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ABSTRACT 

As a reform movement in education, multicultural education is 

one response to the realities of cultural diversity in the United States. 

Current programs in multicultural education rely on multicultural 

experiences to teach students to think and act multiculturally. Teachers are 

required to know and respond to learning differences which arise from 

students' cultural diversity. Goals for existing programs vary, but a 

generally held goal is equal access and open opportunity for all students to 

the benefits of education. 

Current multicultural education programs fail to address the 

cognitive patterns of students as they relate to the processing of 

information about cultural diversity. The information they bring to 

experiences enables students to inform and leam from their experiences. 

Without examining the a priori by which students determine the truth of 

their multicultural experiences, multicultural educators are perpetuating 

existing patterns of prejudice and discrimination. By creating a synthetic a 

priori, students are able to more effectively leam the intended lessons from 

the multicultural experiences provided in the curriculum. 

In anthropology, investigation into other cultures is guided by the 

Kluckhohn Model. This model stresses cultural relativism in the 

observation and collection of data about other cultures. Anthropologists 

suspend, as far as reasonably possible, their own cultural values as they 

describe other cultures in terms of those cultures' own systems of values, 

beliefs, and responses to the world. Once the other culture is responsibly 

understood, comparisons may be made in reference to the anthropologists' 

own culture, and evaluations may be made based on reliable data. 



9 

By adapting the Kluckhohn Model to education, and implementing it 

as part of proposed and existing programs in multicultural education, the 

effectiveness of those programs will be greatly improved. Students will 

create a synthetic a priori which will empower them to approach 

multicultuiral experiences in the manner of the anthropologist. Their 

ability to make reasoned inquiry into and decisions about cultural diversity 

will be enhanced. 

Resistance to multicultural ism from a variety of sources cannot 

change the realities of global and national cultural pluralism. Through the 

Kluckhohn Model, education will provide students with the skills necessary 

to assume first-class national and global citizenship. 
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INTRODUCTION 

"America is God's Crucible, the great Melting Pot, where all races 
of Europe are melting and reforming. Here you stand, good folk, think I, 
when I see them at Ellis Island. Here you stand in your fifty groups with 
your fifty languages and histories, and your fifty hatreds and rivalries, but 
you won't be long like that brothers, for these are the fires of God. A fig 
for your feuds and vendettas! Germans and Frenchmen, Irishmen and 
Englishmen, Jews and Russians - into the Crucible with you all! God is 
making the American . . . The real American has not yet arrived. He is 
only in the Crucible, I tell you - he will be the fusion of all races, the 
coming Superman." 

Israel Zangweli 

What to do with those whose culture is different has been a concern 

of societies from before the dawn of civilization. A simplistic, and 

extreme, solution has been the elimination of those who are different. 

Whether the solution involved enslavement, expulsion, or slaughter of the 

culturally diverse group, the dominant culture was attempting to maintain 

itself A second response has been to eliminate diversity, assimilating 

everyone into one common culture. A third response has been cultural 

pluralism, in which culturally diverse groups share a common culture 

while maintaining their distinct cultural beliefs and customs. 

Multicultural education has attempted to provide educational 

programs to address the challenges of a pluralistic society. These proposed 
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programs address the need to provide equal access and open opporunity in 

education for all students, but fail to adequately prepare students for the 

world of the future. In order to prepare our students for first-class 

national and global citizenship, education needs to equip them with decision 

making skills. We need to provide conceptual frameworks to use as a basis 

for preparing students to live in a democratic and pluralistic society 

(Garcia, 1982). Students must learn how to learn. 

Models are used to examine experiences and give meaning to those 

experiences (Saunders and Decker, 1976). These models, or frameworks, 

are critical for students to employ in creating meaning for their 

experiences in the emerging pluralistic societies of the nation and globe. It 

was the purpose of this dissertation to examine the need for such a model 

and to propose one for multicultural education. 

THE ROOTS OF MULTICULTURAL EDUCATION 

Immigration has made the United States a nation characterized by 

cultural diversity. Historically, we have treated this diversity as something 

to be eliminated. Thomas Jefferson's vision of a system of public schools 

included them as a force in transmission of a common American culture. 

Many immigrants have viewed the schools as one way in which their 

children could learn to "become Americans." This view of education as a 

force in acculturation of our young people was shared by the nation as a 
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whole, and it continues to be a strong theme in our modem society. 

Considerable controversy, however, arises from the changes taking 

place in our national attitudes toward cultural diversity, from assimilation 

toward pluralism, and the question of how to deal effectively with the 

increasing challenges cultural diversity presents to our society and to our 

schools. Not only must we deal with it on a national level, but the needs of 

the global marketplace require that our students be prepared for a global 

society as well (Appleton, 1983). It is the purpose of this paper to propose 

a theoretical model of multicultural education which is designed to equip 

students to be effective citizens of a global society as well as in our 

American society, and to assist them in giving meaning to their experiences 

related to cultural diversity. 

Multiculturalism is "a philosophical position and movement that 

assumes that the gender, cultural, and racial diversity of a pluralistic 

society should be reflected in all of the institutionalized structures of 

educational institutions . . . (Banks and Banks, 1993, p. 359). This 

movement dates back to the early years of this century, and it has become 

the multicultural education movement of today. Over the past several 

decades as the multicultural education has evolved, it has assumed a wide 

variety of definitions. These definitions result from the differing purposes 

of advocates of particular approaches to diversity. 
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Failure to adequately define multicultural education has made any 

meaningful discussion difficult. In their analysis of multicultural 

literature, Sleeter and Grant (1987, p. 436) found that "the only common 

meaning is that it refers to changes in education that are supposed to benefit 

people of color." In the most recent literature, multicultural education is 

used to define a reform movement to provide equal access to the benefits of 

education for all students regardless of their cultural background (Banks 

and Banks, 1993). 

The Role and Nature of Culture 

A definition of culture is central to understanding multiculturalism. 

Kroeber (1952) notes that the word itself was initially derived from the 

Latin "cultura" which is interpreted as tending or cultivating. This 

meaning is preserved in some English words, such as horticulture, 

agriculture, and cult. Culture also refers to human appreciation for the 

finer things in life. In more recent times, under German influence, 

culture has been used to describe material conditions. This use is reflected 

in the science of anthropology to describe different patterns of behavior 

among ethnic groups. Kluckhohn (1949, p. 17) defines culture as "the total 

life way of a people, the social legacy the individual acquires from his 

group." 



This definition is consistent with the use of the term "culture" to 

describe social behavior by those who write about multicultural education. 

Wurzel (1988) defines culture as the learned and shared patterns of 

information used by a group which give it identity and which are used to 

generate meaning among its members. Garcia (1986) asserts that culture 

helps members of a group enhance their survival. Banks (1993) identifies 

values and patterns of behavior as components to be added in defining 

culture. Culture, then, can be conceived of as the learned and shared 

values, and patterns of information which are used by a group to give itself 

an identit>', to give meaning to events, and to enhance their survival. 

Culture is transmitted by the group and by the family as a learned 

process rather than a biological inheritance. It is that culture taught by the 

family which has the greatest impact (Kluckholn, 1949). Since everyone is 

a member of a culture, where does it leave us? Gollnick and Chinn (1994) 

have described the relationships among minority cultures and the common 

culture in terms of microcultures and the macroculture. They assert that 

everyone accepts parts of the macroculture to some extent into their 

microculture. Members of the same microculture do not necessarily share 

the same degree of acceptance of the macroculture, nor do they necessarily 

accept all of the same aspects of it. Individual variations, such as gender, 

economic status, and religion affect their acceptance of the microculture 
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and give a different perspective to their membership in the macroculture. 

Thus every individual in the classroom is a unique microculture, a 

minority of one, with special needs and learning styles. 

As it is used in multicultural education, cultural diversity refers to 

differences that result from race, ethnicity, religion, language, gender, and 

exceptionality which have impact on the education of students (Banks, 

1990; LaBelie and Ward, 1994; Bennett, 1990; Gollnick and Chinn, 1994). 

In the interest of clarity, it is important that the definitions of some of these 

differences be explained. 

Racial diversity refers to differences resulting from physical 

characteristics, such as skin color, hair color and texture, head shape, etc. 

(Gollnick and Chinn, 1994). This type of diversity is inherited. 

Individuals or groups do not choose their race nor can they change it. 

Race is the least reliable indicator of cultural diversity. 

Ethnicity refers to an individual's membership in a group which is 

distinguished from other groups in society on the basis of cultural 

characteristics (Bennett, 1990). While these characteristics, such as 

language, foods, beliefs, and religion are characteristics shared by the 

ethnic group in general, as Ogbu (1977) and Gollnick and Chinn (1994) 

point out, members of that group will share in these characteristics in 

varying degrees. 
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Exceptionality includes those who differ substantially because of 

learning or behavioral characteristics. It is used in education to include 

students who are gifted as well as those with learning disabilities (Banks 

and Banks, 1993). 

Approaches to Multicultural Education 

In 1987, Sleeter and Grant undertook the first analysis of 

multicultural literature. In this literature they were able to identify five 

categories of approaches to multicultural education which have formed a 

typology for multicultural education today. As summarized by La Belle 

and Ward (1994, p. 26) the categories are: 

1. Teaching the Culturally Different: Transitions students from 

various groups into the mainstream. 

2. Human Relations: Helps students from various groups get along 

better, but avoids dealing with social stratification and doesn't 

attend enough to multiple forms of human diversity. 

3. Single Group Studies: Teaches about specific groups to promote 

pluralism, but doesn't emphasize social stratification and doesn't 

attend enough to multiple forms of human diversity. 

4. Multicultural Education: Reforms the school through 

appropriate curricula and materials, affirmation of all students' 

languages, staff changes, and so forth to promote cultural 
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pluralism and social equity. 

5. Education that is Multicultural and Social Reconstructionist. 

Prepares students to promote cultural diversity and to challenge 

structural inequality. 

Of these categories, Teaching the Culturally Different closely 

resembles education as it has traditionally operated. It assumes that 

diversity is a barrier to education. Minority students are assumed to be 

culturally deprived and not to perform as well or achieve as well as 

majority students because they enter school with a "handicap." Those who 

advocate this approach focus on teaching those who are culturally different 

the same curriculum that has zdways been taught. In this context, 

multicultural education involves only minority students, and is intended as 

a transition, or assimilation of those students into the mainstream, common 

culture of society and the school (Sleeter and Grant, 1987). 

What Sleeter and Grant (1987) identified as the Multicultural 

Education approach has been characterized by a broader focus on cultural 

diversity and the problems it presents in educating students. This approach 

has subsequentiy been further clarified and developed to become the most 

commonly described approach in current education literature. There 

continues to be a lack of consistency on the goals and definitions of 

multicultural education, although less so than Sleeter and Grant found. For 
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the purposes of this dissertation, this Multicultural Education approach was 

used as the basic form of multicultural education. 

Current Trends 

As it has evolved, multicultural education has come to mean different 

things to different people. The expectations of various ethnic or racial 

minorities and of the common culture, within our society, vary widely 

(Banks and Banks, 1993). With continuing changes predicted for the 

population of the United States, cultural diversity will become an 

increasingly greater challenge to our system of education. 

One strong theme in the movement today is the reforming of 

education to meet the needs of a diverse student population more 

effectively. Another is to teach students to identify bias, prejudice, and 

discrimination, and give them tools to combat these negative factors and 

their effects (Banks, 1986; Banks and Banks, 1993; Gollnick and Chinn, 

1994; Bennett, 1990; and others). Beyond that, multicultural education is 

an attempt to teach students to function successfully in our pluralistic 

society (Appleton, 1983). There is general agreement on the need for 

action, but there is controversy and a lack of consensus on how we should 

approach it. 

In order to achieve and ensure open access and equzd opportunity for 

all students, some theorists state that educators must be able to identify 



their students* cultural affiliations, and tailor instruction to meet the needs 

of these students and maximize learning. This requires that educators 

become fluent about cultures and the styles of learning which are most 

effective for students who are culturally different (Banks and Banks, 1993; 

GoUnick and Chinn, 1994). Simply knowing a student's cultural identity 

does not automatically inform the educator about that student's culture 

(Ogbu, 1977). The educator must be alert to each individual, constantly 

observing and adapting instruction so that the student is able to learn. 

Achieving cultural diversity among the faculty in the schools has 

been one method used to provide positive role models for students and 

provide cultural fluency. However, in his 1989 study of native teachers at 

Zuni Pueblo, Osbom found that those teachers were not necessarily more 

accepted by Zuni students, nor were they more effective with those students 

than were non-native teachers. Those teachers or aids who were actually 

part of the Zuni culture demonstrated greater success. Osbom suggested 

that the degree of acculturation is the critical factor, and that the education 

process for teachers has enculturated teachers of diverse cultural 

backgrounds so that they are no longer culturally diverse. Knowing that a 

teacher comes from a diverse cultural background does not guarantee that 

the teacher's membership in the diverse culture has not been significantly 

altered by the teacher education process. 
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Within the curricula of most schools, bias toward the common 

culture is observable. A balanced curriculum which includes multiple 

perspectives is needed (Banks, 1987). While materials to accomplish this 

curriculum are available, the texts in common usage show few appreciable 

differences from a Eurocentric approach to educational content, with 

practices focused on the common culture that have characterized education 

in the past (Anderson, 1990; Asante, 1991; McCarthy, 1990; Bull, 

Fruehling, and Chattergy, 1992). It thus becomes necessary to continue to 

teach students to identify bias in the curriculum. Educators must secure 

ongoing appropriate resources to supplement the existing curriculum in 

order to teach about diversity in an unbiased, sensitive, and realistic 

manner (Sleeter, 1989; Banks and Banks, 1993; Gollnick aiid Chinn, 1994; 

Bennett, 1990; and others). 

Goals in Multicultural Education 

Multicultural education should not be limited to students of divergent 

or minority background, but must include all students. Students need to 

learn about other cultures in an atmosphere of respect and cooperation. 

They need to be trained to function in an increasingly diverse society in 

which the rules are continually changing (Sleeter, 1989), To some extent, 

all individuals are members of a minority, or microculture, and they also 

interact with the common, or macroculture. The degree to which an 
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individual's microculture is compatible with the macroculture will 

determine their ability to function in society (Gollnick and Chinn, 1994). 

Multicultural education is viewed as having a series of levels which 

differ somewhat from one author to the next. These levels follow the 

general pattern of moving from monoculturalism to tolerance, acceptance, 

respect, and affirmation of diversity (Nieto, 1992). In Banks (1988), 

multiculturalism is described as a process of evolution from monoethnic 

courses into muitiethnic courses, multiethnic education, multicultural 

education, and finally the institutionalization of these courses in the 

curricula of the public schools. 

Gollnick and Chinn (1994) have created a set of seven principles for 

multicultural education. Chief among these are helping students increase 

their academic achievement, and matching the learning styles of the 

students to the teaching style of the teacher to develop effective 

instructional strategies. These strategies are described as being integrated 

throughout the curriculum and deal with the realities of American society 

to educate students about the causes of oppression and inequality. Other 

principles state that multicultural education must start from where the 

people are, and incorporate appropriate community resources. 

These principles create a means for the student to learn about 

diversity as it exists in the United States. However, they reduce 
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multicultural education to an educational program which is primarily 

concerned with open access and equal opportunity for all students to the 

benefits of education through a focus on learning styles. While it does 

attack the issues of racism, inequity, and prejudice, it does not prepare 

students to function in the growing global society. 

The ultimate goal of multicultural education, as it is currently 

described, appears to be the achievement of cultural pluralism in which 

diversity functions within the shared common culture. Multicultural 

education is the process by which citizens are inculcated with the values of 

cultural pluralism. A problem exists, however, in the controversy over 

whether or not the United States sees cultural pluralism as a social ideal. 

Appleton (1983) argues that we do embrace the concept, and are 

currently moving toward it. The democratic pluralism envisioned by the 

founding fathers, and the society of the early years of our republic, faced 

the challenges brought by mass immigration which changed the ethnic and 

racial diversity of society. In spite of the resistance cited at the beginning 

of this chapter, the concept of pluralism has grown. Diversity has been 

affirmed through legislation such as the Civil Rights Act of I960, and state 

and federal laws defining and forbidding prejudicial practices in 

employment, business affairs, and social intercourse. The U.S. Supreme 

Court's 1954 decision in Brown vs. Tnpe.lca Rnard of Rdiicatinn ended 
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segregation in public education, and the 1974 T aii vs. Nichols decision 

required instruction to be given in the primary language of the student. 

Programs such as Affirmative Action signal our national intent to affirm 

and tolerate diversity. As a result of the 1994 election, a major shift away 

from this trend can be observed. It remains to be seen to what extent this 

change reflects the national commitment to cultural pluralism. At the same 

time, pluralism has not yet been achieved, and considerable work remains 

to be done before we are a culturally pluralistic society. Bull et al. (1992) 

underscore this point when they state that our democratic society needs to 

develop processes by which social decisions may be made that take into 

consideration the stake various parties have in those decisions. 

Acceptance of pluralism as a societal goal for the United States is not 

universal. Some groups in our society perceive multicultural education 

and pluralism as challenges to their cultural hegemony. Cultural pluralism 

has also been characterized as a movement to dilute the national identity 

and fragment our society. Cultural sensitivity is characterized as political 

correctness by conservatives (Thompson and Sangeeta, 1993; Perry and 

Frasier, 1993). 

The Role of Schools 

The schools are a key element in the struggle over cultural 

pluralism. It is a fundamental premise that educational interventions can 
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contribute to the development of a multicultural perspective. These 

interventions must teach the ethnic and cultural diversity of American 

society, and include the commonalties as well as the differences among 

cultures. Students need to be taught to recognize and respect these 

differences as they exist in American society. Just as important, they must 

recognize the ways in which cultures are similar, providing common 

ground for understanding. They also need to leam their own ethnic 

heritage and its place in the macroculture of society (Sleeter, 1989, 

Bennett, 1990, Banks and Banks, 1993, Gollnick and Chinn, 1994, and 

others) . 

Resistance to Multiculturalism 

Resistance to multicultural education does not change the facts of 

diversity any more than those who attacked Copernicus' view of a sun-

centered universe were able to change the structure of the universe. The 

fact that Copernicus' discoveries were in direct violation of the theological 

"truth" of his time does not alter the fundamental scientific truth on which 

his statements are based (Garcia, 1982). 

The reality today is that we are all citizens of a global society which 

is characterized by diversity. Because of our interdependence, to function 

successfully in this society requires that we deal with diversity (Mehlinger, 

Hutson, Smith, and Wright, 1970; Garcia, 1982; Pickert, 1992). 
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The political debate surrounding the issue of cultural pluralism in the 

United States demonstrates the controversy surrounding multicultural 

education. Legislation requiring that students be taught in their primary 

language, allowing for bilingual education, and requiring equal opportunity 

and open access to education demonstrate our belief in the value of 

diversity. On the other hand, further legislation prohibiting the use of 

languages other than English in official governmental activities 

demonstrates society's commitment to a common core culture. It is this 

conflict between diversity and unity which characterizes debate about 

multicultural education. Opponents of multicultural education fear that 

society will be fragmented through increased emphasis on diversity. 

Proponents envision a society in which diversity co-exists with membership 

in a common, shared culture. They argue that a society is strongest when 

all members are valued and a multitude of perspectives edlow for a free 

flow of interaction. 

Global Multiculturalism 

Multicultural education, as currently described, does not adequately 

address the need to train students to function in a global society 

characterized by a wide range of cultures. Although this global focus is a 

natural and logical outgrowth of many approaches, it is not one which is 

clearly articulated in the literature. Global education literature addresses 
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the relationship with multicultural education. (Arakapadavil, 1985; Tye, 

1990; Pickert, 1992; GoUnick and Chinn (1994); Banks and Banks (1994) 

identify a global perspective as one part of their multicultural education 

programs. However, in multicultural education, the implementation of a 

global perspective is assumed to depend on a successful multicultural 

education program (GoUnick and Chinn, 1994; Banks and Banks, 1994). 

They also identify a need for teacher training in global perspectives and 

education. Lambert (in Pickett, 1989) cites research which indicates that 

college students in education are the least likely to be enrolled in classes 

with a global emphasis. The lack of a global perspective is one gap of 

many gaps in the preparation of students to function effectively with 

diversity in the world of the future (Pickert, 1992). 

What is missing is a process for students to learn facts and 

concepts about diversity and to use this information to make appropriate 

and informed decisions in the global marketplace. Multicultural education 

must produce not only consumers of information but decision makers who 

use that information. 

Multicultural education as it is currently described must move 

beyond the definition of diversity within the United States and include the 

concept of global diversity, seeing ourselves as diverse within the global 

macroculture. 
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The Role of Teachers 

At one time, the role of the teacher was to eradicate ethnic 

differences among students and homogenize students into American 

culture. Today, according to Teidt and Teidt (1979), the teacher is a role 

model and guide, setting the expectations and guiding students in the 

creation of a school environment in which bias and stereotypes are 

identified and corrected. 

The need for Multicultural Education 

Jefferson perceived education as crucial to creating the informed 

electorate necessary for the success of the American experiment in 

democracy. Public education remains strongly linked with building 

democracy today. We need to educate all students to assume the first-class 

citizenship which is their right, not the second-class citizenship which 

serves the needs of those who currently exercise cultural hegemony over 

diverse minorities. In our search for unity in diversity (e pluribus unum), 

we must guarantee procedural justice as well as substantive justice for all 

stakeholders in our democratic society (Bull, et al., 1992). 

Current multicultural education proponents identify the need to teach 

about the diversity within American society. Students do need to learn 

about their own cultural heritage and to understand its place in the 

development of our democratic society. In order to be relevant to students, 
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multicultural education must be culturally congruent. As far as possible, 

the classroom must be consistent with the culture of the home (Au and 

Kawakanis in Hollings, King, and Hagman, 1994). 

Mehlinger et al. (1970) use the term conceptual lag to describe 

conditions which occur when reality and the concepts used to describe 

reality do not match. They describe the United States as experiencing this 

conceptual lag when Americans think about the world in terms of nation-

states, geographic areas, and cultural regions. They state that the emerging 

global society no longer places the emphasis that we do on such outmoded 

concepts. In effect, we are lagging behind current European and Asian 

thought modes in our conceptualizing of the organization of the global 

society 

In a global society, multicultural education needs to include the study 

of both the common humanity and our cultural differences. Everyone 

experiences the same basic psychological and physiological needs. 

"Teachers should keep their focus first on transcending problems that are 

common in important ways to all cultures (such as) ignorance, poverty, 

disease, and hunger, and second on the cultural differences manifest in 

their students' learning styles." (Garcia, 1982, p. 16) Students need to 

foster positive attitudes about cultures and groups in the United States in a 

climate of acceptance. Diversity should be studied in a context of cultural 
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relativism where cultures are examined in relation to each other. This 

cultural relativism should not be used to justify an attitude of "anything 

goes." Kluckhohn (1949) identifies cultural relativism as the process of 

examining a society in the context of that society's culture rather than the 

examiner's culture. 

Garcia (1982) anticipated Sleeter and Grant when he cited the need 

to create models to provide the conceptual frameworks to use as a basis 

for preparing students to live in a democratic and pluralistic society. 

Ogden (1925), and Saunders and Decker (1976) make the case for the use 

of models to give meaning to experiences. The need for a model for 

students to employ in creating meaning for their experiences in the 

emerging pluralistic societies of the nation and globe cannot be ignored. 

Summary 

The United States, like other nations, is faced with challenges 

resulting from the diversity of people in its society. Multicultural 

education is the umbrella term for the efforts of those educators, and 

others who are concerned with the education of our young people, to 

reform education to benefit all students. The movement lacks a formally 

accepted definition, and it has different, sometimes conflicting goals. 

We are experiencing a shift toward a societal goal of cultural 

pluralism that has implications for the acculturating and enculturating 
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mission of public schools. This change is not universally accepted, and 

controversy and conflict surround the movement for multicultural 

education. While we have been focused on diversity at the national level, 

we cannot ignore the global nature of diversity and its promises and 

challenges. 

In order to prepare our students for first-class national and global 

citizenship, education needs to equip them with decision making skills. 

Multicultural education as currently described does not provide training in 

these skills, although such training is usually a part of the general 

educational goals. It also has not adequately incorporated the global aspects 

of diversity. The leading voices in the multicultural education movement 

are correct in identifying the necessity of meeting the differing needs of 

students arising from diverse societies in order to achieve equal 

opportunity and open access to education. However, their programs are 

teacher-centered, and require considerable skill and fluency on the part of 

the teacher in dealing with diversity. There is also a gap in the education 

of students with regard to diversity when the aspect of global education is 

omitted. The model proposed in this paper focuses on the student as well as 

the teacher, making them partners in learning to function in a diverse 

global society and to develop the decision making skills necessary to be 

successful in that society. 
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THEORETICAL RATIONALE 

"Instead of playing an honest game of cards with destiny as in the 
past... we find ourselves from now on in the position of a player who is 
shocked to discover that his partner's hand contains cards he has never seen 
before, and that the rules of the game are changed at every throw." 

Paul Valery 

Introduction 

It was the purpose of this dissertation to design a model and 

framework for inquiry concerning cultural diversity. This model was 

intended to become part of multicultural education programs. As stated in 

Chapter I, current programs in multicultural education fail to fully equip 

all students for first-class national and global citizenship. 

The approach employed in current multicultural education programs 

is twofold. First it is the job of educators, usually the classroom teachers, 

to be fluent in cultures and strategies so that education can be appropriately 

tailored to meet the diverse needs of students from other cultures. The 

problems with this teacher-centered approach were discussed in Chapter I. 

They include the problem of the degree to which a student identifies with 

the established characteristics of a culture and the requirements of having 

to deal with the sheer quantity of diverse cultures and their variations. 
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Teacher training programs do not promote cultural fluency, and students in 

education are the least likely to enroll in courses with a global perspective. 

The second approach, also examined in Chapter I, is to provide 

students with a range of multicultural experiences (Sleeter, 1989; Banks 

and Banks, 1993; Teidt and Tiedt, 1979; Olsen and Mullen, 1991; Wurzel, 

1988). The rationale for this experience-centered approach seems to be 

that the experiences will serve to educate students about cultural diversity. 

No attempt is made to provide students with a framework by which they 

may give meaning to these experiences. It is assumed that multicultural 

experiences by themselves are sufficient for students to learn about cultural 

diversity and the problems and challenges resulting from a pluralistic 

society. Teaching students to learn how to learn is largely unexamined in 

the literature of multicultural education. 

Cognitive Frameworks 

A major assumption of multicultural education is that by providing 

students with a variety of multicultural experiences, students will learn 

about other cultures and become more multicultursd in their perspectives 

(Teidt and Teidt, 1979; Gollnick and Chinn, 1986; Wurzel, 1988; 

Hernandez, 1989; Sleeter, 1989; Banks and Banks, 1993). By emphasizing 

experiences without also teaching conceptual models for deriving meaning 

from those experiences, multicultural educators are inadequately 
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preparing students for the very thing they want to develop. They are 

perpetuating the attitudes and prejudices which multicultural education is 

striving to eliminate. 

Whether we learn from experiences themselves or whether we learn 

from experiences through the schemas, or conceptual frameworks, that we 

bring to those experiences is a question which has long been a subject of 

debate (Ogden, 1925; Saunders and Decker, 1976). In The Mirror and the 

Lamp, Abrams presents two opposing metaphors. One compares the mind 

to a mirror in which nature and reality are reflected. In the other, the 

mind is described as a lamp, illuminating nature and reality. Experiences 

in and of themselves are meaningless unless we bring our prior learning 

and mental frameworks to them to assist us in giving meaning to the events 

(1946). As Banks (1987) describes, simply providing experiences to 

students without also developing frameworks for giving meaning to those 

experiences risks trivializing diversity, and it ultimately denies students 

equal opportunity to the benefits of education through those informed 

experiences. 

Each student comes to the education process with a personal culture 

and history of experiences which they employ in giving meaning to their 

multicultural experiences. Added to cultural group differences, these 

differences result in students' deriving different meanings from the same 
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learning experiences. Lewis describes how three different people will 

classify an object, in this case a fountain pen, very differently because of 

their different cultures, experiences, and interests. An infant, a 

philosopher, and his "savage from New Guinea," see the object as a 

"cylindrical object . . . hard rubber ... or poor buy" because of their 

different situations. Even within a common culture, individuals from 

different occupations and levels of education may classify the fountain pen 

very differently (1929, p. 49). 

Because American society is culturally diverse, we carry individual 

and cultural group differences in how we perceive which prevent us from 

approaching every event with an open mind and a clean slate. Not only do 

we bring the experiences of the past, but also the meaning we have given 

to those past experiences and our responses to them. This meaning, based 

on our understanding and derived through our cultural frameworks, is 

called the apnon by Lewis (1929) and Kant. It is employed in describing 

and analyzing the new experiences. 

The a priori provides us with an explanation of the principles of 

order and with the criteria we use to determine the reality of the 

experience. The analysis of the experience is also predictive as it assumes 

that the information will be useful in future experiences. We categorize 

the reality of the experience, and the categories are our guides to action. As 
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Ogden (1925) states, it is not by the experience itself that we learn, but by 

the frameworks we employ to inform (i.e. give meaning to) our 

experiences. In the absence of a taught framework, individual students will 

employ the synthetic a priori to define, analyze, classify, categorize, and 

determine the reality of the experience. Their future actions and decisions 

will be guided by this knowledge. 

Cultural Diversity as a Liability 

Because of differences in culture, students from some minority 

cultures in the United States have experienced problems in our public 

schools. These problems are characterized by such indicators as 

disproportionately low achievement scores, high dropout rates, and 

disciplinary problems, among others. That these problems follow cultural 

lines and have resulted in minority students being denied open access and 

equal opportunity in education is well documented (Ogbu, 1977; Maestas, 

1981; Suzuki, 1987; Osbom, 1989; Asante, 1991; Harris and Ford, 1991; 

Thompson and Sangeeta, 1993; Banks and Banks, 1993). The problem of 

low achievement by students of diverse (minority) cultures is one of the 

major concerns of multicultural education (Sleeter, 1989). 

One approach to these concerns has been to view students who have 

experienced educational problems due to cultural diversity as being 

culturally deprived. Although this term is not currently used in education. 
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the concept it describes continues to be pervasive in the field of of 

education (Ruiz, in McKay and Wong, 1988). Children, who are culturally 

different from the mainstream and are experiencing educational problems 

are still perceived by educators to be culturally deprived. The educational 

problems which result are blamed on the students' inferior cultures, and 

"treatment" through education is seen as the way to correct the "problem" 

of their cultural diversity (Saunders, 1966). 

The question then returns to whether we should focus on the 

experiences students receive in education, or on helping students give 

meaning to experiences. As Saunders points out, culturally different 

students are not at a disadvantage in their own cultures. It is the thought 

patterns of the student which are the problem, rather than the lack of 

experiences (1966). Multicultural education, which relies on 

accomplishing its goals by treating students' cultural diversity as a 

problem and providing experiences without addressing the thought patterns 

of all students, is only treating the symptom. 

This concept suggests that the educational strategy of providing a 

range of experiences without providing students with frameworks for 

giving meaning to those experiences is leaving the learning to chance. 

While some students will give positive meaning to at least some of their 

experiences, it is just as reasonable to assume that others will give negative 
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meaning to their experiences, especially their experiences of a diverse 

cultural nature. 

Another assumption of multicultural education, and one which is 

generally accepted by society, is that prejudice and discrimination exist and 

are a problem to be faced by our nation and its education system. Indeed, 

it is this assumption which gives multiculturalism part of its focus (Sleeter 

and Grant, 1987; Banks, 1983, 1991; Banks and Banks, 1994). If we 

accept the assumption that prejudice and discrimination exist, it is also 

logical logical to assume that a part of the student population in the United 

States lives in home cultures where attitudes of prejudice and 

discrimination on the basis of race, gender, or culture are accepted as 

normal. 

The Function of Cognitive Frameworks in Multicultural Education 

Given the assumption that many students live in environments where 

prejudice and discrimination are tolerated or even promoted, students may 

be predicted to have frameworks which will cause them to give meanings 

to their experiences which are inconsistent with the general purposes of 

multicultural education which seek to teach students about the negative 

results of discrimination and prejudice. The strategy of exposing students 

to experiences without also developing appropriate conceptual frameworks 

leaves the learning process to chance. This lack of attention by 
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multicultural education to frameworks is a serious flaw in the design of 

ostensibly effective programs. 

In order to give meaning to experiences in cultural diversity, students 

must have some framework by which to process the experiences. The 

frameworks which students bring to education are shaped by prior 

experiences and their responses to those experiences are determined by 

their diverse cultures. It is necessary for educators in multicultural 

education to guide students in expanding and restructuring their existing 

frameworks. 

The Need for a Model for Student Inquiry 

According to Banks (1987), one of the barriers to multicultural 

education in the 1960's was a lack of resources and perspectives for 

teachers to employ. He argues that teachers who accepted the need for 

multicultural instruction were frustrated in their efforts to introduce 

students to diverse perspectives. Instead of reforming the curriculum, 

special events, celebrations, vignettes, and biographies of diverse culture 

groups and individuals were added to an otherwise intact, Eurocentric, 

existing curriculum. Taken out of context, these events and personalities 

lost much of their meaning for students, and resulted, he argues, in a 

"trivializing" of cultural diversity. He adds that educators now have ample 

resources for including other perspectives in the curriculum in a manner 
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which truly reflects the nature of our culturally diverse and pluralistic 

society. 

Without resources, educators who seek to educate students to 

participate in culturally diverse American and global societies will continue 

to be frustrated in their efforts. Current theorists in multicultural 

education, such as Sleeter, Grant, Banks, Gollnick, Chinn, Garcia, and 

others, are attempting to provide resources and strategies to assist 

educators. Where these theorists are remiss is in failing to provide a model 

for educators to use in focusing on providing and empowering STUDENTS 

and PARENTS to design and use frameworks for successfully dealing with 

cultural diversity. These frameworks can be introduced without expensive 

resources. 

Models in Education 

In order to design such a model it is necessary, as Ogden (1929) 

points out, to define our terms clearly. We must understand what a model 

is, why it is needed, and how it will operate. 

In Models and Mp.faphnrg, Max Black (1962) identifies four types of 

models: 

1. Scale Models 

2. Analogue Models 

3. Mathematical Models 
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4. Theoretical models 

The scale model is an attempt to reproduce some real or imagined 

physical object, such as a ship, building, machine, or style of dress. The 

purpose of such a model is to show what the object looks like, how it 

operates, or the laws governing the relationships of certain components or 

operations. 

The analogue model, like the scale model, represents a structure or a 

web of relationships. Unlike the scale model, this representation is more 

abstract. 

Mathematical models represent the system or operation through a 

purely mathematical formula. This formula is conceived as being simpler 

and more abstract than that which is being represented. They have the 

advantage of being more precise in their operation. 

The theoretical model is used to describe or predict a problematical 

object, system, or process. These models make use of a set of established 

facts and regularities, and extend them. 

Examination of Black's model types shows that in reality, scale, 

analogue, and mathematical models should also be classified as variations of 

the theoretical model. In A Model for MnHd*;. Saunders and Decker 

(1976) describe two kinds of models: descriptive models and theoretical 

models. "A descriptive model assumes the 'reality' of the world of which 
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it is attempting to find a paradigmatic case for illustration. The theoretical 

model designs that 'reality' " (p. 4) It is the use of a particular model 

which determines the type into which it can be classified. 

Unless tlie rules are in place that allow the experience to have meaning, or 

reality, an experience has no meaning and the meaning has no 

transportability. Models are informing constructs by which the knowing 

mind constructs the reality of the world. For multicultural education to 

achieve equal opportunity and open access to the benefits of education for 

all students, and in order for it to minimize the negative effects of 

discrimination and prejudice, students and parents must be assisted in 

developing appropriate mental frameworks to use in connection with both 

current and future experiences. 

The Need for a Model for Multicultural Inquiry 

One of the challenges for multicultural education is . . to decide 

upon the minimum level of acculturation necessary for full participation in 

society, and the maximum extent to which diversity might be encouraged." 

(Craft, 1984, p. 16) Banks (1987) describes the expectation by minority 

groups that schools ought to teach minority cultures to preserve and restore 

diversity. Given the wide range of diversity in the United States, let alone 

in the global community, £uid the lack of training in diversity for 
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educators, it is an impossible task for education systems to meet these 

expectations. 

On the other hand, the global marketplace is in need of people who 

are able to recognize and interact with clients in a diverse global society. 

An understanding of other cultures and the ability to make informed 

decisions which are sensitive to other cultures are critical skills for the 

future citizens of our national and global societies (Ricks, 1993). 

The theoretical model proposed in this dissertation is an heuristic 

device, a convenience for dealing with cultural diversity. It assists students 

in learning to use their knowledge to make informed decisions about 

diversity, decisions which allow them to function effectively in a 

pluralistic, global society. This model will meet the future needs of those 

students by focusing on thinking processes rather than on experiences. It 

will empower them, as Carlos Cortez (1976) urges, by providing them 

with the tools and models to function effectively in a diverse society. 

Cultural Relativism 

Cultural diversity is the central issue around which multicultural 

education operates. In determining the content and characteristics of this 

theoretical model for multicultural education, cultural understanding needs 

to be addressed. This understanding must be based on systematic 

examination and inquiry about other cultures which allows the investigator 
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understanding of cultures is an ongoing process which allows for reasoned 

decisions about diversity. Such a model for student inquiry is not only 

possible, but absolutely necessary. 

In his 1949 book, Mirror for Man. Kluckhohn described cultural 

analysis as it should be done in anthropology. He stressed that culture 

helps us understand ourselves and our behavior. As potent transmitters of 

culture, schools are one of the primary institutions through which we can 

learn to understand our culture. In Chapter I of this dissertation, it has 

been demonstrated that, historically in the United States, the mission of 

public education has been to transmit the common culture, although this 

mission appears to be changing as society demonstrates increasing 

commitment to culturally pluralistic laws and programs. 

In Kluckhohn's (1949) view, some detachment from one's culture is 

needed in order to study other cultures. Complete detachment is 

undesirable, if not impossible, as the investigator needs some frame of 

reference for examining and understanding another culture. All aspects of 

a culture must be considered in drawing conclusions, and an evaluation of 

behavior in that culture must be made on the basis of the values and beliefs 

of that culture, as well as the Vcdues and beliefs of a world culture. The 

actions of one culture cannot be used to make the actions of another culture 
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right or wrong, unless we incorporate "human rights" as an extension of all 

cultural meanings. This cultural relativism is necessary to avoid arriving 

at inaccurate or unwarranted conclusions. Kluckhohn uses the example of 

measuring European objects with an American or British yardstick. While 

certain regularities in measurement and proportion might be observed, 

measurement with the European meter stick will reveal more accurate 

observations in most situations. 

Summary 

Multicultural education is currently focusing on individualizing 

education in order to achieve equal access and open opportunity in 

education for all students. Educators must be fluent in the differences of 

students as they relate to learning styles and instructional strategies. Such 

an expectation is unreasonable in light of current teacher training programs 

which do not equip educators with such skills. 

The other focus of multicultural education is to provide students with 

a variety of diverse cultural experiences. Such an approach is flawed on 

theoretical grounds because it assumes that learning is simply based on 

experiences. As has been proposed, learning is derived from the models 

we use to apply meaning to experiences, or in Black's words, to inform our 

experiences. It is not the cultural traditions and experiences of the student 

which are in need of enrichment, but rather it is the thinking processes 
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themselves which are critical in developing multicultural citizens. 

The process of equipping students and parents with effective 

frameworks by which they can investigate other cultures and understand 

them requires a theoretical model. Such a model will become an hueristic 

device for learning and understanding, which provides the information for 

reasoned decisions in global, national, and local societies characterized by 

cultural diversity. 

The ultimate goal of multicultural education must be to equip students 

to assume first-class global citizenship. The model described in Chapter III 

was designed to accomplish this goal. 
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THE THEORETICAL MODEL 

"What is Le Penseur doing, seemingly in his Cartesian insides? Or, 
to sound scientific, what are the mental processes like, which are going on 
in that Cartesian camera obscura ? We are, since we have to be, absolutely 
familiar with the thing , that is with the cogitative doing or the process of 
pondering itself, for it has been at least on and off since our infancy, part 
of the pulse of our own existence, cogitamus ergo sumus. Yet we cannot, 
apparently, answer the simplest concrete questions about it. Why can't we? 
How could it, of all things, be hidden from us?" 

Gilbert Ryle 

Introduction 

Multicultural education seeks to provide all students with open 

opportunity and equal access to the benefits of education, and to eliminate 

or minimize the effects of discrimination and prejudice in society. It has, 

erroneously, sought to accomplish this primarily by providing students 

with multicultural experiences, without also addressing the cognitive 

models employed by students to give meaning to those experiences. This 

simplistic approach to the challenges of diversity leaves the positive effects 

of educational treatment to chance and to the pre-existing cognitive 

frameworks of the students. These frameworks may lead to students 

giving meanings to their multicultural experiences which are opposed to 

the meanings and learnings multicultural educators are attempting to teach. 
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In order for multicultural education to be successful, the lessons 

taught through instruction and by multicultural experiences must be 

meaningful. As indicated in Chapter II of this dissertation, the meanings of 

experiences are determined by criteria formed prior to experience which 

are intrinsic as the a priori. On this conception, the mind receives data 

directly as the experience comes to the individual. This process occurs 

without input from the experiencer's mind. 

If students are to learn the lessons which multicultural experiences 

are intended by educators to impart, it is necessary to have an informing 

hypothesis, a synthetic a priori, which will supply the necessary 

frameworks to give those experiences meaning which is consistent with the 

intent of multicultural education. It is the purpose of this chapter to 

propose such an informing model for multicultural education. 

The Role of Synthetic a Priori 

The operation of the a priori, as described by Lewis (1929), is an 

automatic process in knowing. Any experience, multicultural or otherwise, 

presents the mind with a "chaos of the given." ( p. 230) In basic terms, 

the mind receives a mass of data from the experience, all of which must be 

ordered before it becomes useful. The mind has concepts and categories 

with which it deals with the realm of the a priori, allowing it to identify 

distinctions and relationships in the direct experiences. The data is given 
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stable order and the experience is given meaning by the mind as it uses 

these concepts and categories. 

The need to understand is basic in human beings. The mind is driven 

to organize any experience into a structured order from which it can 

identify what "reality" is. The mind comes to the a priori, which exists 

prior to any given experience, as a natural process. The a priori is an 

absolute fixed in nature for all time. It is not capricious. It is a creation of 

nature which requires no input from the mind in order to operate. 

However it is perceived by the mind, and it can be altered by the mind. 

As our concepts change, this results in changes in the a priori and in the 

subsequent concepts the mind generates. 

The ability of the mind to bring input to the a priori is critical to 

a focus on cognitive frameworks. What was proposed in this dissertation 

was the creation of a multicultural synthetic a priori. This is an informing 

hypothesis, brought to the experiences by the mind of the student in order 

to establish stability and meaning to the experience. By establishing such a 

synthetic a priori to guide construction of meaning in multicultural 

experiences, the intent of the educator is not left to chance. While such an 

approach is considered in some multicultural literature (Garcia, 1987; 

Hernandez, 1987; Suzuki, 1987), it is not a major focus and does not 

appear in the literature as a significant approach in multicultural education. 
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Among the driving concepts of multiculturalism are the problems 

presented by racism, sexism, prejudice, and discrimination. These exist at 

a global level, and the reduction or elimination of them and their effects is 

a major goal of multicultural education (Banks and Banks, 1993). It may 

be assumed that attitudes of prejudice and practices of discrimination have 

resulted, in part, from unaltered negative multicultural experiences. 

Without construction of a cognitive frzmiework, through the synthetic a 

priori, which allows students to engage in appropriate investigation of 

other cultures, the goals of multicultural education are unattainable. 

A Model from Anthropology 

In Chapter I of this dissertation, the definitions of culture were 

briefly discussed. The definition most appropriate to the use of culture by 

multicultural education is "the total lifeway of a people" (Kluckhohn, 1949. 

p. 17). This definition is consistent with the use of culture in 

anthropology, the science of the origin, culture, and development of human 

beings. When multicultural educators ask students to investigate other 

cultures through multicultural experiences and make decisions related to 

those investigations, those students, as informed agents, are being asked to 

assume the roles of anthropologists. Anthropologists are trained to 

observe, describe, and analyze human behavior in cultures of the past and 

present. This training is rigorous, and involves the creation of informing 
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hypotheses to guide the collection of accurate and useful data and the 

responsible analysis of that data. Such training of students is virtually 

nonexistent in the curricula of United States public education. Training to 

prepare students to observe, describe, and analyze human behavior is also 

lacking in the programs proposed in multicultural education. 

In his 1949 book Mirror for Man. Kluckhohn examines the 

development of anthropology and its application to decision making and 

national policy. He proposes a model for investigation in anthropology 

which has become known as the Kluckhohn Model. As a model for the 

investigation of other cultures, it has value to multiculturzd education. It is 

also a synthetic a priori model. 

Kluckhohn describes culture as the precipitate of history, derived 

from a society's interactions with the physical and metaphysical world. 

Therefore, culture is a society's theory for survival. Culture is both 

explicit and implicit. It is not always observable in its customs or artifacts. 

It is a human construction. Culture is not constant, but changes with the 

society that lives and transmits it. Some aspects of culture are unique, 

others are shared, and others may be universal. 

A major feature of the Kluckhohn Model is the need for the 

observer's detachment, as much as is possible, from his or her own culture. 

This is difficult, and complete detachment is not only impossible but not 
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desirable because some point of reference is necessary. Analysis of the 

other culture should be made in the context of that culture in reference to 

the observer's culture, and care must be taken to avoid unwarranted cross-

cultural judgments. Once an individual's culture is known and understood, 

it is possible to begin to understand that individual's behavior and make 

reasonable predictions about behavior in future situations. The same is 

true of cultural groups. 

The model emphasizes the use of cultural relativism. Cultural 

relativism is the investigation of a trait (value, event, etc.) within the 

context of that culture's beliefs and rules as opposed to or in contrast to 

another culture (Kluckhohn, 1949), It requires that the observed action be 

judged by the standards of the culture in which it is performed, rather than 

by the standards of another culture. For example, ancient Greek moral 

standards should be judged from the perspective of ancient Greek culture, 

rather than from the perspective of Victorian England, or of our own 

culture and time. 

A problem with this approach is that it has also been used to justify 

an "anything goes" attitude concerning behavior. Because it is acceptable, 

for example, to have plural marriages among societies and cultures other 

than the United States, is it therefore acceptable to engage in plural 

marriages in the culture of the United States? Of course not. The fact that 
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such behavior is acceptable to one culture cannot be used to justify the same 

behavior in another culture in violation of that culture's system of values. 

This is a misinterpretation of cultural relativism (Kluckhohn, 1949). 

There are also some cultural values which are are accepted by 

cultures on a global scale, and which transcend the variable of time. Basic 

human values, such as life, liberty, and dignity must not be ignored in 

examining and evaluating culture. The oppression of such rights cannot be 

justified under the concept of cultural relativism. 

Cultural relativism has been part of multicultural education for some 

time, and is still discussed in the literature (Suzuki, 1987; Banks and Banks, 

1993; Golnick and Chinn, 1990). It has, however, become a focal point 

for resistance to multicultural education because of the inappropriate use of 

cultural relativism in some cases. Opponents of multicultural education 

fear that such abuse will spread and become a threat to traditional values 

(Suzuki, 1987; Perry and Frazier, 1993). For cultural relativism to be 

accepted, it must be correctly taught and used. As it will be shown, 

teaching from the perspective of cultural relativism has long been part of 

some areas of the curriculum. 

In support of cultural relativism, Kluckhohn cites examples from 

early reports in anthropology which demonstrate problems that result from 

the observers' failure to become less attached to their own culture in 
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observing another. In the past, primitive customs were described as 

wasteful, immoral, lazy, or evil because they violated the cultural values of 

the observer. In Kluckhohn's view, such judgments are inappropriate to 

the science of anthropology because they impart an inaccurate description 

of the other culture, and they result in misleading or even harmful 

conclusions. 

In studying other cultures, he proposes, the scholar must set aside, as 

far as is possible, his or her own cultural beliefs and values. One must seek 

to defme the behavior of people in other cultures within the cultural 

systems tliemselves. The scholar's job becomes that of a collector of data 

and a describer of phenomenon and objects. Only by first observing and 

describing the culture from as neutral a perspective as possible can that 

culture begin to be understood. Armed with accurate and appropriate data, 

analysis can proceed. 

Through the use of cultural relativism, the scholar is enabled to 

make valid judgments of the appropriateness of observed phenomena. The 

setting aside of personal cultural systems is difficult, but absolutely 

necessary. It is only after accurately describing the other culture, that 

comparisons with one's own culture can be made. These comparisons are 

made in relation to one's personal culture, not as judgments of the 

appropriateness of other cultures (1949). 
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Despite the resistance of educators and those outside education to 

cultural relativism (Suzuki, 1987; Perry and Frazier, 1993), it is an 

accepted part of the curriculum in such subjects as art, music, drama, and 

literature. Students are taught, however briefly and superficially, to set 

aside their cultural biases and to attempt to adopt the values appropriate to 

the time of the object's creation. This process of understanding an 

individual work of art or literature in its cultural and political context is 

cultural relativism, and as such is routinely practiced in United States 

public education. 

An illustration of this is to be observed in the study of Shakespeare's 

plays. Students encountering for example, MarReth. may well find the 

language obscure and the plot somewhat incomprehensible. Read as 

literature, it loses the life imparted to it as a play; and as a play, it lacks the 

modem technology and realism of cinematic drama. Given a choice, most 

students would opt for something more modem and realistic, judging 

MarRftfh to be a poor work of drama. 

The curriculum of which the study of Shakespeare's work is a part 

does not leave judgment and examination of that work to uninformed 

minds. Rather, the plays are placed in their context for study. In order to 

understand Marhefh^ students must understand the political structure of 

England in Shakespeare's time, as well as the contemporary canons for 
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drama and literature. The technology, as exemplified by the Globe 

Theater, must be studied and understood, as well as the general culture 

(including superstitions and values) of that time period. 

Studying the culture of Shakespearean England enables students to 

view the plays in the rich context of their Elizabethan culture. They are 

better equipped to process information contained in the plays because they 

have been taught to view them through different cultural lenses. What they 

have been taught, in such cases, is cultural relativism. Judgment of the 

work of Shakespeare requires the setting aside of our modem cultural 

values, and an examination of that work in its own cultural context. 

Ultimately, the work of Shakespeare is also judged in the context of 

world literature and drama. Reimposing modem canons which have 

developed as the result of centuries of literary history allows us to compare 

the values of the literary work with the values of our own culture and 

make reasoned judgments. Students must employ conceptual frameworks at 

different levels to give meaning to their literary experiences. The same 

must be true for their multicultural experiences as well. 

A Model for Student Inquiry 

Faced with multicultural experiences, students should be expected to 

conduct inquiry resulting in learning which will in turn enable them to 

make reasoned decisions in a culturally pluralistic society. They need to 
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develop appropriate conceptual frameworks to guide their ordering of the 

experiences provided by multicultural education. Development of these 

conceptual frameworks, the missing element in current multicultural 

education programs, will require a model for teaching. 

The increasing global scope of social and economic systems requires 

that education prepare students to assume the role of investigating cultures 

in order to make decisions involving them. The investigation of culture 

and the collection of accurate data upon which to base decisions involves 

people in the role of anthropologists. Professional anthropologists usually 

undergo formal preparation to learn the ethics, tools, and methods which 

enable them to collect, analyze, and report the information that advances 

our understanding of cultures and humankind in general. Such training, in 

part, must also be included in the preparation of our students. 

The Kluckhohn Model is used in anthropology to guide the 

observation of cultures and the collection of data which is as unbiased as 

possible. Through the use of cultural relativism, the subsequent description 

and analysis of the observations is more reliable, and conclusions may be 

made more accurately (Kluckhohn, 1949). The model emphasizes cultural 

relativism. As shown earlier in this chapter, cultural relativism is not a 

significant part of current or proposed multicultural education programs, 

although it is embedded in some aspects of other existing curricula. It is 
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therefore appropriate in educating students to investigate cultural diversity 

that the Klurkhnhn Mndpl be considered. 

The model is a reflection of the maturing of anthropology as a 

science and the correction of biases which had marked earlier research. Its 

critical elements are: 

• Understanding culture as the total lifeway of a people. 

• Understanding the functions of culture. 

• Understanding the interactions of people in a culture, and of 

cultures with other cultures. 

• The ability of the observer of another culture to achieve detach

ment from the conscious and unconscious emotional values of 

one's own culture when needed. 

• Understanding other cultural institutions as a prerequisite for 

successful interaction with people of those cultures. 

• Understanding that another culture must be based upon the beliefs 

and values of that culture, not those of other cultures. Analysis 

of cultural observations are made with one's own culture as a 

point of reference. 

These beliefs are consistent with the goals of multicultural education. 

There are, however, some qualifications or additions which can be added to 

incorporate educational goals and values. These include, but are not 
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necessarily limited to the following elements; 

• There are some common values or beliefs which transcend 

individual cultural values. Some cultural traditions are pernicious. 

• Diverse cultures must be understood and respected as the right of 

those who are part of that culture. 

• Cultural diversity is a fact of life in national and global societies. 

• There is a need for people of diverse cultures to understand the 

common culture which unites diverse elements of all cultures. 

Kluckhohn observes that "an understanding of native institutions is a 

prerequisite for successful colonial government, although thus far, 

anthropologists have been used more to implement policies than to 

formulate them" (1949, p. 168). While the institution of colonial 

government is not part of our present political values in the United States, 

the idea that anthropologists might be useful in formulating public 

policytoward other societies in not necessarily far-fetched. Through 

multicultural education, which employs the model described in this 

dissertation, students can be prepared to use anthropological methods to 

understand cultural diversity. If this model is implemented, then the 

electorate of the future will indeed affect and effect the formulation of 

public policy. 
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Summary 

Multicultural education currently emphasizes learning of 

multicultural values and skills through multicultural experiences. The 

reality constructed from those a priori experiences is guided by the world 

of the synthetic a priori, which supplies the concepts the mind uses to give 

stable order to the chaos of the given. Reliance on experience as the 

primary strategy to teach multiculturalism leaves learning to chance when 

the conceptual models of students are ignored. The creation of a synthetic 

a priori which supplies the mind with an informing hypothesis and guides 

the mind's analysis of experience through the a priori is critical. 

In order to teach the synthetic a priori, a model is necessary. Since 

the investigation and analysis of cultures is in the realm of anthropology, 

an anthropological model is appropriate as a basis for the educational 

model. The Kluckhohn Model was selected to provide this basis. The 

synthetic a priori comes from anthropology. 

In order to create the synthetic a priori, students must develop the 

ability to detach from their conscious and unconscious cultural values, they 

must observe another culture from within that culture's belief systems and 

values. They must understand the functions of culture, and how cultural 

interactions occur. The importance of understanding other cultures is 

necessary for citizenship in a diverse global society. At the same time, it 
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must t)e understood that there some valid universal values and beliefs which 

must guide the actions of all people. 

We must prepare students, not for the world as it exists in the 

dreams of educators, but as it exists in the consciousness of the global 

society. This requires the ability to understand other cultures and to make 

reasoned and appropriate decisions to guide our behavior. Failure to do 

this will result in students returning to the culturally diverse patterns of 

thought and behavior which pre-existed by using an unexamined synthetic 

a priori. Or worse, they will WSQ a priori data as the basis for interhuman 

understandings and misunderstandings. We must have an informing model 

by which to assure educators and the international community that 

multicultural education is one of the viable means for achieving human 

understanding and equitability. 
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IMPLEMENTATION OF THE MODEL 

"No matter how loudly anyone proclaims his Americanism, if he 
assumes that any one racial strain, any one component culture ... is to 
furnish a pattern to which all strains and cultures are to conform, he is a 
traitor to an American nationalism." 

John Dewey 

Introduction 

By relying on multicultural experiences while ignoring the students' 

cognitive models, current programs in multicultural education are limiting 

their ability to accomplish the goal of providing all students with open 

opportunity and equal access to the benefits of education. The students' 

ability to derive meaning from multicultural experiences is conditioned by 

the a priori. Without examining the a priori, and creating a synthetic a 

priori enabling them to appropriately analyze experiences, students will 

continue to maintain the status quo of attitudes about diversity. These 

attitudes, both positive and negative, have developed as a result of 

accumulated multicultural experiences. They are part of cultural values 

and responses to diversity which are passed on within diverse cultures. 

In order to effect change, as multicultural education is attempting to 

do, (Banks and Banks, 1993; Gollnick and Chin, 1992; and others) cultural 
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responses to diversity must be changed. This requires examination of the 

a priori and the creation of a synthetic a priori as appropriate. The 

Kluckhohn Model for investigation in anthropology is a model for an 

appropriate synthetic a priori. It relies on the perspective of cultural 

relativism, and the observer's ability to set aside personal cultural biases 

and values when investigating other cultures. This process already exists in 

curricula today, as may be observed in the teaching of art and literature. 

The Model's Place in Multicultural Education 

Current programs in multicultural education have focused on 

providing multicultural experiences to students in an attempt to develop 

attitudes more appropriate to a pluralistic society. These programs have 

also charged teachers with adjusting instruction to meet the different 

, learning styles of students of diverse cultural backgrounds. The missing 

component of these programs is attention to the students' cognitive 

frameworks which govern what they learn through experiences. 

The Kluckhohn Model described in the previous chapter sets 

guidelines for the investigation of other cultures by anthropologists. The 

investigator is trained to set aside personal values to a great extent in order 

to objectively observe and describe the other culture. At the same time, the 

investigator must maintain a cultural point of reference through those 

suspended values. This point of reference sets the structure in cross-
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cultural expectations. Conclusions are set aside until the data is collected. 

When Judgments are made, they are made in reference to the beliefs and 

values of that culture. Comparisons may then be made with reference to 

the investigator's own cultural beliefs and values, and a structure (synthetic 

a priori) is then imposed on the cultural system being studied. 

The purpose of the model is to ensure that the collected data is as 

accurate and unbiased as possible. Through the creation of a special 

synthetic a priori which supplies categories, the investigator is able to 

determine the "truth" within the observed behavior. 

In order to apply the model, students of anthropology must be 

trained. Likewise, students in multicultural education programs will need 

to be trained. One feature of existing programs is that they are 

interdisciplinary, rather than becoming part of one segment of the 

curriculum such as social studies (Banks and Banks, 1993). The same must 

be true in applying a model in education. 

Cultural relativism, because of past abuses, has come under attack by 

opponents of multicultural education, and as a result its use has been de-

emphasized in current multicultural education programs (Thompson and 

Sangeeta, 1993; Suzuki, 1987). At the same time, the concept is routinely 

applied to other areas of the curriculum, albeit without the title of 

relativism. It must be restored to the whole curriculum, from the earliest 
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levels. It is important to the use of the model to realize that relativism is to 

be used as a merhndnlogy, rather than as an Idenlngy (Kaplan and Manners, 

1972). When studying other cultures, we must not allow ourselves to be 

swayed by our cultural pre-conceptions as data is collected. But we should 

continue to use the same structural model to insure transportability. 

It may be safely assumed that all humans are biased. Investigators of 

cultures operate within their own synthetic a priori, while the observed 

operate within their different conceptual frameworks. Understanding of 

other cultures requires unbiased data collection, which in turn requires that 

students learn to set aside their own beliefs and values in order to collect 

that data through observation and investigation. They must also be taught 

to maintain those values as a point of reference. When such skills are 

practiced across the curriculum throughout all levels of education, students 

will become comfortable with the use of those skills. 

To balance the relativist methodology, students must also be taught to 

compare their observations with their own conceptual frameworks. The 

pitfall of limiting the study of diversity through the assumption that 

relativism is an absolute must be avoided. It is necessary to teach students 

to compare their observations with their own conceptual frameworks. The 

relativist methodology cannot be absolute, and indeed it is not incompatible 

with comparativist methodology, as Kaplan and Manners (1972) point out. 
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The unbiased, or less biased, data obtained through relativist methods 

requires reference to the observer's cultural systems and understanding in 

order to make the comparisons which lead to general statements about 

culture and subsequently lead to theories. 

Only by comparing observations about diversity with the observer's 

own cultural frameworks can the generalizations be made which will guide 

cross-cultural human interactions. Failure to perform this process of 

generalizing based on reliable and responsible cultural observations results 

in decisions being based on cross-cultural misunderstanding and ignorance. 

Such decisions can prove disastrous in the global marketplace and 

intemational relations (Ricks, 1993). 

Implementation 

Implementation of the Kluckhohn Model as part of a program in 

multicultural education will vary according to the needs and culture of each 

school and district. The model should be applied and its use reinforced 

across the curriculum, not simply in connection with multicultural 

education. Skills should be taught in a logical order and be appropriate to 

the developmental level of the students. 

As part of a program in multicultural education, students need to 

learn about multiple perspectives. They also need to be able to identify, 

describe, and understand perspectives before they are able to analyze them. 
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Self-awareness and understanding of personal perspectives, coupled with 

knowledge of belief systems and patterns of behavior within different 

cultural groups, must then be used to guide decision making. As students 

develop their skills in making informed decisions, and as the decisions they 

make become more complex and global in nature, their need for reliable 

data about cultural diversity becomes more critical. 

The Kluckhohn Model is a critical component of multicultural 

education programs, not a replacement of those programs. Just as the 

implementation of a multicultural education program will differ according 

to the culture of a specific school district and the individual schools within 

it, so will the teaching of the model be done in different ways. In order to 

understand how the model might become part of a program in 

multicultural education, an example is in order. 

In the example, a program of multicultural education is part of the 

overall curriculum. As described in Chapters I and II of this dissertation, 

the program emphasizes multicultural experiences, instruction about 

diversity (including gender, ethnicity, exceptionality, etc.), and the 

adjustment of teaching strategies to accommodate students' culturally 

influenced differences in learning styles. Implementation of the Kluckhohn 

Model as a new component of this multicultural education program will be 

done starting with the entry level of students into the school system. 
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In the elementary classroom, students must understand that people 

may interpret an event differently, although they all experience the same 

event. For example, two students involved in an event may give conflicting 

descriptions of their actions. Because each of them has different 

perspectives, they understand the event differently. This means that both 

may be describing the facts from their own perspectives. Consequently, 

both may accurately describe the event, although their descriptions vary. 

Students need to learn that their cultural, gender, and ability 

diversity cause them to have different perspectives. These differences are 

further affected by their different life experiences. Age also affects 

perspectives and the social environment, so their perspectives will change 

rather than remain constant. 

Throughout the elementary curriculum, the students' ability to 

identify and understand multiple perspectives is emphasized. As part of the 

lessons in all subjects, students will develop, practice, and refine their skills 

in describing events and issues from their own and from others' 

perspectives. By identifying the similarities as well as the differences 

among perspectives, a solid understanding of the nature of diversity will be 

developed. 

In the middle school or junior high school curriculum, emphasis is 

placed on teaching students to analyze perspectives and to understand 
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diverse cultural patterns of human behavior. The expectation is that these 

sidlls will be employed across the curriculum as well as being part of a 

multicultural education curriculum. While students continue to identify 

and describe perspectives, they are also taught to analyze those perspectives 

to identify similarities as well as differences among them and to discover 

patterns of thought and behavior. This analysis is applied to their 

knowledge of diverse cultural beliefs and perspectives taught as part of the 

multicultural education curriculum. 

It is at this point that a self-examination of the students' cognitive 

processes occurs. Through analysis of their personal perspectives of and 

responses to experiences, including multicultural experiences, students are 

assisted by their teachers in identifying their beliefs which lead them to 

interpret those experiences. Self-awareness of personal beliefs and biases is 

critical to application of the Kluckhohn Model. 

Using the framework of the model, students are taught to suspend 

their personal beliefs and to observe and describe multicultural experiences 

as objectively as possible. The methodology of cultural relativism is 

employed to interpret the data in terms of the appropriate cultural beliefs 

and practices. Once this is accomplished, comparison with the students' 

own personal and cultural beliefs and practices enables them to identify the 

"truth" in the experience. 
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The learning which results from structured investigation of 

multicultural experiences through use of the model enables students to 

achieve informed understanding of other cultures. Use of the model 

empowers students with critical skills for decision making in the 

multicultural national society and global community. 

At the secondary level, the use of the model to observe, describe, 

interpret, compare, and draw conclusions about human behavior is applied 

to decision making. Students' ability to obtain reliable information about 

events, coupled with knowledge of cultural patterns of behavior allows 

them to make informed decisions concerning cultural diversity. The 

cognitive framework supplied by the model is applied to situations and 

issues which involve cultural differences. Students are required to think 

multiculturally. Their decision making processes employ understanding of 

diverse cultures to anticipate others' needs and reactions. 

A critical element in training students to use the model is teachers' 

use of it during instruction. Dissonance between what students are taught 

and what they observe in the actions of their mentors will reduce the 

relevancy of the model in students' eyes. Educators must "walk the talk" 

and model the behavior of multicultural education if the movement is to 

succeed. This is true of £ill levels of instruction. It is not limited to 

elementary classrooms. 
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Graduates of such a program will be more effectively equipped to 

assume first-class United States and global citizenship. They will achieve 

Kluckhohn's dream of anthropology as a force in determining and 

implementing foreign policy. They will be able, as members of their 

individual communities, to support the schools' efforts to provide equal 

access and open opportunity for all students to the benefits of education. 

Teacher Preparation 

Training for teachers is necessary if implementation of the model is 

to be successful. Banks (1987) identifies a lack of multicultural training 

for teachers as one of many obstacles to achieving successful multicultural 

education. One conclusion reached by Osbom (1989) was that teachers of 

diverse cultural and/or racial backgrounds may not relate more effectively 

to students of their own culture due to the enculturating effect of teacher 

training programs. Prospective teachers who were able to conform to the 

cultural norms of the programs were successful in becoming certified, 

while those who were not able to conform were unsuccessful. Regardless 

of their background, minority teachers adopted the "establishment's" values 

and beliefs. By employing minority teachers, school districts assume that 

minority perspectives are being brought to the classroom, although the 

education process may actually have eliminated those desired perspectives 

(Osbom, 1989). 
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Teacher training programs must be modified to include training in 

the appropriate application of the relativist and comparativist 

methodologies. Just as students must learn to examine their a priori 

beliefs, teachers must be trained to first examine theirs. Only after 

teachers are able to do so, can they train students to examine their own 

beliefs. 

Education administrators must be prepared to support teachers in 

implementing multicultural education in general. Controversy over and 

resistance to cultural pluralism, as well as individual and community 

concerns with program implementation can limit the effectiveness of 

classroom teachers. It is a role of administration to support and guide 

multicultural education, to work with the school and community to meet 

the challenges of diversity, and to see that the needs of students are met. 

Multicultural education is also a movement to reform education as it 

currently operates (Sleeter and Grant, 1987). If we are to survive as a 

nation, teacher training programs must produce teachers who are able to 

think and act multiculturally (Banks and Banks, 1994). Teacher training 

programs must be prepared to provide preservice training in the 

Kluckhohn Model as well as in multicultural education. For active 

teachers, inservice training will provide basic training. Postgraduate 

programs in continuing education for teachers are another source of 
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multicultural training. Ultimately, however, the attitudes of teachers will 

prove to be a deciding factor in their success at becoming multicultural. 

It was argued in this dissertation that reliance on multicultural 

experiences to teach students dooms multicultural education to failure in 

achieving its go2iIs. This is not to suggest that the experiences are not 

valuable. Experiences provide students with the chaos of the given, which 

when filtered through the realm of the synthetic a priori become truth and 

may result in learning. The providing of multicultural experiences must be 

accompanied by students' examination of their synthetic a priori. Through 

education in the appropriate application of the Kluckhohn Model, a real, 

viable synthetic a priori may be created. It will then augment the a priori 

which has resulted in the identification of "truths" which are contrary to 

the goals of multicultural education and the stated values of society and the 

community. 

Barriers to Implementation 

As described in Chapter I, multicultural education is a controversial 

issue in American education. It is also a global issue, as Mehlinger et al. 

(1970) point out. Cultural diversity results in challenges which, if 

ineffectively met, result in social problems. Researchers and educators cite 

self esteem problems, poor student motivation, and statistics on dropout 

rates to support the need for multicultural education (Banks and Banks, 
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1994; Gollnick and Chinn, 1994; Sleeter and Grant, 1987; and others). 

In the United States, education is a property right enjoyed by all 

students and as such cannot be denied on the basis of students' cultural 

diversity. The history of the civil rights movement is replete with 

legislation affecting education, such as bilingual education and anti

discrimination laws. The schools have also been at the center of court 

decisions, such as the Brown and Lau decisions, which have involved 

education in the process of change for social equity for minorities. 

At the same time, schools have served to acculturate future citizens 

in an American way of life and system of values. Historically, this has 

resulted in the development of Eurocentric curricula and programs 

intended to eliminate diversity in the classroom in favor of the dominant 

culture. In the past several decades, education has become involved in the 

controversy surrounding cultural pluralism. Schools are being charged 

with teaching about culture. But which culture? As a reactive institution, 

education has seemed unable to respond effectively to the challenges of 

diversity and the challenges of assimilation. 

The segregated schools of the past with their homogeneous student 

populations have been replaced by racially and culturally heterogeneous 

student populations. The schools should be neutral meeting places for 

students of diverse cultural backgrounds. In practice, they are too often 
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battlegrounds where frustrations over racism and discrimination erupt into 

violent confrontations. Such confrontations are a negative part of the 

multicultural experiences which students add to those classroom 

experiences that are intended to teach them appropriate multicultural 

attitudes and skills. 

Students complain that the curriculum is not relevant or worse, they 

contend that it is insensitive to minority perspectives and needs (Anderson, 

1990; Asante, 1991; King, 1991). Immigrants' perceptions of education as 

a key to success and prosperity is not held by their descendants who have 

experienced the Eurocentric curriculum (Ogbu, 1977). The result is that 

students have been denied open access and equal opportunity to the benefits 

of education. 

Hate crimes result in public outcry for education about diversity and 

tolerance. Given the massive and persuasive body of research devoted to 

documenting the need and the widespread efforts to implement 

multicultural education programs, why are there problems implementing 

the programs? What barriers need to be overcome in order to implement 

effective programs? 

Resistance to multicultural education comes from a variety of 

sources. Banks (1987, 1990) cites a lack of training for educators. This is 

echoed by Medicine (1986), Osborn (1989), Sleeter (1989), and Olson 



75 

(1991). Trachtenberg (1990) states that in order to be a teacher of 

multicultural education, one must think, act, and be multicultural. It is 

difficult to teach about something one is not comfortable with nor fluent 

about. Until teachers are trained, they will be a barrier to effective 

multicultural programs. 

Inadequate resources, often related to the funding of education, can 

also hinder efforts to implement multicultural education. Again, this may 

result in less teacher training. It may also manifest itself in outdated 

resources, with a Eurocentric content. 

Attitudes of prejudice and discrimination pose the most significant 

barrier to implementation of multicultural education. The dilemma is that 

where a multicultural perspective is most needed, it may be the least 

acceptable to the community. The controversy surrounding the issue is 

fraught with passion and anger. Politicians and school officials answer to 

their communities and must provide the best education for the students. 

Where the needs of the students and the requirements of the community are 

in conflict, compromise must often be made in order to implement some 

form of the desired program. 

Multicultural education and cultural pluralism are not universally 

accepted solutions to the challenges of diversity. There continues to be 

strong support for assimilation as the correct way for American society 
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to react. Fear over loss of cultural and political hegemony is very real, 

and poses a serious barrier to implementation of multicultural education. 

Significant segments of our society are satisfied with the status quo and its 

preferential effect on their lives. They see real danger in implementing 

programs which change attitudes and provide opportunities for others 

which they fear may negatively affect their well being. 

Implementation of the model described in this dissertation will 

require care and sensitivity. The needs of the community, American 

society, and the global society must be balanced for the greatest benefit. 

The barriers of inadequate resources and teacher training, diverse 

community needs and values, political issues, and attitudes of cultural 

superiority/inferiority, racism and discrimination must be addressed. 

Summary 

The Kluckhohn Model emphasizes cultural relativism in the 

collection of data in anthropology. Its implementation as part of 

multicultural education will add the missing component of cognitive 

processes to existing programs. It will avoid the experience-centered 

approach which dooms current programs in multicultural education to 

failure. 

By implementing the teaching of relativist methodology balanced 

with comparative methodology, students will be empowered to create a 
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synthetic a priori enabling them to process multicultural experiences and 

derive the intended meaning from them. They will also be trained in the 

skills necessary to investigate and study culture. These skills are critical in 

preparing students to assume first-class citizenship in the democratic system 

of the United States. They are also critical to effective global citizenship 

and success in the global marketplace. 

Without attention to students' cognitive models, multicultural 

education will be unable to significantly alter existing attitudes toward 

cultural diversity. This will result in education's continuing failure to 

provide open access and equal opportunity for ail students to the benefits of 

education. Minority students will continue to be educated for second-class 

citizenship, or worse. 

Barriers exist to the implementation of the model. These include 

lack of teacher training, lack of funding and resources for education. Other 

factors include resistance from the community, political ideologies, and 

suspicion of an>thing which differs from the status quo. Not the least of 

these barriers are negative attitudes toward diversity, prejudice, anger, 

and concepts of cultural superiority and inferiority. Today's students will 

be tomorrow's parents. It is crucial that the Kluckhohn Model be 

implemented in the field of education to enable future citizens to effectively 

and responsibly make decisions about coping with our growing national 
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diversity. Educators are hired by the community to educate their children. 

It is important to remember that the attitudes and values of the community 

must be considered and respected in the preparation of students to become 

members of society. These barriers, while they must be considered, are not 

insurmountable. 
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PROJECTIONS FOR MULTICULTURAL EDUCATION 

"I say to you today, even though we face the difficulties of today and 
tomorrow, I still have a dream. It is a dream deeply rooted in the 
American Dream. I have a dream that one day this nation will rise up, live 
out the true meaning of its creed: "We hold these truths to be self-evident, 
that all men are created equal." 

Martin Luther King, Jr. 

Introduction 

By incorporating the Kluckhohn Model into existing programs in 

multicultural education, the failure of those programs to address the issue 

of students' cognitive processes will be corrected. Students' ability to learn 

the intended lessons of multicultural experiences will be improved. The 

resulting knowledge base upon which accurate generalizations about 

cultural diversity can be made will support decision making processes, a 

skill which will carry our students into the culturally diverse global 

community of the future. 

In order to understand cultural diversity, students must be taught to 

inquire into cultures in the manner of the anthropologist. Equipped with 

the ability to employ relativist and comparativist methodologies through 

the Kluckhohn Model, they will be able to supply a synthetic a priori in the 



analysis of multicultural experiences. Having obtained thoughtful and 

reliable information, they will be empowered to make decisions which will 

prepare them for first-class global and national citizenship. As this 

information is incorporated into the curriculum, the students will be able to 

give meanings to their multicultural experiences which are consistent with 

the intent of those experiences. Although multicultural education as a 

movement currently lacks clearly articulated common goals, it does possess 

one commonly held goal. It believes that multicultural education is a 

reform movement aimed at providing equal access and open opportunity 

for all students to the benefits of education. Another common theme in 

multicultural literature is the preparation of students for a future marked 

by cultural pluralism. While this culturally pluralistic society is stated or 

implied to be the national society, it has been shown in this dissertation that 

the same cultural pluralism is true of the global society. 

As envisioned by Jefferson, our system of public schools serves in 

part to prepare an educated citizenry. As a democratic system, the United 

States must have citizens equipped with the information and skills to make 

responsible decisions. The reality has been that under the ideology of 

assimilation, the public schools have prepared those students for first-class 

citizenship who are members of the dominant Americeui culture. Minority 



81 

students of diverse cultures have fared much worse and have not always 

been prepared to assume first-class citizenship. 

Correction of this inequity is envisioned as one of the outcomes of 

multicultural education. If the United States is to remain a democratic 

society, all students must be equipped with the skills to make responsible 

social decisions. However, preparation of students must include global as 

well as United States citizenship skills. Through implementation of the 

Kluckhohn Model in programs of multicultural education, students will 

receive the preparation and decisiom making skills required for such dual 

citizenship. 

The Model Implemented 

The implementation of the Kluckhohn Model into multicultural 

education should be done at all levels across the public school curriculum. 

Beginning in primary classrooms, students will learn about other 

perspectives. As they progress through elementary classrooms, they will 

learn how to describe and understand diverse perspectives. During middle 

level education, they will apply their observations about diversity to arrive 

at generalizations about their own culture as well as other cultures. At the 

secondary level, these generalizations will guide the formulation of theories 

and the making of decisions in a myriad of situations involving cultural 

diversity. Upon graduation to the workplace or to higher education, 
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students will have acquired the synthetic a priori necessary to the 

processing of diverse cultural experiences. 

The implementation of the Kluckhohn Model should not be done in 

place of a full program in multicultural education. Each relies upon 

learning acquired through the other in order for multicultuiral education to 

be effective. As described in this work, current multicultural education 

programs are flawed, not useless. 

Sleeter and Grant's 1987 survey of the multicultural education 

literature emphasized the fragmented nature of perspectives on 

multiculturalism in education. The decision as to which perspective and 

program will best meet the needs of the students and community to be 

served rests with each community and its schools. Whichever program is 

selected, the Kluckhohn Model should be implemented to address students' 

cognitive frameworks, adding the critical missing focus in current 

multicultural education programs and increasing the effectiveness of those 

programs. 

The details of implementation should be addressed by each school 

system and in each classroom, for indeed, schools have their own cultures. 

Initially, teachers will need to be trained through inservice education in 

the teaching and use of the model. Preservice training should also include 

both multicultural education and the use of the Kluckhohn Model. 
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In A Mirror fnr Man. Kluckhohn (1949) argued that anthropology 

could provide information essential to the formulation and implementation 

of public policy toward other societies. He lamented that, in practice, such 

was not the case . . . except in time of war. Still, he proposed his model 

for the use of fellow anthropologists in studying human behavior. 

Through application of their model, the science of anthropology has 

been able to obtain more reliable and useful data which has led to advances 

in our understanding of other cultures, both past and present, and to make 

reasoned projections for societies of the future. Over the intervening 

years, refinement of the model has not changed the basic approach. 

Incorporation of the Kluckhohn Model as part of multicultural 

education programs would enable those programs to become more efficient 

in providing all students with equal opportunity and open access to the 

benefits of education. It would assist students in formulating a synthetic a 

priori through which they would be able to analyze multicultural 

experiences. It would empower them, as Carlos Cortez (1976) urges, with 

the tools for continuing to leam. 

Having teachers model the methods would help instruct the students. 

It would also empower teachers to accumulate the necessary understanding 

and knowledge base to be able to diagnose problems of learning styles 

which are culture-related. They would then be able to adjust instruction 
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appropriately. A citizenry able to employ the basic skills and methods 

currently used by social scientists will be an asset to any government 

operating in the global arena of diverse cultural systems. In a democratic 

system, such as that of the United States, informed voters are essential to 

the nation's welfare. 

The Changing Challenge of Diversity 

Analysis of immigration and census data indicates that major changes 

in the demographics of the United States are in our immediate future. 

These changes include shifts in populations of various cultural groups 

which are anticipated by some analysts to have impact on the hegemony of 

the dominant culture and the autonomy of diverse cultural groups. 

As individuals, we choose our reactions to these anticipated changes. 

For some, the changes are anticipated with eagerness. Others view them 

with fear as the status quo is upset. The controversy over cultural 

pluralism in general, and multicultural education specifically, reflects these 

perspectives. Whether or not we see the anticipated changes hopefully or 

fearfully will not change the realities of birth rates, immigration, 

increasing global communication, or multinational and global economics. 

Cultural diversity is a fact of life in the United States which more 

than two hundred years of assimilationist efforts have failed to erase. That 

our society may become more diverse in its cultural texture is distinctly 
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possible. Individual and group perspectives toward diversity in the United 

States continue to differ. However, the current debate concerning cultural 

pluralism may signal a significant shift in our national response to the 

challenges of cultural diversity. Multicultural education is a major 

component in that response. 

Public education has not effectively addressed the diverse 

educational needs and cognitive frameworks of students of diverse cultural 

backgrounds. As stated earlier in this work, minority students are 

disproportionately represented among at-risk students and among dropouts. 

Minority students express frustration with an educational system which 

they view as being insensitive to their diversity and with education 

processes which do not prepare them to be successful in their world. The 

immigrants' dream of education as the pathway to success has been 

transformed in their childrens' minds into a nightmare of frustration, 

discrimination, and failure. 

As technology continues to facilitate communication with others who 

are outside of our immediate cultural and political environments, our need 

to think and act in a multicultural manner becomes increasingly critical. 

The existing curricula in our schools does, in some cases, prepare students 

to be multicultural, but these are currently the exception rather than the 

rule. The cultural lag is growing wider as our preparation of students to 
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deal effectively with cultural diversity fails to keep pace with the growth of 

the global community and marketplace. 

We can and must educate ourselves and our students to work with 

these changes and equip them and ourselves to be successful in this future 

world. The time is ripe for us to reform education to enable educators and 

the community to deal effectively with the realities of cultural diversity on 

the national and global scales. We no longer have the luxury of debate 

over whether or not to implement multicultural education. The discussion 

must be focused on which approaches to multicultural education best meet 

the needs of our students and communities. Discussions must be followed 

by carefully constructed plans to implement the necessary program. 

Responsible educators can no longer ignore the imperative need for 

multicultural education if we are to prepare our students to assume first-

class citizenship. Failure to prepare students for such citizenship is 

contrary to the mission of public education in our democratic society. 

The Effect of the Kluckhohn Model in Preparing Students to be 

Multicultural Decision Makers 

It is critical that the Kluckhohn Model be adapted to and included in 

multicultural education programs. This process of implementation remains 

to be determined by the local education unit. Despite the urgent need to 

effectively prepare students to function in a pluralistic society, public 
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education has been slow to respond with programs or curricula. The 

controversy which continues to surround multicultural education makes it 

an issue which educators and communities approach with caution. 

Successful implementation of multicultural education and the Kluckhohn 

Model should be accomplished through a process which is sensitive to local 

needs and circumstances. 

The effects of the model will not be immediately observed. Changes 

in students' cognitive frameworks require time to develop. As described in 

Chapter IV of this work, implementation of the Kluckhohn Model is 

required throughout the K-12 education curricula. 

Once students are prepared to employ cognitive frameworks as 

developed through Kluckhohn Model multicultural education programs, 

students will be provided with the intellectual capital to think and act 

multiculturally. Their training to investigate diversity in an 

anthropological manner will become instinctive, as their synthetic a priori 

becomes the basis for determining the truth of their cultural experiences. 

As citizens of a democracy which is a primary economic, military, 

intellectual, and political power in today's world, the former students of 

the Kluckhohn Model multicultural education processes should have access 

to reliable multicultural data. Their decisions, which affect the 

formulation of domestic and foreign policy should be sensitive to cultural 
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diversity and should make the implementation of those policies more 

effective. This is consistent with our basic national values. 

In addition to becoming more sensitive and effective on a societal 

level, students should instinctively employ their data collection and decision 

making skills on an interpersonal level. This should be observable in the 

quality of student interactions and in the nature of student behavior 

problems in the school setting. The net result should be a community less 

concerned with the diversity of appearances and more focused on the 

richness of the diverse responses to common needs and experiences. 

Implementation of the Kluckhohn Model multicultural education plan 

should not be an event, but a process. It should not eliminate the problems 

associated with cultural diversity. It will enable us, as a society, to meet 

the challenges of our cultural diversity more effectively. Everyone is a 

member of a diverse culture as well as a common culture. Multicultural 

education will help us understand our own cultural traditions and our 

membership in the common culture. The Kluckhohn Model will help us 

understand the cultural traditions of others and our relationships with them 

in the common culture. 

The dissolution of the former Soviet Union removed the restraints 

imposed by the dominant Russian culture on diverse cultural groups within 

the former nation. The breakup of the Soviet Union into independent 
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republics was swift and followed ethnic lines. It also failed to 

accommodate some cultural groups' needs and dreams. The resulting 

ethnic and political conflicts are costing the global community untold 

losses in economic, spiritual, intellectual, and human resources. The 

failure of the Soviet system to prepare citizens to think and act 

multiculturally is all too apparent, and it must be considered to be a factor 

contributing to this tragedy. It serves as a warning to the global 

community of the consequences of failure to prepare our citizens to think 

and act multiculturally. 

The Effects of Technology 

Contacts among diverse cultural groups are being dramatically 

affected by advances in technology. Physical isolation resulting from vast 

distances and geographical barriers is no longer a major factor in 

protecting a society against cultural diversity. It is now a necessity for all 

residents of our planet to be prepared to interact responsibly and 

effectively with others of diverse cultures. 

During this century, advances in transportation technology have 

opened virtually all comers of our world. Our quest for raw materials is 

opening up the Amazon basin. Even the Tasaday people of the Philippine 

Islands, regarded by some as once the most isolated of all cultural groups, 

are the subject of widespread and common attention. World attention is 
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being focused on the protection of once isolated and often vulnerable native 

cultures. 

In our modem world of satellite-assisted communications systems, 

instant contact with distant centers of politics and business are 

commonplace. Markets continue to open in all areas of the global 

marketplace. This ease of contact and expanding opportunities for markets 

in diverse cultural centers has made knowledge of others' cultural 

traditions an essential aspect of training in business. 

Personal computers are now available to a much wider segment of 

industrial societies. Indeed, use of the computer involves knowledge of 

specific languages and practices which may be regarded as a part of the 

global macroculture. For instance, contact with others through the 

internet requires the use of common protocol and language. Because 

physical indicators of diversity, such as race, age, or gender, are not 

always present, the contact between and among people occurs at the 

intellectual level. It may well be that such communication will have a 

significant impact in reducing attitudes of prejudice and discrimination 

based on physical and socicil diversity. 

With the introduction of radio and television, contact with other 

parts of our world increased dramatically. The instantaneous nature of 

modem communication was nowhere more apparent than during the Gulf 
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War of 1990. Not only were viewers of CNN able to remain well 

informed of events, but through live news reports the Iraqi military was 

able to be informed about and respond to allied attacks. Viewers in the 

United States witnessed Iraqi missile attacks as they occurred. This 

opportunity to participate vicariously in a war is duplicated through 

programming which lets the viewer conduct archaeological research, dive 

the oceans, climb mountain peaks, and observe diverse cultures and cultural 

events. 

Educational use of advancing technology has tended to lag behind the 

availability of technology. Even so, computers and cable television are 

commonly available to students in the classroom. These and other 

technologies give students access to centers of information, such as the 

Library of Congress or local universities. They are also able to view and 

interact with scholars and researchers in the field and with students in 

classrooms in other parts of the nation or even around the world. 

As a result of technology, we and our children have unparalleled 

access to information upon which we base our decisions and actions. The 

diffusion of culture is facilitated through ready access to diverse cultural 

patterns. The diffusion of American macroculture to all parts of the world 

is evident in styles of dress, language, and entertainment. Americans are 

not immune to such cultural migrations either, as the sale of salsa has 
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exceeded the sale of catsup as the condiment of choice in American 

households. 

The effects of expanding and advancing technology on the nature of 

cultural diversity and global or national pluralism remain to be assessessed. 

As the twenty first century approaches, it is observable that technology has 

drawn the global community closer. Physical isolation of cultures is a 

thing of the past, and we are interacting with people in all areas of the 

planet. People today are able to be better informed than at any other time 

in human history. Now more than ever our students need to learn and use 

the Kluckhohn Model to be able to use the wealth of information and 

experiences available to them in and outside of education. 

Conclusion 

Multicultural education in the United States is a reform movement in 

education which seeks to meet the challenges of cultural diversity in our 

nation. In addition to providing students with open access and equal 

opportunity to the benefits of education, programs in multicultural 

education seek to reduce discrimination and racism and alleviate their 

effects in our society. These programs also seek to prepare students to 

think and act multiculturally. 

The Kluckhohn Model, when included as part of the curriculum in 

programs of multicultural education, addresses the need to teach students 
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effective cognitive processes. It equips them with the inquiry skills to 

support effective decision making. Thus equipped, they are ready to 

assume their place as first-class citizens of the United States and the global 

community. 

The theoretical nature of the literature concerning multicultural 

education has been discussed in this work. This work itself has been a 

theoretical study. The paucity of research on multicultural education is due 

in part to the general lack of programs which are in operation and are 

available for study. This is a situation which appears to be changing, and 

the need for study and analysis of those programs currently being utilized 

cannot be ignored. 

The model described in this work is a logical component in 

preparing students to meet the challenges of diversity. Its effectiveness is 

demonstrated in modem anthropological research. It must be included in 

effective multicultural education. 
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