 

Identity, which was offered to a limited group of freshman for one year. An active 

learning course such as this one combines the established method of using multicultural 

literature in content areas with actual strategies for resolving and preventing conflicts. 

The published portion of the Cultural Identity curriculum. Building Cultural 

Bridges, which was used to teach this course, in part, aided in producing perceptual 

awareness of conflict resolution strategies and cultural sensitivity as shown in the five 

data sets that were developed by the teacher-researcher. The "Talking It Out Model" 

made a remarkable impression on students in its usefiilness for resolving conflicts. The 

Classroom Worksheet, which described a story and then asked perceptual awareness 

questions about what had happened, enlivened students' critical thinking in relation to 
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examining the process of their own perceptions and reflectmg on them. This published 

curriculum was limiting, however, in that it did not provide enough of the personal hands-

on, relevant experiences for dealing with cultural conflict and for incorporating the entire 

school, district, and communit>'. and for producing a personal curriculum for these 

particular students. Therefore, using the Building Cultural Bridges curriculum as only a 

partial curriculum for this class is preferable. The teacher-made curriculum portion 

should be designed with individual communities, schools, and classes in mind. 

The curricular ponion of the course represented by the data sets and created by the 

teacher-researcher also produced perceptual awareness and sensitivity toward cultural 

issues. The plays allowed students to explore cultural sensitivity issues, to teach each 

other cultural sensitivit\. and to teach the class cultural sensitivity. The journals allowed 

students to express their beliefs about violence and racism in their schools. The 

discussion surrounding the journal questions allowed students the opportunity' to 

appreciate others" views as well as their own. It seems that the direct talk of problems, 

such as violence and racism, in a safe environment alleviated the stress of discussion 

about such intense issues. In my experience, students who discuss these issues in content 

area courses do not share the level of comfort talking and sharing ideas about this subject 

as these students demonstrated in this course. .A.lso. they do not view the subject as 

seriously as these students did. Although some students stated diat racism will always 

exist, many student participants state that they now realize that they can resolve most 

conflicts that confront them personally, whether in school or in the community as a result 

of this course. 
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Overview of Dissertation 

Answers to the Research Questions 

Students" written and oral language demonstrated that this course. Cultural 

Identity, created an awareness of stereotyping behavior, racism and its effects, and the 

tact that conflict resolution strategies exist and can be used. Research question number 

one asked whether students' attitudes are reflected in their written language. Students' 

journal entries indicated that they realized stereotyping exists and that it can cause 

conflicts. The multicultural conflict and resolution plays and the informational brochures 

showed that students became aware of conflict resolution strategies and how they can use 

them personally. The conflict resolution questionnaires and informational brochures 

confirmed that students became aware of communication and talking things out as 

effective ways to solve problems. Students were not communicating their thoughts and 

feelings and were not using listening skills while interacting with others, as indicated in 

questionnaires. As the course progressed students exhibited an awareness of talking out 

problems and wTote about how this worked well for them. In some instances, students 

wrote about an awareness of how past conflicts could have been resolved through 

communication. This awareness may ser\'e them in the future when they are confronted 

with another opportunity to communicate and talk things out. 

Question number two asks if perceptions of conflict and conflict resolution are 

reflected in students' written language. Students seemed to be unaware of how conflicts 

develop before they took the course, as indicated in the questionnaires. They also seemed 

to be unaware of the existence of resolution strategies and how to use them. Students' 
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wTitten language in the questionnaires, over time in the course, indicated that they became 

aware of and used communication to resolve conflicts that were not preventable. The 

characters in students' plays used resolution strategies to solve problems, and students' 

perception of conflict resolution strategies is evident in the informational brochures as 

well. 

Question number three asks what written language points to an awareness of 

cultural sensitivity. Approximately half the students wrote in their journals about racism 

and stereotyping as problems that need to be solved. They had become aware of these 

issues and the problems they create. They also became aware of how racism and 

stereotyping are resolvable. The plays demonstrated students' awareness of 

communication as a resolution tool for bridging gaps between different peoples. Students 

indicated in the brochures that they had a developing sense of understanding people in 

general, which they indicated reduces conflict. 

Question number four asks what oral language is used by students in classroom 

interactions that demonstrates an awareness of cultural sensitivity. The field notes 

revealed that students had a developing consciousness of how they stereotype others and 

also that they are stereotyped by others. The first step in becoming culturally sensitive is 

to become aware of what cultural sensitivity is and why it is needed. Students became 

aware that cultural sensitivity included having a better understanding of others. They 

then realized that a lack of cultural sensitivity could lead to undesired conflict. They 

explored and became aware of resolution tools that they could use to prevent such 

conflicts and these are evident in the oral language in the transcripts. 
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All of the language in the five data sets—the journals, plays, brochures, 

questiormaires. and field notes—indicated to var>'ing degrees a developing awareness of 

cultural sensitivity and how conflict resolution strategies are useful. If limiting violence 

on high school campuses is desirable, we must begin with providing a course such as this 

one for assisting students in the first steps of awareness. Ideally, we should then provide 

them with the opportunities to put their developing awareness into deliberate practice. 

Implications for Schooling and Curriculum 

High school campuses are like other institutions in modem society. They are full 

of people who work closely together and are most often su-angers. These people do not 

always understand the cultural ideals and mannerisms of each other. Many times they are 

unconscious of their own cultural ideals and why thev act as they do. Considering all 

this, there is a great opportunity for conflict. The current local and national news reports 

the growing violent conflict that this situation breeds. 

Since many students attending the same high schools are strangers to each other, it 

is increasingly important for these students to learn about the beliefs of other cultures, 

about people they associate with every day (as one informational brochure offered), about 

the way they perceive others, and about how they personally handle conflict. If high 

school administrations and district administrators take on the responsibility of teaching 

cultural sensitivit\- and conflict resolution strategies through either multicultural 

education or through active learning courses like Cultural Identity, they may promote 

safer campuses through such courses. These types of courses and curricula also assist 
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students in gaining a better understanding of the people they work with daily. With a 

better understanding of others, their developing sense of cultural sensitivity*, and 

developing skills in resolving conflicts, they will not only have the ability to reduce 

conflicts on their high school campuses, but will also have the skills for reducing 

conflicts m their personal and professional lives. They will live and work more 

efficiently with these skills. 

The role of schools in promoting positive interaction between people is becoming 

a vital self-interest goal. While schools satisfy this self-interest goal, they also assist the 

surrounding communities in this same goal as well. If students learn conflict resolution 

strategies at school, it is likely that they will apply those at home and in their 

communities, also. In the questionnaires, participants of this study indicated using their 

newfound resolution strategies outside of school as well as inside. 

James Banks" (1994) concept of educational reform, called multiethnic education, 

is characterized by the inclusion of the total school environment in the process of 

multiculturally reforming a school (p. 42). School programs desiring to reduce campus 

violence and promote cultural sensitivity' must consider reforming the entire school 

environment. This is a practice that should be instituted along with a course such as 

Cultural Identity'. If a course such as Cultural Identity is to be successful, the total school 

environment needs to be involved. A parent program can be added for a series of 

evenings or a weekend so that students' use of resolution strategies are supported at 

home, and parents use them as well. Parents can be part of the curriculum or the 

curriculum design. Parents could give presentations on their cultural backgrounds. .A.lso. 
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all adults on campus should support the efforts of such a course, as indicated by some 

student participants. All teachers should institute the basic concepts of this type of course 

into their curriculum to support cultural sensitivity ideals. Students should be given the 

opportunity to practice this knowledge formally in communit\' service activities and 

informally in their personal lives. 

The true success of a course like Cultural Identity and support for its students comes from 

e\ eryone. This includes the teachers, adults at the school, school and district 

administrators, peers, parents, families, and people in the communities. 

When students are not supported in their culttu^al sensitivity endeavors and use of 

resolution strategies, they may become frustrated and give-in to the alternatives. For this 

reason, school programs and courses that promote violence prsvention and cultural 

sensitivity should attempt to include everyone in the school community as well as 

ever\ one in the student's life. In order to further the success of this goal, schools should 

offer a Cultural Identity course regularly throughout a student's school career, from 

preschool to high school. If this practice is used, students will be more likely to 

internalize what they learn from years of support in school, at least. More studies of this 

nature would support these goals. 

In Through Students' Eves: Combating Racism in United States Schools. 

McLean-Donaldson (1996) states. "Because it is important for educators to recognize the 

existence of racism and its adverse effects on schoolchildren, we must continue to 

conduct studies in this area ... through the efforts of professionals, parents, and students, 

antiracist/multicultural education can be developed and practiced.... If all schools were 
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10 reform their curriculum to reflect such development, reducing racism in schools could 

become a reality" (p. 103). Studies on the effectiveness of using the students" entire 

environment should be conducted. Also, more studies are needed for determining the 

effectiveness of assisting students in getting along with each other while at school, as was 

the purpose of this study. More studies need to be conducted on courses that share the 

same goal as Cultural Identity. 

McLean-Donaldson (1996) and Sikkema and Niyekawa (1987) suggest that 

courses like Cultural Identity use an active pedagogy in teaching the subject matter, rather 

than a passive approach secondarily adding this content to a more imponant content such 

as Language Arts. McLean-Donaldson (1996) strongly suggests that the multicultural/ 

antiracist curriculum in schools be intentional and not a secondarv' notion placed 

intermittently into school curricula, and funding and budgets should account for these 

projects and programs (p. 102). In Design for Cross-Cultural Learning. Sikkema and 

Niyekawa (1987) state: 

The reason for the surprising lack of awareness of the need for deeper cross-
cultural understanding may be that the majority of well-educated people have a 
"passive" understanding of other cultures and subcultures that give them the 
feeling that they know the other cultures.... Passive understanding can be 
achieved to a significant extent by studying the literature, philosophy, religion, 
history, or art of a particular culture.... However, when people of different 
cultures or subcultures interact in face-to-face situations in which egos are 
involved, another kind of understanding is required~"active" understanding.... 
But for those who will be interacting with people of other cultures ... such 
passive understanding is far from sufficient, (p. 3) 

Sikkema and Niyekawa differentiate between passive and active cultural learning by 

describing passive learning as intellectual and active learning as emotional. They state. 
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Active understanding requires the development at gut level of an attitude of 
acceptance, respect, and tolerance of cultural differences. This can hardly be 
accomplished through traditional classroom methods, because learning in the 
classroom takes place primarily at the intellectual level, (p. 4) 

They also state. "In other words, in the classroom there is relatively little involvement at 

the emotional level with the culture under study"' (p. 4). They contend that active cultural 

learning has to take place by e.xperiential methods or leaming-by-doing methods since 

this will render more emotional involvement and therefore effectiveness (p. 7). Although 

Cultural Identity includes traditional/intellectual techniques through multicultural 

literature readings, its primary method provides for the emotional face-to-face activities 

similar to those recommended by Sikkema and Niyekawa. Courses such as Cultural 

ldentit\' need to be "active" in order to be truly effective. 

James Banks (1994) also discusses active culture learning in Multiethnic 

Education: Theory and Practice. He recounts Goodlad's claim. "Conceptualizing ethnic 

content as essentially additive in nature is problematic. A large body of educational 

literature has documented the traditional and non-stimulating nature of many school 

courses and has stated why reform in classroom teaching is sorely needed" (as cited in 

Banks. 1994. p. 201). Cultural Identity is an active learning experience that focuses on 

cultural content. Importance is given to the content of cultural sensitivit)- by making it 

the main focus of the course. 

Implications for the Cultural Identit\' Course 

Cultural Identity is designed to reduce stereotypical perspectives, racism, and 

school violence, while promoting cultural understanding. The data as indicated in the 



five data sets demonstrated that students at least became aware of these issues. Some 

students" written language in the questionnaires indicated that they actually used conflict 

resolution strategies in their personal lives and at school. Some students became aware of 

their attitudes toward racism and stereotyping stating in the journals that these issues need 

to be dealt with and reduced. Students expressed their discomfort with school violence 

and the threat of violence. In the plays, the action of characters demonstrated students' 

understanding of the effects of racism. In the informational brochures, students indicated 

the imponance of conflict resolution strategies including communication skills and 

listening skills. The field notes revealed that students were developing a sense of the 

effects of stereotypical behavior. Overall, since taking the Cultural Identity course, 

students developed an awareness of stereotypical behavior, an awareness of the negative 

effects of racism and violence, and attitude awareness toward these. In reviewing these 

results, schools should consider offering courses such as Cultural Identity to reverse the 

growth of violence, the threat of violence, and to promote cultural understanding among 

young people. 

The Cultural Identity course was a learning experience for the student panicipants 

and for me as well. Some approaches to teaching this course were effective while others 

should be modified in the future. I agree with James Banks and the others in that cultural 

sensitivit\- must be taught by using experience and active learning strategies, rather than 

using only an intellectual approach. The plays were a powerful example of active 

learning strategies. The plays gave students the opportunitv' to teach the people in their 

groups and the rest of the class about the cultm^l sensitivity that they understood or have 



experienced. They became the teachers through this activity. They taught each other 

about the negative effects of racism, stereotypes, and violence. They taught each other 

about the positive effects of using conflict resolution strategies, especially communication 

through their plays. 

The prompted response journals were usefiil for the purpose of data collection and 

for student learning through self-reflection. Journals are usually kept private and 

confidential in a classroom setting and this allows students to feel comfortable in writing 

what they actually believe, not what they believe others want to hear. In the future. I 

would record students' comments anonymously and give them a copy so that they would 

be able to see that they're not alone when they believe that schools need stricter discipline 

rules and punishment for violators of their safe environments. Students do not state that 

they believe schools should have stricter discipline policies while speaking to their peers. 

They do not verbally mention these feelings in class as well. It was interesting to note 

that when they were given the opportunity to write in a confidential journal about these 

issues, many stated that they would be more comfortable with stricter disciplinary rules 

on campus. 

The questionnaires were very useful for showing awareness development in 

attitudes and perceptions over time. As students reviewed their own questionnaires over 

time, they were able to observe their own growth and progress. In the future. I would 

again have students look at their own progress over time. Also. I would have them reflect 

on their progress fijrther so that they had more opportunity to become conscious of the 

awareness development themselves. 



The informational brochures were a powerful addition to students" active 

experiences for teaching others how to handle conflict, how to communicate, and how to 

listen to others. As the plays had provided, the brochures also gave students the 

opportunity' to teach their classmates as well as expand their audience to the rest of the 

world. Since the brochures were printed and reproduced, they may serve as keepsakes of 

students" own learning experiences and how they taught others of what they had become 

aware. 

The field notes became an invaluable addition to the collection of data. They 

were valuable because at times, during classroom activities, students were allowed the 

freedom to work independently and move about freely in the class. This provided the 

obser\'ation of their behavior and their personal choices, rather than a mere obligation to 

behave in a cenain way for the class requirements. So it was important to observe 

students" behavior independent of classroom structure. I observed students associating 

with students who normally had not done so previously. Not only was I able to observe 

students making new choices out of a developing cultural sensitivity, but they were also 

given the opportunity to do so in the classroom setting that encouraged it. Therefore, a 

multifaceted repertoire of classroom activities is a must in this type of course. 

Critique of the Course 

In reflecting on the characteristics of this course. 1 have more considerations for 

addition rather than subtraction of the activities used. The activities used were effective 

and 1 would keep those intact, with only minor modifications. The activities described in 
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the fi\ e data sets were all valuable and I would not subtract any from the curriculum. The 

journals were effectual and useful for students" reflection on school violence and cultural 

sensiti\ it>- issues. The plays provided an active learning experience in which students 

became the teachers of cultural sensitivity. The informational brochures also supplied 

students with the opportunity to become the teachers of conflict resolution strategies. The 

questionnaires not only fiimished the research with evidence of participant growth and 

development, but also provided students with a reflection on their attitude and behavioral 

awareness development, especially in regard to resolution skill development like 

communication. All five data set activities were valuable and the only changes I would 

make include adding more student opportunities for reflection on the results. 

Many of the other activities that 1 did not analyze in depth proved valuable as 

well. The classroom discussions enabled students to hear others' views and to relate their 

thoughts and feelings to others". The name posters, in which students transliterated their 

names into many other languages, provided students with a new perspective on why 

immigrants have difficulty pronouncing English. The posters also gave students an 

artistic keepsake of how their personal name connects to peoples around the world. They 

were laminated after completion. The fear skits that were written and produced by 

students included unrealistic fears of others" differences. Again, these skits provided 

students with the opportunity to become the teachers of cultural sensitivity. Students 

studied the "Universal Declaration of Human Rights."" They then researched and wTote 

and presented an historical civil rights report and a futiu"e report indicating what rights 

people will need in the future. Students conducted panel discussions on human rights 
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issues involved locally and globally. Students researched their own heritages and 

produced a poster reflecting their ancestor and family histories. Students reflected on the 

media and violence and reflected on how they are personally influenced by this. They 

learned some Braille and Sign Language and attempted to communicate in those 

languages. Students read personal biographies, literature, and poetry written by people 

from various ethnic backgrounds. All these activities were valuable and I would not 

eliminate them. .Again, the only thing I would add is students" reflection on the results of 

these activities. 

The Building Cultural Bridges curriculum was also valuable, and I would use it as 

a basis for the course if taught again. It taught students that there are commonalities as 

well as differences among people. It made students aware that prejudices stem from their 

fear of others' differences. Conflict resolution strategies are taught and classroom 

activities are provided that encourage students to practice resolving conflicts with 

communication, in particular. The Building Cultural Bridges curriculum ended with a 

project designed to ask students to explore their school's needs from a multicultural 

perspective and take action on it. Since the course. Cultural Identity, was an accelerated 

course, there was not enough time for such a project. If taught again. I would make the 

course a traditional yearlong course and would include this project. 

What worked well was the inclusion of learning about all minority groups, the 

blind and deaf as well. Students who are bullied was touched upon in the cultural 

sensitivity training; however, in the future this should be a main topic since violent 

crimes committed in schools are many times committed by students who were bullied. 
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The cultural sensitivity training needs to be generalized beyond racial differences to 

include all differences. 

There are items involved in the course that I would change if taught again. 1 

would include more reflection opportunities for students, as mentioned previously. More 

time to reflect on activities and develop journals would be added, possibly turning the 

journals into personal experience commentaries. I would include Agusto Boal's critical 

theor\' in the Multicultural Conflict and Resolution Plays. Another addition would 

include some authentic writing from minority individuals in our own community. 1 

would offer open-ended questions for the Prompted Response Journals. In addition to 

these. 1 would also create more time to include the school service project at the end. A 

parent component would be added in which parents could participate in and contribute to 

the course. .Along with this, a parent workshop would be added so that parents had an 

opportunit\' to learn these course concepts, also. 1 would have students design a project 

which would move the entire school community toward cultural sensitivity that involved 

the other students, teachers, and adult staff and administrators in the school. This could 

also include district administrators. Students would also be given the opportunit\' to take 

their plays and skits to other classes on campus and also to middle schools and 

elementary- schools, so that they could teach younger children violence prevention and 

conflict resolution strategies. Other community service activities could be developed as 

well. More time would be needed so the course would have to be given the traditional 

yearlong schedule. 



There were issues that limited the course and limited the research as well. One 

limitation of the course is related to a problem in American society. TTiis problem 

involves issues of power and economics. In the hierarchy of American society, those in 

control of power and economics are sometimes considered immune to issues of race and 

to having the need to leam cultural sensitivity. Rincon High School, the site of the 

Cultural Identity course and this research project, shares its campus with University High 

School, which is the District's gifted high school. It must be noted that Cultural Identity 

was offered only to Rincon High School students and not to Universitv' High School 

students. University High School represents those in power in society. It seems that 

contlict resolution, anti-racist, and anti-violence education is offered only to poor. 

average students. In actualit>-, anyone can benefit from a course like Cultural Identitv'. 

.Another limitation of the course included the fact that the teacher-researcher is 

Caucasian. .Although there were many Caucasian students in the course, there were also 

many minority students. It is preferable that this course be team-taught with teachers 

from different racial backgrounds, or taught by one teacher with guest speakers from 

various racial and ethnic backgrounds to facilitate the true minority experience. 

The time that die course was offered was also limiting. The course was offered as 

an accelerated course in 9 weeks. The 9 weeks was split into two 4'/:-week sessions. It is 

difficult to expect awareness development from a course that separates itself into two 

halves. Courses such as .Algebra would not be taught in two 4'/:-week inter\'als, 3 months 

apart, since smdents would have a difficult time maintaining themes during the time 



separation. It is preferable to offer the course as part of a traditional calendar—1 hour per 

day. 5 days per week, throughout the entire year. This would provide more time for more 

involved projects. 

Included in the limitations of the research is the role of the teacher-researcher. .A,s 

the teacher of the course, it was impossible to record field notes as the events happened. 

The\- had to be recorded after class had ended. A research assistant employed to record 

filed notes is the ideal solution for this problem. This would also assist in the 

triangulation of the study. Research assistants from minority backgrounds would also 

provide a more valid triangulation perspective. With the employment of a research 

assistant, more information could be gathered, such as personal interviews to find out 

more about the background of students and for critiquing assignments. 

Implications for Teachers and Teacher Education 

.A descriptive study on this type of course can inform educators who want to 

include cultural sensitivity training in courses like this and other content courses as well. 

.A.n inclusion of various types of activities is ideal such as: multicultural literature. 

conflict resolution strategy practice, perception training, role-playing cultural sensitivit\' 

training, and exploring the experiences of others (i.e.. Braille and sign language), all of 

which were included in Cultural Identity-. An inclusion of all ethnic groups is vital in the 

cultural sensitivity training, not focusing only on the largest minoritv- groups. This 

practice also includes each student's background so that they participate in learning about 
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their own heritage while learning about others'. All of this is included in Cultural 

Identity. Multicultural literature is important; however, teachers must extend this practice 

to practical applications in cultural sensitivity training. Conflict resolution su-ategies 

should be taught on a regular basis (each year) in some form, as other basic and vital 

subjects are so that students have the opportunity to e.xpand the skills involved over a 

period of years. This practice may alleviate the problem mentioned by one student 

participant in his journal that vvhen in the midst of conflict, it is difficult to know what to 

do. 

Teachers need to have knowledge regarding the importance of assisting students 

in learning conflict resolution strategies. They need to know that these strategies are a 

vital part of students" living in a complicated modem world inside and outside their 

schools. Teachers also need education for teaching conflict resolution strategies and 

cultural sensitivit\' to students of all ages. Teacher education and therefore student 

education should be for the purpose of prevention, rather than intervention. Without this 

type of teacher education, teachers are often not aware of their own prejudices, which can 

unintentionally come through to students while teaching. If prejudices cannot be 

eliminated, they must be consciously contained so that conflicts do not arise and so that 

others are not offended. Teachers and teacher educators must handle these issues 

realistically. Teacher educators must approach issues of cultural sensitivity, racism, and 

prejudice realistically in this way. A realistic view of one's own prejudices is easier to 

control than an unrealistic view. If stereotypes can never be eliminated, then handling 

them is the next step. The stereotype training in the Cultural Identity course did not strive 
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to rid students of their stereotypical thoughts, but rather to allow students to become 

aware of their thoughts and misperceptions. It should be the same for teacher education. 

Implications for Research 

More research on student-to-student stereotyping, violence, conflict, and cultural 

sensitivity training needs to be done. Much research has been conducted on teacher 

stereotyping, institutional racism, and youth violence in general. More specific research 

needs to be done on students' interaction with other students, h is impossible to reform a 

total school environment when only considering teachers and administrators. Students" 

treatment of other students must be included in order to have a true total school 

environment reform movement. Students are responsible for what they do to each other 

while at school. The teachers and administrators cannot be the only responsible 

participants in school conflict. Students in this study asked for more responsibility when 

they recommended stricter rules and harsher punishments for rule offenders. 

.•\s mentioned in Chapter 2, conflicts and threats of conflict at school are 

increasing and conflict resolution strategies are desirable solutions to this problem. 

Conflict resolution training, cultural sensitivity training, and multicultural studies can 

assist students in creating a safer environment for themselves. Further research on the 

positive effects of instituting these concepts in a course such as Cultural Identity needs to 

be done. 

This dissertation explored and described awareness development in students' 

attitudes and perceptions regarding stereotypes, conflict, conflict resolution, and cultural 
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sensitivity. Looking at these influences in the data indicated which activities or practices 

were most effective. If it is possible to reduce stereotypical perceptions and to then 

bridge a gap between students, teaching and learning will be more effectively and more 

easily accomplished. A more tolerant school environment can promote a more 

comfortable setting in which to conduct school activities. When students feel safe, they 

are able to concentrate on learning. It is then possible to move beyond crime patrol and 

crime prevention and into the realm of school empowerment and student empowerment. 

Further research will make it possible to confirm the benefits of offering a course 

like Cultural Identity to students of all ages so that they may learn to live and work in a 

society that supports and teaches order rather than conflict and strife. 

How This Study Has Informed Me 

.A.S a teacher. I have also developed an awareness of the need for cultural 

sensitivity, the negative effects of racism, the need for all people to develop the use of 

conflict resolution strategies, and the fact that violence and the threat of violence are 

problems in American schools. My awareness development has been taken to a new 

level, and 1 now realize consciously the pressing need to deal with these issues in schools 

as well as societ>'. Before I taught this course. I did not realize how students felt. They 

don't come to school each day and report to the teachers how they feel about the 

possibility of violence affecting their lives. However, after teaching this course. I have 

leamed the impact of society's violence on these young people, as well as the potential 

violence in their schools and its impact on them. They want stricter rules in their schools. 
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and they want harsher punishment for the offenders. No matter vvhat they verbalize, they 

do desire more order in their lives. I learned a lot from students about their desire to be 

safe at school. 

I also learned the value in offering a course such as this. I had included 

multiethnic literature in the previous language courses that I taught, but hadn't had an 

opportunity to teach a self-contained course focusing mainly on cultural sensitivity 

training. Through teaching this course. I was given an important opportunity to see its 

positive effects in action. A heightened awareness developed in me that stereotyping, 

prejudice, racism, and violence can be reduced and the methods are not difficult to learn 

and practice. .A.wareness development was not limited to the student participants, but I 

also developed an awareness of the importance of teaching cultural sensitivity, the 

effectiveness of teaching it. and the ease with which it can be done. All those involved 

benefited, students and myself as well. Eventually, the community will benefit from 

community members who had learned cultural sensitivity in high school. 
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APPENDIX A 

PROMPTED RESPONSE JOURNALS 
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APPENDIX B 

MULTICULTURAL CONFLICT AND RESOLUTION PLAYS 



Play #1 
Banana Republ 
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*ChGctops* 

Narrator 
Steve 
Fox 
Cop 
Bob 

Act 1 scene 1 
{ fox and Steve have Just u/a/ked into the 3.R Store and as soon as they did 

the manger and the security started \A/atching them J 

FOX- I ^AiE ii wIhen evERybody looks ai me as if I were qoiNq lo sieeI 
soMnlniNq. 

STEVE- Dino. 1 reaIIv ^aie roy cops. 

COP- You quys qoiNq to "buv" soMFT^iNq lodAv? 

FOX- YeaJi, you qoiNq lo fat ANy doNUTS lodAy or are you jusT qoiwq to fUsli 

VOUR liqtiT ON pEoplE? 

COP- A SMART quy, ^Ey. 

STEVE- YeaIi, collAqE dsqREE. 

( So fox and Steve start to browse. They see a couple of shirts they like. 

They go up to buy them. The manager was behind the register and said 7 

hope you have the correct change for that.') 

FOX ANd STEVE- No, Wliy? 

BOB- SoRRy youR qoiwq lo Iiave to Ieave tIten. We doN'T TAks dRuq MONEy Itere. 

FOX- That's okAy. We 'll qo dowN to TtiERE to EddiE Bauer tItey ^^AVE way boTER 
cIoT^ES lllERE. 

STEVE- PuNk 



act 2 scene Z 

( ^ax and Ste\/e are back to the Banana Republic Store. They walk up to 

rhe cash register were the manger u/as. They had a paper in hand. The 

manger said) 

BOB- 'WiiAF ARE Yoti cloiNq? Come to maIce anoiJier cracIc (JeaI? 

FOX- No, wf qivE you a court ORtiER. We are qoiNq lo sup you foR a1 you qor! 

STEVE- YfaM! 

BOB- Hey'. Thai's a jolcE vou do not Iiave any pRoof, so you ro bfiTER bEAi ir 
bffoRE I caII rhf policE! 

STEVE- ActuaHy iIiat's a no no Wf qoi iIhe sfrvaIence a camera vidEO 

BOB- WIhat? How did you qET rJiAr? 

FOX- You qoT to kNow ppoplE iiN tiiqtiER pUcEs TiiEN some biq pudqy quy 

rtfAi OWNS SOME linlE store. 

BOB- Get out of My store anJ never come bAck!! 

STEVE- See you In court t^e I 6rl< of rkis MONtk Ofi, Awd bRiNq youR otIier 
TWO bROlflERS so I CAN bloW T^fiR tlOUSE doWN. 

( The tu/o friends got their justice. They got 3S mi/lion doflars. The Banana 

"Republic tried to have a counter suit and also lost there. Fax and Steve had 

their \/ictory. Now they are living that in the Hills of Cali. cruising a hummer 

to school everyday J 
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Play #2 
The Roommate 
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^ior-c.-'or: ^enny Tnompsor. is  c  20 yecr oia coiiege sr'joer'. 

Bre '3 'ne rcommcTe of on Afnccr, A'~ienccn girl namec 

<s'snc.  ^anny cces ror l ike Keisinc oeccuse Jenny is  very 

"JJiS"". WCi'tS Ii'i Jui':' : • C/C^.'M ur t CJ CJUy wrie;': 

_sn'^y was ~esiing very sick crc she was very ST'-essec su' .  

_er-iy: O'",  '  'eei  sc slcc rcicay. 

<e!src:  Whcrs wrong. 

^er-y; Wgs ! "diking *^0 you. you r-ion<ey'^ 

<e:sro: dorr <now, we're ycu"^ 

^e'^ ' 'v.  \o.  '^O'j  wcrr rc know wnors wrong'^ rrc<e r:e 

SiC<. .All  of your peooie n 'c<e ne siok. ^ou ger-r-frfes^ec, 

oiseose 00. '—ying person. 1 rore you. 

<,esrc:  Sosr,  ^ d idnr ao ory-rirg -o you. 

-^e^ny: ~"ris never would hove noooenec- if  you werer '  "e'^e.  

'  or:y ~-y -^ienas were in rere.  

<e:sno: Wherever Jenny, 5ye ' leoving. 

\o '" '"0' '0r;  <e!sno leoves 'he '"oor-.  A -^w ooys lorer _.e-"rvs 

n^orc'^ 'or gc wcse cnc sne was ac. 'n;-~'ed "o "re hospi 'ai .  

—e.^ seoonc aay of her aa."^i"~ronoe noooay noa co'ne ore v.si '  



-e'- p-- eve' cai' "S'*, j-<st ner ne cocor e. '"Te' 's  "".e 

-^ow ce you ^eaiing Todcy »;enr,y*^ 

_^g^r-y_ i .—le DS'^S' ' .  3ic you nopoer ro "si!  "^y '""•sncs 

\ ^ V  •  '  W  V  I  t  w '  1  ^ ^  J 

"Zocror-. \c o^ course io'. wiy"^ 

- .S'^ry: Weli  ^ts jusf "moT lors of :^y ""riencs ' love ooi 'so,  

V'Si^gc:,  o '  ssnr Tig f .owers cc crocolo's.  

r^oco'"*: oon-^ know who—o *e' '  you. "^oyoe 'ray zre susy 

-.en-^y: '^eor,  'hors probooy r ,  -"sy o 'e orooooiy ousy. 

\0r ' '0 '0r _;enny foils osleeo. Wrer sne :S csieso <e!Sr-o 

co—ss 'o viS!T ner ono oroos or o oozen -oses.  S^e ^eoves 

oefore - .erny wokes up. After o coupie of rours _.,err:y 

wokes UP. 

- .er '^y: D-".  - ionsen, did you see wnc rry oesr •^•eno Cc""y 

se- '  'o 're '^ "^ou were ngr-.  

^ocro"; : "oid you so.  

\o:- 'oror;  _>enny oolls up re-" supposedly oes" "^'ero Co"-y "  

—'le" for "le flower's.  
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^ e r r y :  C c " ^ y i  C'H 'r.cn< ycL 'cr ^re "icwers ~r-ey era sc 

cec^r'~^i. : eve "-sp ".  ere t ^v cesr f-ienc. 

Cc""v; VV!'"C":" "^cwers'^ ^ dicr" sere ycu cry rower's. 

„s-—y. c i c r r  se'-c -rerr: '^ -or -eel,  r a i l  '^e -^e 

Co—v: \o 

- .eTy. v^crcer wrc die "ler,  ~;CYce : ve gcr c secre" 

ccrra. 

Ncr-c'or;  Af^er hcrgirg jo wi"n Carry a r c  coiling eve. '^occy 

s^e <.'"ew s""ii noT fincirg o'j~ wrc ser^ -nerr, sre wer-" 'c oec. 

~"-'s -ex" -^crrirg <eisi"G er-ers cs creer^jl  cs 'ne b:"gr- scr.  

<eisrc:  Sccc i"^crrirgi!  

-e^ry _^gr wrcT ere you ccirg ^-ere you ' i^ie creeo. 

<eisrc;  jl-S" come ro see row you were coirg ore row you 

i.<eo your lowers ! senr you. 

<e'src;  Whcr do you rieon, wrcr"^ 

^erry ^ou serr me rrese flowers"? 

<eisrc;  Ves,  I>o you iiice rnem"^ 



VV-c" ycu -"ii;  c^:  <;il  "  s  ccc erc^gr 

vc:- cc a  s.c< ::LiT ycu e r a  -ryirg cii  me ' err. cilergic ~c 

"cses.  ""-ey ere so jgiy.  ' icre -""err.  ""-ey ere i-giy,  cr .eco, 

zrc '"ay 3"r< \:<a any -^csr-. ^ou ::rcccc\y s'ole rrer:  

seme :—e c'ci ,  reiciess iccys gcrder.  ^ou cisgusrirg 

•^eiS'^c; \c/, • " £~ec\ r^.£~. ec-gr—-em -^y -^cey 

wcs ^icrrirg e '" sercirtg -erne "e my grercme^rer for -e" 

•^ecioo'.cr. 

^e""ry; ^eor ngrr.  W!"Clever,  ^eove my ^oom. nghr rcw 

ce'cra • coil  secur-y.  Aro 'c<e your jgly,  ro~en -iiovvers wr'-

VOL. 

\c '""0'0m ».enry r '- i ' -cws "re lowers or <eisnc os <eisrc ;s 

eovrg. <e!snc 'eoves feeiirg iepi^essec:, jseo. and orgry. A 

w e e <  O ' e r  > j e r r y  f n o i l y  r e i e o s e c  m o m  - n e  r o s p i r o i .  B r a  ' S  

-  -e: '  "oom loying in The eed. <CeisrG errers ' re roem. 

<e:src;  ^o^r rome"^ 

^erry: ^eor,  w^rforruroTeiy. ' rove 'O pur up w'-m you cgoir.  

<eisro: ^ou <rcw wnor jenry. 'Ve rod m. "ve been 'oo "ice 

'or 'oo org. ; 'm sick wirr -ecrirg you wnire ono compioir 

ooou'  'ow you Gonr iike me. : you ore "me one wirr -re 

p^ooie'-, 

^erry * oonr rove ony problem!. 
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<.a S'C.: vs ceer "CTrrg bu" 'o yc^^. New , —rs "r-e 

yc'L. —5:::  s  vvh *-e seme "azvec \ - i^ecr ycu wr-.  

. .er '-v;  co"" "asc's "ssDecr ycu t  ycu crerr "^cbccy. 

<e'S'c:  W/'ncrever _erry.  • ccn* see cry cf ycur -^lercs 

j j—c "  V:5i~ ycu. cr  cciiir^ ycu, cr  ecrcirg ycu -"cws- 's .  

^.e^ry: \c  —ey were busy. 

<e'Src: Ch, rcc cusy tc cciI c gcoc fnenc cf-reirs,  r-ur"^ 

-^us'  'emer^Der _;erry ; wcs ' re ere wro wcs ' rere •'br ycu 

wre:" ^ccccy wcs crc ycu ccu;dr r  ever cccep^ ' re.  

Ncr'-c 'cr;  <e!src s 'crrns c-t cfrha 'ccn. "re suri^rsec 

co< cr  ̂ erry  ̂ cce 'ecves c -"iri-  'her you ccr "ell  she 'S "ec'y 

—;r<;rg ccou~ wrcr Kiesrcjusr 'oid rer.  All ccy crc cil  ' • igr-

_erry —irics cdout wncT <e!src reils rer crc firaiiy cgrees 

wrr -er.  3re cclls ,<eishc up end 'e l ls  rer They "eec 'o 'c.<. 

W'^'sr  <e!src cr-ives cr "he ccrr-,  Jerry 'ells re^ ro sr  ccwr. 

_>e' ' ry;  <eisra,  i jusrwcrr 'c ccciogize for sveryrrirg i rove 

eve" core crc said to you. wcs ruce, irsircere crc 

cisrescecfjl .  ! appreaare everyrrirg you rove core for —e. 

<e!src:  So ycu recliy rr.ecr cil  'tis 'tct you ere 'eil irg -re"^ 

- .erry '^es : do erd ' wcrT ycu to 'crgive r-e.  Will  ycu 

cieese^ 

<e!src:  ^es : fcrgive you. 
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0'<c.y, scy <eishe rcw cocir yci. crc r-e go see c 

""cve"^ 

<e'src: Ccok CCC\. 

^er-ry. can c'so ccne ro rr.y pcr-y cnc -reer all -^y 

\cr-aTar;  -enrys c^ir^ce ncs crcngec ccrrpig'siy -"cw. 

\cw -er era Keisncs rgicTcrsnip ^s Pe-^er -rcn ever,  ^e- 'y 

s  ncT rsc:sT cnc ncs c wrcie new vcnery cf f^ercs crc ""cs 

oeccr-.e ' ' "ends wrh cil  cf  <eishcs rr 'encs.  
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Play #3 
A Colored Day 



k ColpcecLCW 

/Mf. l^ababie 
Chat / KA 2 / k'c»rra<V 

/ 3i«r>f»ja . 

MivR./fcdi'-i 

/ 4 c i X  

lo (i'd carrdot- ^vn£.j X/Jc»i-i€i/r3 CX. Zr 

a 1 bddraonn o/xirbrJtnV. tOiHo L baH^room lO 

h^<. bdt*r*P,<T7 tivUia. naak»v janci 

Hie 1^1 t^Jfl«rL iire,_ cor)o£.vt'iLc!L.-Th is w<j"^ 

,0 ^ a^<xr-l>A4/71 . b»rOam^4iL ^tc< ik orti^ i 
uttiiicilckij, 9» 'A+* y-oor^ 

^Knt«. <^CA i»\ 

X -So^U dtslL. *0 <-kj^Y »*• • Tk^ to^e. 

fitt^ -Cx^jA btiiL_ouvA a< b^V<t*ot>\, 

A[ !  O-  i . o« ,  KeAr  a<  t e -TAC^  ^PftlUwJ'V^ 

-!-Ue r a /vJ-j T: y I ^rw.<. M-itO 

«?• g-^'k r; IV 4W< Kevc*. Ckng 

Ĵ p Tadtx^ 4-W^ 'iy'O 

/̂  • — I 
i.- . 

f.=' - /A K . 4.C.t y«vJ ^^uJ 'Ok 

"^Okpo^- y»» ^ir^r /i-giAj )Q3 _ 
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1 - n  c -  V t a , ! .  ,  ^  7 - / |  o r  B r ^ . U y  

Pipcx-'.'Jf'' •HMi.t- cjct 1! 7/ C3-V».«. 

wK '̂.Ul yĉ  pO-̂ $A youf clo-̂ ^Z. <^U.̂ or  ̂
• * • ' € .  J  p  y  ^ • ^ ' f  b  ,  

CK^i ^ '>0«wfe-«-s op i^";< lorck^Kcr^ (^jrJk 

-^c,y 4-k.ti r ^ 

Ac-I- i 

yVlcJi "H-c c.to-i>S cikaac 

M ' C ^ ~  Cs"'^'- f  < c i j ^ ^ ' ^  ht -fliyk.'T h* A. 

T?s.ty u/cv/A )/\ o*>vfl/. "f* k-t a l»n^ <i^rav*J, ykt. r<^<^ 

»f atkriLt—3 ,_^_ y<Aciv«-'^ 

Ra.l/«. n . . .. 

H r .  Kfn^aatil^' H A^r^cb-

(7"^•*-y 'so . sUcL-d^^y^- Jt \. _ 

'<'• A 3-- <. Hsffi c _^4.^ -M^e* (_^tjJ:^. 

A;:c1L- _ _ _ _ 

•^^>>^lr^•^•®»^ -fV^-vj b<aJ up ^W<. 
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AcA2 

^ (.r<~ (xotA Jo-" ic -—.^p^^ p ^caM 
" i -L f  5«c ,  ^k r< t  . . - n  'Vw-n ,  

T:^^ ' ; ; ^ i x ; r« s  ^  j , , j ^  t a c^ -  ^p 
.'.i\'^\ 1^ e<^ the. , _ 

Wti-t "Va^^tA. 

'-ctis 4\\iJ o^"^-

î -v Ap %,- cAcr/ v i v j ,  

^  ,  

^ V Jo'*^A ^C^C i>" P ^ \ \jjt/1, 
tk*. Ĵc<̂ (̂ «̂ <>»U/. • 

\ -

. mcA -̂tMuL Y?—^CmC ^iis^nrr«''a-<rA • 

4Xjr>dL r <-y V »v.<^ m f"a^U>.fc^ CgTf>-'^^r-'H ^^*-V^: 

T'a. - CO VOL.\ Vp^^p.<.^cA J|o yov 

/ V f c  '^t^yiz—Lsyy^'sr^). 

Pac**^- ')f<9.yc yv^-OA'<->f UoK^ \^J<.I^ dox'-l' «vj<?<Ty 

£\ OoV I om. e S. 

«• 

j-'-vs «vfc,-*» 

, i . 0 - (^f -'-^J Yov^ 5^««H ^0.V«. +•, _^ <.£»••* 

\-V» tw < \ ^ ^ • 

_ , , N 
"" "•> - ji'^fCcf> 'd ^ c.Vo 
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P=vpA - , f (vve«.i« a <, Afp -hU^y ^cO Jcdos.^ 

T lreyT>t I ^ ^^T>\.t.^n.%. ic._i.<?v«v« 
w^-. '( ccs-AA-e. (i^rcrvj^ bull.'ps 

b-«^ f-U«,»a.. Sc -Vu.<.y "^^.-f- CL.4*^'ii* of+U^i r 
ct-^ vAA.«j.(i;c \ ^€., Go OA y(W_i: {^ <?>«<«. ui&ffc. 

t ok '  IT  a 'VA.^C  ' .V i j fVCjk . .  

TA.<. /{/tx*/ c/'*'/ fctj ^ 

^^lvJ^ eye^. 

M r< Kh^ha i l i . ^  U- !e l coM<i ,  ^ s .  you r  
CpC)iV-^» ^ 

\ vvtyv\y - (qJ.-^V <v (^ga>.A o^c^ ) jaA^-r loofe <^.4 me ̂  

Go  K?c l  

ij p r «I r lu/ds . rtlfifiW.. -/l^^<L4-<SLt\cL'JZJi ^ IcLUith 
• ^ i i r  - W g  3 C < L a \ . ' A ^  ^ f  - K . y j f t t i p k  ^ r c k - ^  
g^Kn  r<»A-^» 'Au< .  U^< , (Aa .Y  .  

- ^ " - ' 

// /'c ^ - .r^/J <e.'<L4Ka.f ̂  

>v r' - ^/flwO 

/V'c « - -Pv^f ^_vu^£ '^<*4, 
C 
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Acf 5 

/  N i c t  " i  

^  ^  u^or ru  
a.^oiA^ -^ti^s-e f?cls 

4o -Rx/^yJA- L/ i S^c^ ujU^^jt" ^0^ 

a.rou./7c( COiA>^ ciOOiMidi, '^u'V -jfj "Li^'3u/<i»»'/fe-«. 
l au<^^v ;A^  4^ )0 (^1%.  hdcc> ' ' j s« -  " ^o ' v - e  o f \ € .  u . \  u  

l a  JC^^  O i J '  yj ij -/oMorTOwJ. Visuda"'-^ WAi^'t-

A/ l c f e ;  r i c jW-^ .  

'?a p:V-, O ^  r  g o  ( a r C f ^ e ^ h t r  v m y  
y^'d r J g. 



Play #4 
A New Student from Another Country 

Goes to School 
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A New Student From Another Country 
Goes To School 

Plan: Leeta is a new student at schooL She walks into the classroom. She 
doesn't speak F.ngH»h. She and the teacher have trouble understanding 
each other. She also has a probiem with other Uds. She wants to he 
rriends with them, but the others don't want to be (Hends Just because 

s she's difTerent and doesn't speak English. Rosa, Robert, Diana, Byron. 

Narrator A new student enters the room. She is from Laos. She can't speak English. 

ACTI 
SCEZVE I 

Teacher Students, sit down and get your homework out Leeta, please be 
seated behind Robert 

Lecta: (SPEAKING IN LAOTIAN) I don't ondentand you. 

Teacher Please speak fngifah I don't understand you. 

.Varrator Leeta sits down and tries to talk to tiie students around her. She 
starts talking to Robert 

Leeta: (IN LAOTIAN) Htow arc you? My name is Leeta. What's your name? 

Robert: I don't understand yoo. 

Narrator He turns around and ignores her. Lecta tries to talk to Oiana. 

Leeta: What's your name? 

Narrator Diana turns around and ignores Lecta. Leeta starts to get sad. Rosa 
tries to communicate with her. 



Rosa: Hi, my name is Rosa. Yours b? 

Narrator Leeta is puzzled. Rosa and Leeta try to conununicate, even though they 
don't speak the same language 

ACTI 
SCENE2 

Teacher It is lunch time. You're excuscd. 

Narrator At lunch, Leeta sits with Rosa. Rosa is trying to teach her English. 

Rosa: This is an apple. 

Leeta: (CV LAOTIAN) apple. 

Rosa: Yeah, apple 

THE LLT^CH BELL RINGS 

Rosa: Timeto go. 

Leeta: (IN THAI) Time to ga 

Rosa: Y eah, time to go. 



ACTU 
SCENE I 

.Narrator They enter the classroom. Leeta has to go to the bathroom, but does not 
know how to ask to go in English. 

Leeta: (IN LAOTIAN) Can I please go to the bathroom? 

Teacher What? 

girl 
.Narrator. There's aAv from Thailand that kind of understands Leeta. He tells 

the teacher and the teacher teUs Leeta that she can ga 

3ir{ 
She wants to go to the bathroom. 

Teacher You may go to the bathroom. 

Narrator. Leeta thinks the toKhcr is mad and starts to cry. 

Teacher What's the matter? 

Leeta: (LN THAI) What? 

Siyc You can go to the 

Narrator Leeta finally goes to the bathroom. After that, everyone helps Leeta 
Icam the iangiiagc. 
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Play #5 
U.N. Meeting 



lu 

bTfc^K.-^ Qv/j2.<.tv c^ -f 

r\i cjr^- P-^ssja^s -fifgSdi 

%T5.q 

J?50L/ r——f-
G^pjT  ̂OK U /̂ . e7// i '  /"C.^ 

^5^ e /V/y -rM co9. -tft 

. /̂̂ ^y7&\î hd._sA4//̂ Syi.ecL/±. 
T^/^r/1_ " -" —• 

t . ̂ e y^u/p 'T /c/(0 

/4 e iTi^/^. yc!z?ac<^ 
y^£. ^̂ y6eiî  €>o^̂  Yy f̂̂ y  ̂

'^ o/C/^ a^r^y'r ;g^ y or^ 

//r u.>eci/rffj:̂ STî /̂dj -

/ y C  A:̂ a>L<^̂  c^AitAsi /s 

^cT'/nĵ /̂fh- /y^e _^>vs'>^ 

/̂>ny .<?:is^̂ 2.̂ -.U> /̂::>d^_ 
^oci//̂   ̂/>•?. /<• 

i5^/^e - AkY/'̂ ^S-. 
Ay^/'r £" ̂  ,̂ .̂̂ /y 

Co/n'pns// oo-̂  î -̂ <sj)T >^U 

/Pr^ol!=, - -

.̂ e'S/i7., .A/'-̂  do^yrv/I Ctr/̂ -
ĉ ~f 4 >t /a >7iiŷ Af~ ccy'iT.'-' /i//̂  



274 

rXT V/iLj or 

._.. _  . . . . . . _ .  

e>/7 -C .-Z'/T. 

- ̂  p ^ C.o /̂c:̂  .. ̂P ^ ®:^-<''S^i' 

.Jl -. _ .. ._ ^ 
iî i' iiJ}'̂ I /̂ n/̂ cJ-> • 

- -_^^ «^<=?rr=:e-^^A 

// aj£<icL  ̂ "Cl̂  

Ciô  
-^ee^ •^•.•r' //^ Cajf̂ e. scjy%e U^Asiy^G. vJ^o^e'/. 

^̂ ///d.-̂  A^aou> U/Q/̂  ̂ ( 
<^>r f ^S/ j (  (? ^^ ̂ett/Q  ̂

^ . f . .  - .  , . .  
— iu-S. S&'n  ̂<- Sy7//hpy  ̂ ^̂ eA. ; 

o " ^ j ^ M o u /  u>A4f. '-̂  ̂ ^ 

 ̂<sâ . CcL/î ^̂ tsy  ̂ î e • • __.i| 

3<ar/ luarjfoi. j5^ ^/"e<rt V .V.V 

• x  oj\̂ _ *  • . I - v  

•. ^ <2. 9^7 .i>7/^ € /^ , <?/t T' . 

. <n. Scil f,_̂ i4/z. 4^ /%(T^yfAY /^/^-cfTV 

Z'y^̂ ef. ̂ 4//ar>  ̂ /A/̂ / 

/̂.l/ Tiî C/- , " 

S'//Ĵ  A/nafAê  T4/At:̂  7'̂ '̂  
C£</r7 o/̂ , 

n LO//J ^̂ /i!:̂  "̂ ^̂ £<1. 
/3e?r '/̂  A îs Aeŷ  /A<=̂  '̂ e'sfy'Af. 
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 ̂ Ac-t 
//^g _• 

}̂̂ Gcid.<9/̂ lZ 7 /̂S /y^e <2  ̂ f ^Aeif tc Mo 

/ s pa to_6axJ(̂  //n J* e SS^o/p, 

(̂ a.c/\//op de^Ku /̂M Jif5 ^aps 
T a U c j j ' t  

S^sr̂ ^sX .Coon 

_ It̂ /fA 
,^/S<^. ^ Lc/otA./d A/At ^ 
A^̂ d̂£cCjP/<- A^Aa_/do ^aCA. f-c> 

. .  _  S<^yl _ .  .  

^///'C ^-^Au As^t/p 
e/̂ /jg hi/ f. 

. A  e a ^ ^ n y A r s r / e / ^ / j n a .  
_. A/e <^<g^ *̂ (S,c.ou/d 

S(^ /^ /y^ ^^esf /'=* ^ 

c:a^3: ^>7/ Act /^jgyvj- Arrdo-^ 

h<2.CciLLS^ io'i// O-T/culA us. 
^t-p, |g/r> ̂ ^A/'/̂  /^<g 

:• ^Jnatju €./iAf».r. XT^ICJ^I' ftf i^^K fo 

S/-v\̂  o/̂  AJ 
Uyla/̂ . 

Ls<suffî (f. co>ou(d._ ^£. 4^^^^ .. 

'•"tncK  ̂C/ AeLCi/s ^CLf Ly /<s/ 

^  ̂ •̂ •A.Ja^y^c^s /y'A 
/ ^  > ^ « a /  CCS ^A<g 

&r:i_fĵ )_ _ , 

j-<rs^f^ (2/0 7^^ Aa/f 

C. ̂ ///> /i et'CTLf /̂ cc îLf //T 

^y// /^e /^e^-
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Jh'llC 

. ta_ 
(2ĵ <2jn A Xggyg/e^  ̂'t 

fiC Ves_Lt.r^^ouJd fo ̂ [1 

. ... _^czi_J . ._ 
sae'̂ G' / l&Adey^ A/̂  u /̂/f lycj/'p yc 9 _ 

. ̂ _ f -^// To , 
(ĵ '̂ er-ty tat̂ i/ 9 /̂'s ^C4'̂ i f-a i/Chf̂  ̂

OA /'n Ae if̂ Hofy 

_ /f 7 
f uee/^ £ /^g. TgQ 

A 5>^«g/<g^r VfS. l/oj^ r ^ aat</> fod 
k/^ z^z/y* Agg<^ ^<eijc^ uha^er" 

-s"6̂ g?/A?vT<£ê . 3" eLcajne î/j s. /nG-ssjE^̂  

/^g^7 ;^/C sAaJi ^j-e 

B/ii L /̂̂ i!f/t̂ _iyjfXfifir̂  
_y.^^ /^£ ^^/// ':^gyr 

^e/i- *? 



277 

Play #6 
The New Girl 
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^r4-  \  ' ^c r \0  i 

ujy\er\ .^nrirrvyW^ ^v\ 
mcf  Ynnrni'n.<>i 
A J ^ r r \ h o r  ^  

l A ^ l t / i f ^ W  i i r \ V r )  p P . , r > n ^  I g f . j h / V g  

jUf^a- u —So >nnu? [kp 
^l \f\iyy/\ ' 

- Mgt/g urnj : Uc rrP  ̂£Uj nnvyfc?;?^ 0 

Utyi- VscthvL<;p \laup hgn^-jir 

F l v ^ V y f  - u W  T dnn'i ViKe 

\AfyiL,y]ner 

f*—JU. 
\oetA ' 

rU^un) 

NjiangAA^t-^^P^)^ sHg' dgft^p'/- Krir?L<7 

'u.lVlQ^^ _ \() .. ^4. 

|\]f^neg)^^-Q^ ^yrMj u^Ko^g J-
'c^ fev^j 
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cai^ 4.r? yY1(Z. 

\}anv<?NAit> ~^\y^r\IAA 

\pcl 1 ^Cfne.7. 

p0c^-\or - tWy'cc?- r.\J10 in 4-hg 
lov^cV\ n aIA  ̂
VlRnnc^^?) iX -^Wti U?^45 ->=^ 

fto v\eir. 

ili'^-lCb .^j hiz;r^ 

'T^ap 

|^yvv^A>^-C iWi, o>p ^f4- 7x11^ 

h^'^L ,: , 

r̂ i yf J A 

Wwm y t x i ;  
you U23iJk(f?'r v}Ot 

idhXI —=—-7— 

—jlft^'ffi^^"?' no,-/-., . — 

I 

''\V\M. Onr^^y "  
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VWfnW-- ^l-v->-./,i?nnTy-t^a 

RV-v\ >r> rnvH \\^vp-PAA^ r\V3c 

i^mrt(\-lW{^~ IVN f!r)vry tor j . - r y \ f ^ i ^ x y  - VOT 

:x -V ^ K^^w, - m m  , — ^,J ^ -•.!• 

,nr\'gan- X ^ u.-gA 

\^\(\V-(\ So b < 7 - f 4 K a f  
I iofeV^-V- v\-Pcy rno\ ^4~ ^,00. 

'WoT'.r tL'vY^ ec^Try -for?. T 
/I. .V. ' \  4. OL^.cTing 

.\Hnp^4jri''ycA^ osj\f̂  \̂ wji }c\ 
[rr\\j 4Vtj^i/4- ta if\<^-^_ rr)n\ . 

hO c\nC\'4 rh uX 

\̂ Pin Vitx f ». 

AA ~L\9Q. f fc?_7 

ijrA7 •Û 4[Ui4hmfj[A 

77 , UrlingA^Af.).: 

:a.? ^(71^ uanm^om-g 
/ •" 
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Play #7 
Chinese Immigrants 
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Play #8 
Murder at English Manor 
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Charles- Father, owner of a fortune.(English) 
Germaine- Charles daughter. Heiress to the fortune. (English) 
Scott- Germaine's fieaunce. (French) 
Jasmine- Nanny/housekeeper (African) 
Miriam- Charles youngest daughter. (English) 
Abigale- Detective (American) 

"Act 1 Scene 1" 

( Charles enters into the Diningroom, sits down at the table. Jasmine 
enters, and serves him his breakfast.) 

CHARLES- Where are my daughters? Jasmine, have you seen them this 
morning? 
JASMINE- No sir, I haven't I would think they were still sleeping. They 
didn't go to bed until! late last night. 
CHARLES- Well, you must wake them up. It is half past eight already. 
JASMINE- Yes sir. 

{Minutes later Germaine, and Miriam enter. Miriam is still in her 
night gown) 
GERMAINE- Good morning father. Sleep well? 
CHARLES- Oh yes dear, did you? 
GERMAINE- Very. 
MIRIAM- Well I didn't! Papa, why do we have to get up so early? I'm 
tired! It is only eight-thirty. 
CHARLES- Well, perhaps you shouldn't stay up so late. Tonight you are 
going to bed early young lady. 
MIRIAM- Yes Pa. 
GERMAINE- Father, I invited Scott over to dinner tonight. Is that alright 
with you? 
CHARLES- Yes that is fine with me. 
GERMAINE- Good. (She exits UL) 
JASMINE- She seems to like this boy. I am sure they will be very happy 
together. 
CHARLES- Yes, hopefully. He seems like a nice fellow, don't you agree 
Miriam? 
MIRIAM- I guess. I have only meet him once, but oh... never mind. 
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CHARLES- What? 

VQRIAM- I just think he is kind of odd. Oh... I don't know. Maybe it is 
just a phase. {She shrugs, and exits UL, after Germaine. ) 
jasmine- Well, I suppose I had better get cookin'. Gotta have a good meal 
prepared for tonight. 
CHARLES- Yes, I think I will head to my room. 
JASMINE-1 just hate it when I have to cook a good dinner at the last minute. 
Some time I just... uhhh. (She shakes her head, and storms into the kitchen, 
D L )  

"Act I Scene 2" 

(Jasmine enters setting the table. Clock strikes 8pm. Charles enters, 
pulls out his pocket watch, to make sure the clock is correct. ) 

CHARLES- 8:00 already. 
MIRIAM- (Enters from UL, sits down at the table.) Why aren't Scott and 
Germaine here yet? 

(That secound Scott, and Germaine enter from UR.) 
SCOTT- Evening everybody. 
MIRIAM- HiScotL 
GERMAINE- Sorry we are late. The ballet took a little longer than planned. 
CHARLES- No problem. Please, sit down. 
SCOTT- Thank you. 
CHARLES- So how was the ballet? 
SCOTT- Oh, it was fine. I do't really care for ballets all that much, but this 
one was nice. 

(Jasmine enters from DR carrying desert.) 
JASMINE- Good evening Scott 
SCOTT- Good evening Jasmine. By the way, this food is delicious. I don't 
to mean to rush you all, but I have to run home at nine, but, I might come 
back for a drink later. 
CHARLES- Why, it is quarter till now! 
SCOTT- I must be going now. Goodbye 
GERMAINE- I'll walk you to the door. {They exit UR, Germaine enters 
again after shutting the door.) Well? 
CHARLES- Very nice boy. 
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jvORIA-M- f guess I was wrong about him, he seems very sweet. 
JASMINE- And such good manners. 
GERMAINE- Well, Pd better get some sleep. {She exits UR.) 
CHARLES- I think we aU should. 
VHRIAM- I would like to stay up a little longer. 
CHARLES- Remember what I told you? You have to go to bed early 
tonight 
MIRIAM- Oh, yeah. Goodnight everyone. 
( Miriam exits UL, Charles exits DR, and Jasmine exits DL, with the dishes.) 

"Act 2 Scene 1" 
( Lightning, and thunder. There is a knock at the door.) 

SCOTT- Hello?? It's me! Germaine?? Let me in! 
GERMAINE- {Enters from UL) Scott? What are you doing here? It is past 
mid-night?! 
SCOTT- I told you I might come back. 
GERMAINE- Well, come on in. Have a drink? 
SCOTT- Yes please. 
GERMAINE- Hang on.( Goes DL, come,s out with a glass.) Here. 
SCOTT- Thank you. {Ad-libing goes on throug the following actions.) 

{ Charles enters from DR, but Germaine doesn't notice Scott see's 
him, but pays it no mind Charles is sleep walking, and walks DL. Lighning 
and thunder strike. The lights go out, AND STA Y OUT. Germaine screams. 
Scott moves to the kitchen with his glass.) 
SCOTT- OH MY GOD!! THERE IS A DEAD BODY IN THE KITCHEN!! 

"Act 2 Scene 2" 
{A ring at the doorbell. Germaine goes UL to answer the door. Dialoge is 
heard off stage.) 
GERMAINE- Are you the detective? 
ABIGALE- Yes, I am Abigale. 
GERMAINE- Oh good! Come on in, 
MIRIAM- {Runs up and gives Abigale a hug.) Please find out who killed 
my Daddy!! 
.ABIGALE- Alright dear, don't worry. I will find them. Where is the scene 
of the crime? 
GERMAINE- In the cooking room. 
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ABIGALE- Mind if I take a look? 
GERMAINE- Please, go right ahead. 

(Abigale exits DL) 
MIRLAM- {Trying not to cry.) I miss daddy.( Bursts into tears.) 
GERMAINE- It's alright Miriam. When we find out who did this, I will 
make sure, that they are in prison for a long time. Go on upstairs, you need 
your rest.( She exits UL) Scott, who could have done this? {Abigale sneaks 
into the room, and hides behind something.) 
SCOTT- I don't know. My guess is Jasmine. 
GERMAINE- What?? 
SCOTT- Think.... When your father dies, who gets his fomme? 
GERMAINE- Well... I do. 
SCOTT- And if you die? 
GERMAINE- Jasmine does, to take care of Miriam, untill she is old enough 
to get it herself? 
SCOTT- Ahh...see. I am afraid you might be next 
GERMAINE- Oh dear! I can t belive I trusted her so much! I haven't seen 
her aU day! I just knew there was something wicked about that woman. 

(Abigale cocks her head at what is being said.) 
SCOTT- And then I will be next If we are married, or getting married, I get 
the fortune... right? 
GERMAINE- Half 
SCOTT- Ahhh. 

(Abigale grins, and exits quietly DR.) 
GERMAINE- Oh dear. Well, I had better check on Miriam.(She exits UL) 

(Scott looks around, and heads UL after her.) 

"Act 3 Scene 1" 

ABIGALE- Can I have everyone here please! 
{Scott, Miriam, and Germaine enter from UL Jasmine enters from DL) 

•ABIGALE- I have solved the murder! 
(Germaine, and Scott look at Jasmine.) 

.ABIGALE- While investigating this crime, I ran backround checks on 
everyone involved. Everyone came out perfectly clean. Except for one of 
you! The odd thing was that this person has warrents for arrest in 15 
different states, in the United States of America. All for the same 
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thing-murder. The person is in this room, right now. I will give them 5 
secoiinds to surrender, or I wiU turn you in myself.( Scott gets antsy but 
doesn •tgive in.) {She grabs Scott, and handcuffs him ) 
GERMAINE- Scott?!? ^ 

ABIGALE- When I first came, I heard you talking. I ran down a report on 
him...I found this! (She pulls out a folder. Inside are are warrents for his 
arrest.) My guess was: He was going to idll Germaine next, so he could 
inherit the money. That is ail he was in it for. 
GERMAINE- Scott, how could you?!!! (She runs UL and starts to cry) 
MIRIAM- I knew there was something, odd about you! You killed my 
father! I hope that haunts you for the rest of your LIFE!!!! (She runs UL 
after Germaine crying.) 

.ABIGALE- I am sure they are sorry about accusing you Jasmine. 
JASMINE- Yes. Well, sterotypes are almost NEVER true. Remember 
that... both of you. 
ABIGALE- I will. Well, I had better be going 
JASMINE- Yes. 

(.Abigale exits UR with Scott hancuffed. Jasmine shuts the door. She heads 

The End 
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APPENDIX C 

CONFLICT RESOLUTION QUESTIONNAIRE 



PERSONAL REACTION TO CONFLICT 
WORKSHEET 

!. Name a person who is most like you when it comes to dealing with conflia. How are 

vou and this person alike? 

What kinds of conflict are the most difficult for you to deal with? What kinds of con

flict are easiest? 

3. What kind of conflict do you usually try the hardest to avoid? What kind of conflia 

do you usually not try to avoid? 

4. What kind of conflict do you wish you could deal with better? What is one thing you 

could try to help you deal with it better? 

3. What is an example of a time you had a small tnisunderstanding with someone that 

became a major conflict? What might have been done to stop it ^m growing into a 

major conflict? 



appendix d 

informational brochures 
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Brochure # 1 
Anger and Violence 

How to Handle It 



•Anger and Violence 
• How 10 handle it • 

B A 

o 

S7fs not cool to be a/igr^ 
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What is anger and violence? 

Anger is a negative thought of the MIND!!! 

Violence does harm to other people. 

What is anger 
and violence? 

•^h 
shut your 
V face!! ^ 
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Where does anger and violence 
occur? 

Anger occurs Inside the mind. 

Violence occurs where good men do nothing. 

JERK!!! 

Cs not my fault 
your navtng a bad 
(jaykiiiiiiii 



What do I do when a friend is angry or 
violent? 

Try to talk to him and confront him about It. And 

if he still responds violently, tell one of your peers. 
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How do I deal with anger and 

violence? 

Try listening to music that gives you a good vibe. 

Try to see the beaty In other things. After 

that if you still have problems you should see a 

professional who deals with anger and conflict. 

Ohhhhyeah! 

laintangry no 
more! 

Nowthats what 
imtalkm' bout 
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What are the warning signs of anger and 
violence? 

If you or someone you know are down and unhappy, 

those are big warning signs. 

hate my life , 1 
want to blow up my 
school and kill 
everyone, I want to 

^kill my family, iwant 
to die!!! 
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What do I do if my parent or child is 
angry or violent? 

Try to confront them about it, and if they still seem 
angry, get professional help. 

YOUR A STUPID 
KID, I WISH YOU 
^A^RE DEAD, 
YOU 

WHY ME!!!!!!! 
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There's only one thing that 
anger and violence gets 
y o M . . .  

Sadness!!! 

by Morgan H. and Joe S 
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Brochure #2 
Trust Yourself 



!TRUST YOURSELF 
1 

REALITY 

AND 
THINK AROUT YfH IPSFIF 

o 



't̂ m ^jjyg 

people smj Ihetj need ^nietli/n^ or tlieiy hi n, r to have 
Mniethmg Wi tuaUij tjon dont need nio^t things tjau >atj ijon 
do IJoH don t have to do 80% of what you >aij ijou do Ljou 
///-s7 want the^th/nyi LJousaij th»s^ things to trnk ijotir 
body into nop trust trusting yourself {If y^u nr>nldnf say 
these phrase you would have /ess to do and mui h hi tter 
things to, have fun mth /Inother had phrase is ifdon t have 
the time tjou do have the tnve your just not trusting yiftn^^elf 



There is an oM stvty alKiut a women who had 10 
siAvnoins. hstone. and then found it again 7hcnshehada 
patty to celebrate ftndmg it That story was meant to teach 
yoa that you dont realise ho%v important something is until 
yott dont have it anymore Vf she hadn 't tost the com there 
wouldn't have been a reason to throw a party you dont 
appreciate what you have until you hse it because you dont 
remember what its hke without it Jot example, a lost child 
didn't appreciate his parents belong their be/ore he ivw5 lost 
but after he is found he realises how much he did ivantthem 
So dont take things for granted because you might lose it and 
never get it back. 

. ottojllifluiil-

UJ 

lo 



Jeelin0 guilty for some behavior that w a s  wrong is 

easy to overcome guiltiness is like a depression or anger or 
anxiety l^ut you must know the causes to get rid of feeling 
guilty you must know your own moral standards with specific 
guidelines you can learn from your teachers, parents and 
friends Overcoming guilt is easy to deal with Now after 
reading this article 
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Brochure #3 
Coping With Difficult Teachers 



)jl0 

Ways To Ccpe With 
Yourself 

1. Find selt-respecl first, and 
mutual raspect SRcond. 

2. Maintain self-control In all 
situations. 

3. nccept full resDonslblllttf for 
your own actions and personal 
goals. 

1. Ba confident and calm during 
personal crisis. 

5. deuelop a sense of humor.  

6. Understand others as they 
are, not as you want them to 
lie. 

7. Take each day In stride. Find 
time to relaM. 

(lUiitlUproii-a 

9. Don't drop outl Instead, get 
the knoutledga that uilll make 
you happy, productlue, and 
successful throughout your 
life. 

la. For yourself alone, today, 
acquire the gift of a posltlua 
outlook for your own future. 

Coping Ullth Difficult Teachers 
lUrltten by Gary Bergreen 

( OPING 

DIFFICULI 
TEACHERS 



TAKE THIS LITTLE 

QUIZ 
TO SEE IF YOU SHOULD 

READ ONIII 

1. Have you ever had 
a dilllcult teaclier? 

2. 1 Ia<» yoiu- teacher 
ever told you tliat 
you were stupid? 

3. Have you ever 
been so angry viith 
your teacher thaL.. 

If you answered 
YES to any of these 
questions.... 

You need to 
MIEP THIS INFO! 

5-step 
Strategies 

for Coping witit 
lyilHcttlt Teactters 

1. Stop ^vishing 
tltey were tUOerent 

2. nusome 
distance tretween 
you and the 
teacher 

3. Avoid doing 
aMid sayitig things 
that make them 
respond negativeiy 

4. Develop a tatie 
charge attitude. 

5. Sharpen yotw 
listening pinver. 

Dillerent 

of teachers 

1. The popular 
teacher 

2. The "Who 
Cares'* teacher 

3. The absent 
Mtthtded teacher 

4. The 
huposslhle 
teacher 
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Brochure # 4 
How to Make Your Own Choices 



o 
Family 

1) Vour pircnli  cholcei  have 
nolhing lo do with your choices.  

2)  Communicate your feelingi 
(doni use yell ing or whining) 

3) Talk to others outside your 
family for advice a opinions.  

4)Try lo Ireal  parents and siblings 
with rcspecl .  

^:autio^ 

9)Bc responsible for your own 
actions.  

6) Linen,  Usten,  Listen 

7) Rriveing of extra chores dose 
affect  your parents choices.  

S) respcct  your elders and you'l l  
gel  respect  In return.  

Reffet ence 
l i t ie:  sl ick up for yourself  

authors:  Gershen Kaufman PH.I) ,  
Ur Raphael PH.t> 
free spiri t  Inc.  

The measure of my succcss 
auther:  Marten Wright Eilelman 

Intergrate violence prevention in 
schools.  

Live Weill 

Laugh OftenI 

Love MuchI 

Choices 
1) What feels r ight lo you? 
2) Educate yourself  on the topic.  
SI Gel al l  sides of a  story.  
4) Ask for a frlendi^adulls  or a 
teachcrs opinion.  
3)Respecl others and your self .  
f i) lf  you need lo compromise,  never 
compromise jour beliefs.  
7)Look for signs.  

by: Slacy Ccrbig, 
CspranZB Nunez, 
Cryjial Cuc.ilas, 
Amclhyil i 'olk 

clas];block/Ms. Farhal 
April 30,1999 

How to 
make vour 

own 
choices. 

Contents 

-violence 
-dru^s (peer pressure) 
-family life 
-relationships 

15 this p/\tyket f0« 
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Violence 
There are a lol  of nroblemi thai  
lead to violence.  Here are Iwo 
way> to help yoix prevent violence.  

1.)  One way to avoid 
violence It  lo i inore what they are 
laying,  rrelending not lo hear 
them, and jud walkina away will  
lend * nti iai t  to thaf pcrion 
tell ing them thai  you don' t  care,  
and by doing that  they think 
there ' i  no reaion lo continue 
leafing you. If  the problem 
continue tel l  an authority.  But 
remember to Hick up (or yourielf ,  
depending on the problem. 

2.)  Another way of 
preventing violence U doing 
mediation.  Mediation involvci  two 
individuali  who voluntari ly agree 
to let l le their  differencci with the 
*d of a  third person.  

Stepi in informal mediation 
include: 

1.)  Set  ground rulei  (no 
name call ing,  l ighting,  bad wordi;  
one perion talking at  a l ime).  

2.)  Cather informalion(aik 
open-ended queil ion,  l i i ten,  uie 
body language lo convey inlereit) .  

3.)  Define the problem 
(leparale poii t ioni-wanti-from-
inleri t i  nerdi;  focui on the 
proli lem, focui on the preient and 
l i i lure,  teframe (he problem in 
neutral  termi).  

4 . )  Diicusi  poii ible 
aoli i t ioni (aik each perion what hr 
needi,  learch for areai  of 
agrrement,  brainilorm poii ible 
lolutioni without evaluation).  

.1.) Evaluate (review all 
ideal  and opiioni in termi of real  
needi,  el iminale optioni that  won't  
work,  ei labli ih Irade-offa).  

f i . )  Decide on a iolullon 
(wrile a  contract ,  lel  a  t ime to 
check back on how the agreement 
i t  working).  

Drugs 
(Peer Pressure) 

1.)  Drugi arc bad for you. 

2.)  They cauie health problemi 
luch ai  heart ,  brain,  and lungi.  

3.)  Think about what vour family 
goei through, and you Irirndi.  
Take a min.  and put yourielf  in 
their  poii t ion.  

4.)  Drug! are i l legal  and you can 
go lo Jail  for having i t  in your 
poiiei i ion.  

9.)  You may come acroii  a 
t l luil ion where your (r lcnd offen 
you lome drugi.  If  you think 
•bout It  then thev're not your 
fr iendi if  they aik ynu to do 
•omething that  i i  harmful to your 
body and il legal .  Thii  l i tuation i i  
called Peer Preiiure.  

6.) Remember that it is 
always your choicelllll 

Relationships 
lcicndi 

I .)  Chooic fr iend! wiiely.  You are 
judged by who you hang oul with.  

Z.)  Reipecl  olhcri  and have them 
give you reipect .  

3.)  Stand up againit  what you 
think i i  wrong, and more 
imj^ortantly i land up for what you 
think i i  r ight.  

4.)  Lii ten to evervonei" l ide of a 
conflict  before making a decii ion.  

9.)  Don't  automatically accept 
gnii ip.  Juit  coniider i t  and make a 
menial  note.  

6.)  Don't  goii ip about otheri .  

1.)  All  thingi from ' fr iendi" 
apply.  

2.)  Don't  do anything that  makei 
you or your bf/gf uncomfortable.  

3.)  Reipect  each otheri  ipace ft  
t ime. 

4.)  Communicate your Ihoughti  A 
fcelingi.  

3.)  Aik truitworlhy reliable 
fr iendi for advice.  Note that  
believe everything.  

fi .)  Watch for pallcrni .  

7.)  If  choicci  become to difficult  
COMrROMISC, but NEVEy 
compromiie what you think i i  
r ight.  
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Brochure #5 
Developing Your Listening Skills 



Authors of this publication 

skills 
lot 

'^^^ninc 
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Developing 
your 

listening 
skills 

Having listening skills is a 
great way to make you more 
successful in life. Being able 
to show respect for other's 
allows you to better your 
social skills and furthers 
your development at home 
and at school. 



There are many possible ways to 
develop your listening skills. 
Sotiie suggestions are as follows: 

' In a (luiel room listen to your 
surroundings. Tell the person 
who is in the room with you 
everything you hear. 

'Look deeper into the meaning of 
what someone is trying to relate 
to you.(read in between the lines) 

"When a person is talking to you 
look them in the eye to avoid 
distractions. 

As mentioned before 
there are various ways to 
improve your listening 
skills, the suggestions 
listed on the previous 
page can be practiced at 
both home and school. In 
time you will notice more 
open communication 
between your peers and 
even your parents. 

•Focus on the readers lips as 
he/she talks. 

"Show respect to a person who is 
speaking by giving them all of 
your attention. 

'Wfien listening ask questions at 
appropriate times. 

'Take notes (if appropriate). 

Benefits you could get 
out of developing your 
listening skills Is: 

-Better grades in school 

-A better understanding of 
your Friends, parents, and 
even the people you 
commonly associate with 
each day. 



Brochure #6 
Listening Skills for Teens 



YOU IMIOMISKl) YOllll 
COUSIN YOU'D UK AT TllK 
MALL AT 10:0U. IT'S NOW 
0:45, WHAT 1)0 YOU DOf 
A)tIJiAN YOUll llOON 
n)i'ou(;irr vouit iioon 
AND «0 TO TUK MALL 
ODO NKITllKlt AND VO 
SONKWIIKIIU KI^K 

LisTi-iviivi; iiirri'i-it 

laill 
YOU LISti:n Wia.L nUT 

SOMiri'l»ll!S YOU VALTElt 
IN Cn(n)SIN» WHO TO 
LISTEN TO. 

3.Y01) IlKAll SOME DIIIT 
THAT YOUll BEST rillKND 
AND YOUll IIOYHIIEND 
AilK NESSINU AltOUND 
VOUETIIKll.YOU TELL YOUlt 
DAD AND HE TELLS YOU 
TO nilEAK Ul> WITH HIM, 
UUT YOUll SISTEU TELLS 
YOU TO TALK IT OUT. 
WUAT DO YOU DOr 
A)imEAK UP WITH IIIN 
ll)TALK TO niH AIIOUT IT 
C)TIIUST YOUll MAN AND 
I'OilGirr IT. 

ii):i c)i 
2.A)i 
a.yi):ni)i (:)2 

HINTS 
11:41 

IF YOU'llE IN THIS 
CATEUOIIY, YOU SHOULD 
IIEALLY THY TO LISTEN TO 
PEOPLE MOHE. 

ijsi'i;ivi[y« liixriiu 

YOU'UE IJSTKNlN<i UPjIL 
WEIX.YOU'HE NAHINI! THE 
HIMHT DELTSIONS.YOU 
LISTEN TO THE HIGIIT 
PEOPLE AND TEND TO UO 
WITH YOUH CONSCIENCE. 

/niblished hi/ Nnki Lukuni- iShi  

ifi 'Jessica Orange 

Sources 1een0et)inaiij 1^99) 

Seventeenfjebrnary 1999) 

vtlcvr.* -1 » ̂  1^. 

lo 
4^ 



Lis Le Hi HOI / Ion Of ^ in  h f /  unctenvare  

H wo girls were talking 
? watj to a cjug who ivas 
busy and hang ap. The gii Is 
dictn't profjet lg hang ap the 
5- wag call so when the gag 
clic ked back on the phone he 
found 2 girls talking about 
how hot he was. 

A girl overheard her 
apperdassmen brother 
talking to his cheerleader 
girlfriend about Spirit Week 2 
dags before school started. 
'The girl thought theg said 
Spirit Week started the Ist 
week of school, 
so she showed up the first 

dag of school wearing a 70 's 
outfit. Vien found Spirit 
Week wasn't until the 2nd 
week of school. 

/f girl was at a fancg 
sumnm party when her 
boyfriend leaned over and 
said 'you have a booger in 
your nose.' She thought he 
said' you have a run in your 
hose.'So she look tjff her 
hose and left the booger and 
when she came cjut rjf the 
bathroom her skirl wtis stu< k 

conclusion, none cjf them 
were listening to what was 
going on 

faaniplcsof 

Lislening Skills 

jiDrltvrdoBfs&rrifBdL 

!VD(lijtfiiii|lijBirpairiils 

abinlkoffririib&jfiilfrieDiii 

LislrDiiigtDlbeT.Y. pajioi 

altrnlionle notiri 

I 
•V7r », 
V .  

QlJIZ-WliO l»0 
you listkn t«? 

1 .YOVIIIIKST FlIIKIVU 
JUST OAI) A IIKAL BAD 
BlIKAH UP WITH UKll 
BOYFKIKNB.VOU'BK 
ON TDK PnONK WITH 
YOUll BOYFHIKND AN» UK 
WANTS TO TELL YOU 
ABOUT UlS BASHKTBAU. 
GANK, SUK'S BIGHT IN 
I'BONT OF YOU. WHO 110 
YOU LISTEN TO? 
AMiOYFHlKND 
B)BEST FBIEND 
C>NE1THEU BUT PBE-fENB 
TO HKAU BOTH OF THEN. 

2.Y0UH NON TOiJ) YOU TO 
CLKAN YOUB lUHIN.BUT 

to ui 
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Brochure #7 
Troubled Teens 



•TtQubles Teens Have' 
T o d a y n  I  e e i i s  h a v e  l o t s  

o f  d i s c r i m i n a r .  i o n  i s s u e s .  
K a c e ,  c l o t h i n g ,  h a i r  
c o l o r , j u s t  b e i n g  a  t e e n  
i s  a  f o r m  o f  
d i s c r i m i n a t i o n .  A d u l t s  
l i k e  y o u r s e l v e s  l o o k  a t  
t e e n s  v e r y  d i f f e r e n t l y .  A  
t e e n  w i l l  w a l k  i n i . o  a  
s t o r e  o r  j u s t  d o w n  t h e  
s t r e e t  a n d  a d u l t s  w i l l  
w a t . r h  a n i l  s t a r e .  

Y e s ,  t e e n s  d o  b a d  

t h i n g s ,  b u t  y o u  m u s t  h a v e  
a n  o p e n  m i n d  a b o u t  e v e r y  
o t h e r  t e e n .  N o t  a l l  t e e n s  
a r e  b a d .  

P r o b l e m s  t o d a y  h a v e  

g o t t e n  r e a l l y  b a d  a n d  a r e  
g e t t i n g  w o r s e  b y  t h e  
m i n u t e .  T h e r e  r e a l l y  i s  
n o  w a y  t o  p r e v e n t  t h e s e .  
Y o u  c a n ' t  t r a i n  y o u r  
c h i l d  t o  d o  t h e  r i g h t  
t h i n g  b e c a u s e  r e a l l y ,  
t h e r e  i s  n o  r i g h t  w a y .  
J u s t  a n  o p i n i o n  o f  v ; h a t  
s l i o u l d  b e  r i g h t .  T h e y  
w i l l  a l s o  s o m e  w a y  l e a i n  
h o w  t o  d o  j u s t  t h e  
o p p o s i t e .  S o m e  o f  t h e  
p r o b l e m s  t h a t  t e e n s  h a v e  
a r e  d e a l i n g  w i t h  t h e  
o p p o s i t e  s e x  i n  
t  e l a t  i o n s h i p s ,  w o r i ~ y i n g  
a b o u t  w h e t h e r  t h e y  w i l l  
g e t  m a d e  f u n  o f .  I n  
s c h o o l s  a n d  t h e  w o i I d  
t o d a y ,  a  t e e n ' s  i m a g e  i s  
v e i y  i m p o i t a n t .  1 ' h a t ' s  

h o w  s o c i e t y  a c c e p t s  i h e m .  

pljhijsllkhs 

Cassie >?aff/fcss 

Lauren Hi0ihnuse 

Our scurces:TEtr"N 

magazine and SEVENTEEN 

magazine. 

Hnvlnq Troubla wUh 

yowr imml 

Quaatlona and 

anawfa lo halo you 

underaitind the 

Modarn Taan LHa 



yes, ive have troubled teens hut 
It's not all their fault Sometimes 
the parents/guardians can drive 
teens to do these things 9f s only 
right that you help out teens out 
in solving thein Wouldn't you like 
to help ' 

/llso. if our society ivoutd see 
that all teens are not exactly the 
same, some steal arid <.ome don t 
So why do they all get trea'ed like 
criminals^ 

Here are a couple ideas proMem 
solvers 

'^It md listen !tis the best form 
of communication 

9t means to sit doMj and haw a 
real conversation with your teen 
Let tHem say w/inr's wrong and 
then tell them your opinion abnut 
how to deal with it Iry not to raise 
your voice if the problem is 
something worse than you 
thought or it is something you 
didn't know you child did or noes 

'Ireedom Let them be 
themselves and have their own 
opinion on things 

Maybe if you give your teen a 
little more freedom you will both 
learn to tmst each other belter 
Maybe they will star t to come to 
you with their problems without 
you asking Who knoivs what 
could happen 

•Why do teens do what 

Because there being very 
experimental they want to 
fit in try new things or 
maybe do new things . But 
sometimes they lead into 
other things such as doing 
drugs,alcohol or 
prostitution.because 
usually In problems like 
these Is that the parents 
doni care what happens to 
there teens or they just 
don't have any time (or 
them, so they go oft and try 
to get attention or do some 
of those things for revenge! 

Weve talked about teens and 
there problems heres an 
example of what some 

teens go threwl 
I was on a fist date with a 
total cutie.l was trying to 
talk and eat when I started 
chocking on my steak. One 
of the waiters ran over to 
do the heimlich maneuver, 
and when he squeezed my 
stomach a huge chunk of 
meat came (lying out at my 
datel 
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Brochure #8 
Can You Hear Me? 



( l a m i ' s  t o  h h l p  

your listcnincj 

skills 

I. I'l.AY THH"1()QUHSTI()NS" 

I'.V. CJAMIi YOU AND A PAKTNliR 

WA TCH A T V. snow AND HACH 

0|- YOU WRITH lOgUHvSTIONS 

A BOUT THAT SHOW. 

Wlll-N U S OVHK ASK liACH 

(rn ii-.R n h-m. i \ lis i ihi ps you 
IJSTI-N. 

2 i;CMO - WITH A PARTNHR . 

HAVl-HIM/HliRSAY 

SOMrri HING, YOUCOI'Y 

HIM/HI:RS SAMIi WORDS. Sl-I-

II- Y()U CAN RHMI-MBf-R 11 ll-M. 

;V SOUND COUNTING - BHAT ON 

A DRUM(TABI.HOR A BOX) 

A CI :R'I AIN NUMBRR Oh TIMHS. 

IIAVIi YOU OR YOUR PARTNHR 

CI ,AP BACK Till-: SAMI- NUMBF.R 

()h BI-ATS A TTIIH SAMF- PACH. 

TAKK TURNS!!! 

LISTHNING SKILLS AKli 
A VPZRY IMPORTANT 
PAR T or LIFE , USE 

YOURS!!!!!!!! 

WRI'ITEN BY 

RACHEL MA'ITHEWS 

$()1IK('1:()1 KliSOUiU'l: 

l l l l i  i ' A K I f N I  I N S I I I l i n :  

jiMkMe r 
how w(:l1. 
l'js'itĵ 'jnc  ̂shvjjs  ̂

THIS PAMPHLHTFISTO HFL.P 
YOU wrm YOUR USTHNING 

SKIL.I^S! 

99% OF SCHOOI, IS US THNING. 
STUI:)F;NI s SPHND MOST OF 

N IHRF: IIMR IN SCHOOI , 
l .LS MNING AND LF^S TIME 

IX)ING ANYTHING EI.SF. 
IN FACT MANY TFACHF:RS SAY 

N I A T MOST STUDKNTS ARF 
L'(X)R LISTHNHRS. ITS A 

BIG PROBI.F.M FOR STUDI-NTS 
IN CLASS. AS WF, HAVE SFIHN 
THIVSE PROBI.F;MS WILLGFTT 

BFrn i-R WTTH PRACI ICi;. 



, LISTHNING IS MORIi 
THAN HHARING 

IN ORDKR FOR US TO LIS TliN 

Wli NEB!) TO 11E,AR FIRST. 

WHICH MEANS WE HAVE 

TO nilNK ABOUT WHAT 

WE'VE HEARD. SO THAT WE 

CAN UNDERSTAND WHAT 

WE HAVE HEARD BEFORE 

WE CAN SAY WERE 

LISTENING. 

UKRHS SOMIiWAYS 
TO WORK AT YOUR 
LIS'I'ENING SKILLS 

L TAKE: TURNS SPEAKING 

2.I (X:US ON 1 HE SPEAKER 

3 SUMMARIZE WHAT THE 

SPEAKER JUST SAID. 

TRY THIS WITH 
SOMEONE AND 

TAKE TURNS !!!! 

ARE YOU TliACHINCI 
YOUR CHILD TO 

LISTEN ? 
IF ^ OU I .IS TEN I () YOUR CHII.!) 

G(X)DCHANCES ARE Hii/SIIE 

WILL LISTEN HACK.IF YOU 

MODEL G{X)D LISTFJ^JING SKII .1S 

ITS A G(X)D WAY TO IliACI I 

YOUR CHILD LISTENING SKILI^. 

HOW WELL IX) YOU LISIliN? 

TAKE TfllS QUIZ TO FIND OUT! 

GIVE YOURSELF 5 miNTS FOR 

SOMEiTHING YOU IXMI LTHE 

TIME. 0 POINTS FOR SOMETHING 

YOU NEVER IX).OR ANY SCORE 

IN BFTI-WEEN YOU nilNK YOU 

DF.SERVI=. 

1. I SHOW KESPECT. 

11X)NT INTERRUIT WHEN MY 

CHILD IS SPEAKING. 

2. I (JIVE MY FULI-

ATTENTION. I DONTGET 

DISTRACIl-D BY MY OWN 

THOUGHTS AND SURROUNDING 

ACnVlTY. 

_ , l.I'M ENCOURAGING.I 

MAKE JFiJTERS TO SHOW I'M 

INTF;RF:STF;DANDASK 
ompstkw^; 

__ 4.IF I DONT UNDERSTAND, 
I ADMIT rr.I LISTEN AND SAY 

RHA T 11X)NT UNDERSTAND. 
_ 5 I KEEP AN OPEN MIND.I 

WCJNT JUIXJE WHAT YOU SAY. 

HOW DID YOU SCOHE? 
20-25 POINTS IS EXCELLENT 
YOU ARE HF:I .PING TO TEACH 
YOUR CI IILD GOOD I .ISTHNING 

SKILLS. 15-19 POINTS IS GOOD 
BELOW 15 POINTS MEANS YOU 
CAN DO MORE TO SETI' A CXX)D 

EXAMPI.E OFTL IE KINDS OF 
LISTENING SKILLS THAT WILL 
HE! -P YOUR CHILD SUCCEED IN 

SAIOOL 

GOOD 

LISTENING 



Brochure #9 
How to Make Your Kid Listen Better 



Source 
Listening and foiioiuing directions and Parent Insfatute" 

Published By: 
Rdam Morson 

and 
Cesar Ocampo 

HOW TO MAKE YOUR 
KIO LISTEN I3ETTER 



Glue yourself the folloujiny (5) points for something you do all the time 
and (o) points for something that you neuer do. 

1. Shom respect. I don't interrupt when my chlid is speaiclng. I don't finish 
her sentence for her. 

2. I giue my full attention, i Ignore the radio and TU. i don't let my own 
thoughts get In the way. I lean forward, bend down, or do what's needed to 
loolc him In the eye while he's tallcing. 

3. I'm encouraging. 1 nod, say "uh-huh, "I see," and so on to show I'm 
interested. 1 ask questions. 

4. If I don't understand. 1 admit it. Then i listen patiently until 1 do 
understand u^hat she/he is saying. 

5. 1 keen an open mind. 1 don't Judge or react negatiueig to what is being 
said. 

25 points is good to teach and help your child good listening skills. 
15 points to 19 Is also good. 15 points down means that you can do 

more for your chlid, or teach him better listening skills that will help your 
child succeed In school. 



Here's 4 different uiays you can try to lielp your child folloui better 
directions. 

1. Play Simon says 

2. Vou could haue a treasure hunt with your child 

3. Play yames by followiny the rules 

4. Sit and ewplain that there is rules in the yames 

Parents should talk to their children about all those thinys, and they 
should pay more attention to their kids. Try to practice iynoriny all 
distractions when you're playiny with your kids. Vou should also tell your 
kids when to pay more attention to the teachers so he could learn more 
about direction skills or learniny skills. 
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Brochure # 10 
How to Get Respect from Your Child 



yoljil 

chiumiilv 

WUAT YOUll SHOULD DO 
IF YOUll KID <;i<:iS INTO 

A VI«HT. 

IKACH THI^N WAYS 
TO USK DIVFlillKNT 
MkTUODS TO AVOID 
FI(;UTIN», BUT IF THISY 
MUST (JKC INTO A FKinT 
MAKE sums THEY KNOW 
HOW TO STOI> IT SO 
THAT NO ONK (iKTS 
IIUIIT. AKSO TKIX THKN 
THAT TUFY CAN ALWAYS 
GO TO AN AUTIIOlllTY 
FOIt IIFLI* Oil TO 
IIFIMIIIT A FKillT AND 
NOT IIK EMIIAHUASSFD. 
TFLL THKN THFY CAN 
ALWAYS CONK TO YOU 
FOII HFLI* IN ANY 
SITUATION. 

i'lJBLISlirj) BY; 

khalifa 
mijivtassini 

TIM IVABOLIVY 

Mlirii'll 

aiv» 

.iaksoiv mooki' 

© 

SOIJKCI?S 

LLSlKNINfl WEIXA 
F(»U4)WINfi 
DIRECI'IONN 
» l«0», THK PARENT 
INSIITUre 

PAREN'I'S (NAriAZINF.) 
9 APRII, 

now to get 

hespkct 

from your 

cuujp 

H¥: 

miuufa mvm'assett, 

hmnadolkv, 

uibyeh m:m, 

mson jhooitb'. 
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Brochure # 11 
Stop Teen Violence 



4.) Dealing wilh a 
pliysically violent teen. 

A) If your teen is 
becoming so violent that 
its out of control, you 
should send them to 
counseling. It might 
improve your teens 
behavior. 

B) Work out a 
consequence system 
for your teen, so they 
know what to expect 
when they become 
violent. 

C) Encourage your 
teen to become less 
aggressive and less 
violent by talking to 
them about their 
feelings, controlling their 
feelings, and how to 
fiandle violent people. 

AUTHOHS 

Jeff Lyons 
Angie Tyrrell 
Lilia Bustillos 
Mario Suchite 

Tai Au 
Brice Graham 

Rincon High School 
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1.) The Basics 

A) Be a good role 
model by dealing with 
conflicts in a calm and 
relaxed manner. 

B) Talk to your teens 
about violence, explain 
to them if they're in a 
dangerous situation just 
walk away or talk it out 
with that person. 

C) Keep your kids 
away from violence by 
asking them who they 
hang out with and set an 
agreeable curfew. 

D) Tell your kids about 
putdowns because 
putdowns can lead to 
physical violence. 

2.) Setting a good 
example 

A) Try to set a good 
example for your kids by 
never physically hitting 
them or yelling at them. 

B) Don't be a 
hypocrite, if you tell your 
kids not to be violent 
you shouldn't be violent 
either. Don't make 
putdowns towards other 
people because if you 
do, your teens will think 
they are allowed to do it 
also. 

C) If you have a 
problem with your teen, 
talk it out, then may be 
they will learn how to 
talk to people in stead of 
fighting with them. 

3.) Prevent the 
knowledge of violence 
at your home. 

A) Most teens learn 
violence from action 
movies or from T.V. Try 
to monitor what your 
kids watch. 

B)Video games 
also have a big 
influence on teen 
violence. If your kid 
rents a really violent 
video game, the next 
time they go to get 
a game, ask them to get 
a less violent one. 

C) Try to observe If 
your teen fights with his 
or her siblings. That 
might be the result of 
them watching too many 
violent video games and 
movies. 
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Brochure U12 
Listening Skills for School Success 



If you follow this quick tips you will do 
belter at scliool and even do better at 
your job. 

A CREATION OF RINCON HIGH SCHOOL 
STUDENTS 

Remember listening Is one of the 
best skills because it helps you with |\IKN HERNANOEt 
other skills and to deal with problems. MUU GARCIA 

JACKIE CARDENAS 
JEREMT lUJAH 

ADRIANA mUMO 

THANK TOU 

jiir 

© 

"Quick Tips" 

To make your listening 
skills better for a better 
future. 



One person should talk at a 
time. 

Each person should have 
equal lime to speak 

Make eye contact with the 
person you are speaking 
with 

Be a polite person. 

•Don't look around when somebody 
talking to you or make laces. 

• Show your manners 

Try not to say uh-huh repeatedly 

Dort'i listen to Die radio or watch TV 

— Give lull attention. 
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Brochure #13 
Listening Skills 101 



UJant to 
see 
more?... 
you bet 
gour 
giutius 
maKimus!! 

Listening 
SIcilis 101 
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Listening 
SIcii is 101 

\ 
(<; 

I » , 1' 

J 

I 

School 
Try to find a seat where you are 

always facing the teacher & you 

can always hear the teacher. IVIake 

eye contact with the teacher or 

speaker slo ttiat they seer that you 

are listening and paying attention 

to them. 

Home 

Work 
Work's a hassle and 

we all know that, but 

in order to keep your 

job you have to listen 

well to your boss and 

take mental notes of 

what they are saying. 

You should always try to remember 

to understand what your boss is 

saying to you and then relay it to 

the other workers if this is 

neccesary. 

1.GIve your attention to 
the speaker! 

2.Converse back, to show 
the speaker you 're 

listlngi 
3.Try to understand what 

saying as they say iti 
4.EYE CONTACT! 
5.Before you speak, let 

the speaker finish! 

Parents can be a pain especially if 

they are mad. To make disputes 

less severe, make sure you let 

them finish what they are saying 

before you start on your side of the 

story. This helps 

ease tension and 

makes 

conversations, or 

arguements a lot 

smoother moving. 

KsjLimiilis 
to Remenr^|?i*r 

Friends 
The true key to 

friendship is 

communication. 

The more somebody understands 

you, the less harsh their feelings 

are about you. Try to put your 

words in terms tiiat are fimiliar to 

them. When they speak always 

respond to them so that they know 

you are listening. Always be 

friendly In responses. 

4-
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field note transcripts 
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Teacher-Researcher Notes on Significant Conversations 

or Behavior 
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Social Group Work Interaction 

Social Group Work Interaction is defined as students talking to 
each other on an informal basis, behavior toward each other, 
communication skills between each other, level of communicative 
understanding of, and classroom work relations with each other. 
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Transcripts 

Heritage Poster Conversation #1 

Context: Students are working on making heritage posters, which are 11 x 14 white, hard 
cardboard posters. They interview their parents, grandparents, etc. about their heritage 
and reproduce symbols that represent their heritages on the poster. They use maps of 
countries relatives came from. They reproduce or draw flags that represent countries 

from which relatives/ancestors immigrated. They record stories that relatives have shared 
with them. They obtain pictures from those countries to add to the poster. Many 

included U.S. flags which represented their American heritage. 1 pointed out that this is 
our COMMON heritage. They sometimes included all previous family names. They 
included a variety of creative symbols of their own cultural heritages. 

While working on these posters in class, students sat at their assigned seats and were free 
to carry on conversations of their choosing. At times, they conversed with other next to 
them, around them, and sometimes they even had conversations with people across the 
room. 

Conversation aloud across classroom: 

Student 1 (Hispanic): [Speaking to .•\sian student] - .'Ml Asians like fish, [laughs] 

Student 2 (.Asian): [Speaking to Hispanic student] - .All Mexicans like beans, [class 
laughs - entire class has picked-up on the conversation now] 

Student 1 (Hispanic): We're all gonna get our while robes and get Latoya (African-
•American student). 

Student 3 (.African-.American): I'm gonna get my others and put on our paini and get our 
spears and come after you. [class laughs] 

Students attitudes during this conversation are playfulness and humor. 

Students are exploring the humor in the stereotypes which are representative of their own 
and others" heritages. They have learned to be aware of their own stereotyping in this 
class. 
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Heritage Poster Conversation #2: 

Same context and seating arrangement as conversation #1 

Conversation aloud across classroom: 

Student I: Stereotypes are stupid. People think teenagers are all thiefs [pronunciation]. I 
have to leave my backpack at the front of the store, but some lady doesn't have to leave 
her purse. They look at you like you're gonna take everything. 

Student 2: Yae. I know. It makes me mad. They shouldn't make no judgments about 
anybody else. They all probably stole something, so they think we do. 

Student 3: They're screwed. 

Student 4: I went in a store and they looked at me like... [head/'facial jesture] 

Student 5; [To students in her seating vicinity] - Some stereotypes are true like men are 
all pigs, [female students in seating vicinity laugh]. 

Student 4: .Ahhh. [male] 

Student 6; That's not true, [male] 
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Writing Civil Rights/Human Rights Reports: 

Seating arrangement = student choice in groups. 

Context: Students had researched civil rights or human rights issues and are writing a 
report which they will eventually present to the class. They have researched information 
and books with them as they are using class time to compose the reports. They are smmg 
in groups of their choice and conversing as they work. 

Conversation within a group of 7 students: 

Teacher'researcher walked up to group in middle of conversation. 

Student 1: It's Toni's fault. 

Student 2: Yae. Toni. 

Student 3; Toni. [sing-song tone] 

Teacher: .Are we picking on Toni? 

Student 1. Student 3; [laugh] 

Student 2; Yae. Toni. 

Toni: Shut your mouth. 

Student 4: Toni is gay. 

Toni: You're the gay king. 

Student 4; You're the gay queen. 

Student 5: Toni's okay. 

Student 2: Toni's mute, [laughs] 

Toni: Watch your mouth boy. 

Teacher: Do you always carry on like that? 

Student 6: Yae.. .they do. but they usually mean it. 

Teacher: You don't mean it? 
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Student 6; No. we're having fun now. 

Teacher; When do you mean it? 

Student 6: We usually call each other names and mean it. 

[Student 1 and Student 2 are fighting over a common reference book from the library.] 

Teacher: Why are you joking now? 

Student 5: We don't mean it in this class. We mean it in others. Biology. We are really 
mean to each other. 

Teacher; Why not this class? 

Student 5; Stereotypes, you know. 

Teacher; What do you mean? 

Student 5; You know...we just don't mean it. 

Teacher; Why don't you mean it here? 

Student 5; We're not serious in here. ...But we mean it in other classes. We call each 
other gay. and we mean ii. 
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behavior 

Context; Students were working on "Cross-Cultural Communication Scenarios". 
Students read a scenario and decide on an appropriate response (i.e.. You're with your 
friends at lunch and they speak derogatorily about another race. What so you do? Do you 
say something or not?) Students follow this procedure: 

1 They read the scenario 
2 They decide on a response and write it down 
3. They share their ideas with another student in the class (their choice) and give 

each other suggestions 
4. The\ read their ideas to the entire class followed by a discussion 

5. They were able to move about the classroom freely while working. 

The two students who are involved in this significant event include a Caucasian male 
and an .Arab male. 

Background: The Caucasian male - M - had made derogator\' comments about the Arab 
male - K - during the first 4 '/i weeks as well as during this second 4 ',4 weeks. M had 
made a point of being rude to K verbally. M had also made derogatory comments about 
other races and ethnic groups during this time as well. His comments were informally 
stated and not directed to anyone in particular in a DIRECT way. however there is the 
possibility that he had wanted people to hear them. .Vlost of M's comments were 
concentrated around the beginning of the first 4 Vi week penod of lime and the comments 
did subside to non-e.\istence. at least during class time or at least were not audible. 

Setting: The second week of the second 4 '/: week period of time 
Non-assigned seating 

Students are able to move freely in the classroom 
•Vlost students are sitting near friends 

M is sitting near his friends and working. K is sitting near his friends and vvorking. 
M walked over to K and sat in a chair ne.xt to him and began speaking to him and the 
two continued to work on their assignments while taking to each other. 

The teacher-researcher observed for content of conversation which was friendly; 
however, did not listen to and record the conversation for the purpose of reducing 
researcher interference and to not interrupt the flow of what was occurring. 

M's behavior toward K became more congenial and even friendly over the period of time 
included in the second 4 Yj weeks. M's derogatory comments regarding different races 
and ethnic groups diminished over this period as well. 
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BEHAVIOR 

W orking on Name Posters: 

Seating arrangement = students remained in assigned seals 

Context: Students transliterate their names from approximately 14 different alphabets 
and draw these transliterations on their posters. This can be accomplished using various 
anistic variations. Students leam simple linguistic patterns of different languages. Some 
Asian words have to end in an /a/ sound, so students leam that if their name ends in a 
consonant, there must be a vowel sound (usually i?J) at the end of their name. This 
explains why many .Asian inunigrants pronounce English words with an /a/ ending when 
they normally aren't spelled that way.. Students have now had the opportunity to become 
more culturally sensitive to foreign pronunciations of English. 

Setting: Students are working on name posters. They move about the room freely and 
although they are in their assigned seats, they sometimes change seating. 

When Student 1 is transliterating her name into Hebrew, she walks across the room to a 

Jewish student who knows the Hebrew alphabet. She asks him for assistance in 
transliterating her name. He assists her and she retums to her seat. Her heritage is Arab. 

Her gesture as well as his could be explained with an infinite number of possible 
explanations. .Although this is the case, and these two students had never been observed 
to express outwardly a prejudicial attitude toward the other's ethnic groups. I observe that 

this classroom activity and the atmosphere in the classroom played a major role in 
creating the opponunity for this gesture. The conscious awareness of learning to become 
culturally sensitive has contributed to the collaborative and congenial mixture of these 
students as well as others. The nature of this classroom activity itself contributed to a 
collaboration between students, from normally opposing ethnic backgrounds, that would 
not normally be necessary. 
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Same Assignment (Name Poster), Context, and Seating as Above: 

Student 1 calls teacher over for assistance with an Asian transliteration of her name. 

Student 1: I can't find the /I/ sound at the end of my name. Is this it? 

Teacher: There is no '1/ by itself, is there? All the consonants have a vowel sound at the 
end. so... 

Student 1: 1 have to use that? [/la/] or this? [/le/] 

Teacher: The /e/ in /le/ makes a sound too. so you still don't have a single '1/ sound at the 
end. 

Student 1; Should 1 use this? [/la/] 

Teacher; Yes. use that because that is the /I/ transliteration given. 

Student 1; Karena. Karena 

Teacher: Karena 

Student 1: Hello - a... Karen - a 

Teacher: That's why people from Asia add an /a/ at the end of most words. All the 

consonants, see. have a vowel sound after the ending consonants in their alphabets. 
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Assignment-Focused Interaction 

or 
Student Classroom Interaction 



360 

Assignment-Focused Interaction 

Assignment-Focused Interaction is students talking to each other, 
behavior toward each other, communication skills between each 
other, level of communicative understanding of, and classroom 
work relations with each other while working on classroom 
activities. 

Definition: Any behavior between students while working on 
assignments in class that is directly related to the assignment. 
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Classroom Activity #1 

The Herman Grid: Example attached. Students are each given a Herman Grid for 
explormg perceptions. At the intersections of the horizontal and vertical white lines, the 
eye perceives gray dots which are not printed there. It is a sort of optical allusion. 
Students learn that what the eye and the mind perceives is not always a reality. At least, 
the\ are made aware of perceptions, illusions, and reality for the purpose of learning to 
critically think, about others instead of relying on unconscious stereotypes. 

Context: Students have been given a Herman Grid and they are looking at them. .A, 
classroom discussion will be led by the teacher after students have been given time to 
observe the grid. .-Mso. students discuss what they are seeing informally with each other 
while looking at the grid. 

While looking at the grid, the following is a conversation between two students: 

Student 1; That's weird. You see "em? 

Student 2: See what? I don't see an\thing. 

Student 1: Right. 

Student 2: You're seeing things, dude. 

Student 1; Get off it. 

Student 2: 1 see it. so what? 

Student I: Yae. you see things that aren't there. So when you call me you're 
imagining it. 

Student 2: I ain't imagining nothing. 

Student 1; [Shakes his head] You're imagining it. 

[They are interrupted by another student] 



During the Same Activity, a Classroom Discussion Is Led by the Teacher: 

Teacher: Are the gray dots really there? 

Student 3; Yae. 

Student 4; No. they're not. It's just an illusion. 

Student 5: They're there because we see them. 

Student 4; What? 

Student 5; If you see them, they have to be real. 

Student 4: But it's just our eyes; it's not real. 

Teacher: .\re perceptions real? 

Student 6: No, it's just the way you see something. Just because you think it's real, 

doesn't mean it is. If you meet someone and you think they're not cool, doesn't mean 
they're not. It's just your perception. 

[Discussion continued, but this is the most significant part] 
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Classroom Activity #2 

Common Misperceptions Worksheet: Example attached. This is a list of statements 
about various racial and ethnic groups that indicates stereotypes about them. Students are 
asked to record a Y if they think the statement is a common belief among people and an 
N if they thir\k it is not a common belief. 

Context: Students work on their own; however, they talk with each other while working. 
Students sit in their assigned seats. 

The following is a conversation between three students: 

Student 1: These are fvinny. 

Student 2: Some are true. All Italians are in the Mafia. 

Student 1: Teenagers are irresponsible. That's what most people think. 

Student 3: No. not everybody. Not everybody thinks teenagers are irresponsible. 

Student 1: Some people do. 

Student 2: People with disabilities ARE needy. 

Teacher; Can anyone with a disability do anything for themselves? 

Student 2: Yae, but... 

Student 3; Some can, some can't. 

Teacher; But this statement suggests that people with disabilities in general are needy. 

Student 3: Some can do...like this blind guy I saw on TV. he swims on a team. You 
know, like that. 

Teacher; That's right. Sometimes people with disabilities can do more than people 
without disabilities. Are all teenagers irresponsible? 

Student 3: No. 

Student 1; No. It's a stereotype. 

Teacher; That's right because all teenagers could not be the same exact way. 
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Classroom Activity #3 

The Classroom Worksheet: Students read the following stor\': 

He had just turned off the lights in the classroom when a student appeared and 
demanded money. The teacher opened a wallet. The contents of the wallet were scooped 
up. and he sped away. A member of the school administration was notified promptly. 

Then they were asked questions about the story to test their critical thinking skills in 
balancing their prejudices, stereotypes, and perceptions. 

Students discussed their answers in groups and then discussed their ideas with the entire 
class. 

The point of this activity is to make students aware that they need to carefully analyze 
what they hear. see. and read. 

Context: Students answer questions individually. Then they discuss their ideas in groups. 
Students are very involved in this activity because the questions are difficult to answer 

without one's prejudices getting in the way. One question is, "The robber is a student". 
They want a true, false or question mark answer. The story doesn't say that there is a 
robber at all. There is also no indication that anything negative has been done by any of 
the mentioned characters in the stor\-. So students struggled with these. 

Classroom discussion is conducted by asking students which answers they believe are 
true or false and why. Students answer on a voluntary basis. 

Teacher: Was the robber a student? 

Student 1; No. It didn't say there was a robber. It didn't say the student robbed either. 
Maybe the teacher owed the student money. 

Student 2: The student stole the money because why would the teacher scoop up the 
money and run away? 

Student 1; It says he sped away. That could be the teacher or the student. 

Student 3: Or maybe it was someone else that sped away. 

Sludent 4: It says there is a teacher and a student, but maybe there is a third person or a 
fourth person. 



Teacher: You perceive that someone was robbed, but was someone actually robbed. 

Student 5: No. 

Student 2; Yae. the student stole the money. 

Teacher: What was possibly stolen, money? 

Student: 6: It says the content of the wallet dropped out and he picked it up. 

Teacher: .Mthough it says the student demanded money, it just says the contents of the 
wallet was scooped up. Did the robber demand money of the teacher? 

Student 2: Yae. he demanded money, the student is the robber. 

Student 1: It didn't say anyone robbed anyone. 

Student 2: But he did take the money. 

Student 1: It doesn't say that, does it? 

Student 2: No. but that's what happened. 

Student 1: Maybe the teacher owed the student money. 

The teacher then pointed out the difference in what was actually stated in the story and 
what perceptions and interpretations we all have of what happened. 

Student 2: We don't know what happened. We have to guess. 

Teacher points out the connection between this and stereotyping and perceiving people 
with our own prejudices. 
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Classroom Activity #4 

First Impressions Discussion: Students were asked to think of a first impression that 
turned out to be wrong. They were asked to write it down, share it in a group, and then 
volunteers were needed to tell their stories to the whole class. Assigned seating was used, 
but during the group work portion, they were able to move freely around the room. 

Entire Classroom Discussion: 

Teacher asked for volunteers to share their stories. 

Student 1; I was out at lunch with my friends, and there was a new girl from France. So I 
started to talk to her. and I was talking to her for a while and then I stopped and she 

didn't say anything. Then she walked away. I thought she was rude and stuck-up. But 
ma\ be she didn't know how to speak English. Maybe that's why she didn't say anvthing. 

Student 2: She didn't know how to say. no comprende. 

[classroom laughter] 

Student 3 jumps in; One day I was in line tor lunch and this girl had given me a diny 
look. 1 heard she was nice, but when she gave me that evil look. I didn't like it and I 
didn't like her. I thought she was a stuck-up snob. The next couple of week I was in line 
again for lunch and she smiled at me and we started to talk. I was mad at first because she 
gave me that dirty look, but then In understood that some days you have a bad day and 
don't feel like smiling. You have to really get to know the person before you can say or 
agree to what anyone else says. 

The following examples were expressed during the group portion of this activity or 
shared with only the teacher: 

Student 4: My first impression of these two girls in the class was that they are really close 
and that they might think that they're too good for everybody. I thought they were a little 
crazy because they'd giggle a lot. After doing individual work we had to do group work 
and they had picked me to be in their group. There wasn't anything I thought only the 

part of giggling a lot. When I thought they had been knowing each other for a long time 
the\ first met each other at the beginning of the school year. Now I am friends with these 
two girls and I do group work vvith them and we communicate well. 

Student 5: 1 remember when my cousin introduced me to his girlfriend that later became 
his fiance. I had heard so much about her. I heard that she was a beautiful, young, skirmy, 
ballerina with long thick hair and perfect manners. Everyone was boasting about how she 
had so much to be proud about. She had so many awards from ballet, she was a straight 
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"A" student and had a rich background. 1 automatically assumed she was stuck-up and a 
brat. When I saw I vvas even more convinced of my thoughts. When I saw her. she was a 
very hyper, happy, well-mannered young lady. She didn't pay much attention to me and 
just talked to my family. I was so convinced by now that I wasn't even willing to talk to 
her. .A. couple of days later she calls me about how she was wanting us to hang out and 
go to places together. She was so nice and she even apologized if she had given me a bad 
impression. 1 fell so proven wrong that I apologized like ten times. Ever since then she 
has been my best friend in Egypt. I talk to her about everything and I trust her with my 
life. I guess first impressions can't be trusted. 

Student 6: My first impression I had and it was bad was my friend I thought he was 
gonna be a bully, and I also thought that he w^as gonna try to fight my little cousin so I 
went up to him and I told him why he was trying to fight my cousin and he said he 
wasn't. So then we started to play basketball and I got to know him and I found out he 
wasn't a bully so we became friends and now we are best friends. 

Student 7: There was a new student from Russia came to school. My first impression was 
that he was stupid and strange being as the way he talks because no one understood him 
and the way he dressed because his clothes were different from ours. Everyone always 
teased him about the way he talked and I did too. Eventually. I became friends with him 
because I felt sorry for him when everyone was teasing him and spoke out for him. And a 

majority of the people stopped leasing him and to this day 1 still don't understand him but 
we get along. 

Student 8: .A, first impression I have had on a person was a person I met at school. There 
was this kid who vvas different than other kids in the class. They used to make fun of him 
from the very first day he had come. They would make jokes, call him names, and tell 
him that he was worthless in every way. Mostly, the giris helped him with what he 
needed help with, all because the guys hated his guts. Some of the guys staned to open 
their mouths, while others kept them closed. Some of us learned all kinds of things from 
his culture. The first impression I made about him that he would not know or understand 
anything, but then I started to open up my eyes. 1 mean he was having trouble learning 
three cultures. Then he was on a roll when people were helping him. They were all 
amazed for vvhat he can do. That comes to show what others can do with help and 
friendship and how far you can get. Also how much fun to do something or learn 
something. 

Student 9: When I first met one of my friends. I really did not like him that much. He 
kinda vvas a jerk and 1 thought he was better than everyone else. That is what 1 thought at 
least. As we got to know each other better I found out that he was not the way that I 
thought he was. He vvas cool and really a nice guy. This taught me not to make first 
impressions on people that I do not know. 
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Student 10: I have this girl in my fifth period that gave me a first impression that she was 
racist. She was always talking about a certain other race, mostly about white girls. She 
was talking bad about them and how they looked. But then later in the year, she spoke out 
and said she was going to try to stop being like that. So I got the impression that she was 
a bad person, but then she spoke up and was very honest about it and I realized that she's 
only human. 

Student 11; My first impression was about one boy and he looked like he was in a gang. 
Then m the middle of the school year, I got to know him by a couple of friends so we 
started to talk. Then while we were talking, I found out that he was not in a gang. The 
reason \sh\-1 thought he was in a gang is because he was always wearing the same color 
ever\day and wearing baggie clothes. That's why my first impression changed because 
we became friends. 

Student 12; I remember a first impression when I saw a guy at Skate Countrv'. He looked 
like a nerd. So I tried to avoid him. Then 1 fell and he helped me up and we started 

talking and it turned out he liked the same stuff as me. I learned that you shouldn't judge 
someone by what they look like. 

Student 13: The first time I met one of my friends. I thought she was a huge snob. Then 1 
got to know her "cause she hung out with the same people I did. and we got a talkin'. 
Well later 1 realized 1 shouldn't of judged her until 1 got to know her "cause 1 finally 
found out she is actually a really nice and thoughtful person. When she first came up to 
me. she acted like she was the best, but it was to that she just wanted to fit in. 

Student 14; One of the times that I had a first impression was in seventh grade. W'e all 
had new classes and this boy came in and sat down. He was short, fat. and looked like an 
idiot to me. He didn't talk that much during class. One day I was put into a group with 
him in Science. I thought. "I don't want to be in a group with the weirdo", but he might 
of thought the same too. WTien we started working, he was extremely nice to everyone. 
He was also ver\' smart. .A.fter a while when we were working he started to help me do 
the stuff I didn't understand. I figured out that just by the way that someone looks. 
doesn't describe everything. 

Each student had stated in conclusion that their first impressions of people should have 
been more perceptive. 

Talking about these experiences in the context of this type of course brings experiences 
back to student's minds giving them the chance for a metacognitive awareness 
development of the process of critical perception. 



369 

Classroom Activity #5 

How to Raise a Prejudice Child: Students were to work in groups of their choice and 
describe in writing how to raise a prejudice child. They then presented it to the class. 

The objective of this assignment is that students will become more aware of the role that 
parents, teachers, other significant adults, the media, and the community have in teaching 
children about race. 

The following are examples of what groups presented: 

If 1 was a parent and I wanted to raise a prejudice child, 1 would have to be mean to all 
other races. 1 would have to convince him that his race is the best and all other reaces are 
interior. If you were going to raise him as a prejudice child you would have to 
"brainwash" him with untrue words about other races. As a parent you would have to use 
the word hate a lot. You would have to display your beliefs in front of your child, while 
making fun of an innocent person. Since a child soaks up knowledge like a sponge, you 
would have to teach him while he was still very young, the bad things. You could say all 

Blacks are on welfare, all Hispanics are gangsters. This would make him feel better and 
superior to all other races. In order to raise a prejudice child, you need prejudice parents. 
^'ou would have to convince him thai his race is higher than all others. 

First of all parents have to be prejudice, friends and neighbors. Parents might want to 
start leaching their children about racial groups. Parents might say that this group is 
belter, you know things like that. They have to tell them how to be prejudice too. Parents 
don't let the kids have any other race as their friends; they can only hang around with 
their ow n kind. .'\nd if he gets in a fight, the parent won't do anything. That way they 
keep on fighting. 

The following are exerts from other presentations: 

Tell them about their race and not no other race. 

To never talk to people from other races. 

Teach the child to think badly about other races. 

When they are bom. you only bring them around one race. 

Don't let them be friends with another race. 
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Classroom Activity #6 

Learning to Use the "Talking It Out Model:" Students get into groups of five. They 
decide which roles they'll take. Two students (the conflictors) will role-play having a 
conflict with each other. Another two students in the group (the resolvers) will lead the 
contlictors through each of the steps of the "Talking It Out Model." The fifth student will 
be the leader/observer and will make sure everyone stays on task. 

For a minute or two. the conflictors role-play any one of the four scenarios given. The 
scenarios are conflicts that need to be resolved. 

The resolvers lead the contlictors through the seven steps of the "Talking It Out Model." 

The leader makes sure everyone stays on task. They also have to ensure that the 
contlictors complete each step before going on to the next. 

Group 1: 

Scenario: There are two girls who are not being allowed to join the boys" basketball team 
and there is no girls" basketball team. The girls are qualified to play and have played on 
teams previously elsewhere. One of you is the admitting coach who has the final decision 
about whether the girls are admitted or not. The other of you is an advocate for the girls. 
Student act out the conflicts and practice "The Talking It Out Model". 

Coach; I think the girls shouldn't be allowed on the team because they are girls. 

.Advocate; Just because they are girls? 

Coach; Yae. they can keep up. 

.Advocate; They were on other teams and they can play. You're just being prejudice. 

Resolver 1; Okay, you stated your feelings, now agree on what the problem actually is. 

Coach; The girls want on the team and they can't be admitted. 

.Advocate; The girls want to be admitted to the team, but the coach won't let them. 

Coach; But they're girls. 

Resolver 1; Now collaborate on all possible options for solving the problems, (reading it.) 

Advocate; What if you let them try out like the boys do? 
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Coach: I guess they can try out. Okay. 

Resolver 2: Did you agree on letting them try-out? 

Coach: Yae. 

Teacher explains - N^Tiat if they would have just: 

1. yelled at each other 

2. simply didn't listen/talk to each other at all 
3. ignored each other 
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APPENDIX F 

"THE CONFLICT TOOLBOX" 
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^ HANDOUT 

THE CONFLICT TOOLBOX 
Pe«r Mediation 

The Quick ri'- —-i.v ji . , lanore It and/ 
Apology 

Ignore it ai^ 
M^ve.Qn\ 

mfo Revers^ 

Concilidtiuail 

DLdfagHe 

Class Meetings 

Perspective 
Taking 

Humor 

Braini^miin^ 

Adimit Mistakj^^ 

'Negotiohon) Cpniproiiii^ 

Shore Take Turns 

Win-Win 

&Sk::for'Ren^ 

Time-

Family 
Meetings 

Active Listening 

"V Messages 

Arbitration 

Ask Questions 
Before You 
Assumel 

Creative 
Problem 
Solving 

L  ̂It Go 
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