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Abstract 

This case stedy describes a school-based program of'in- 

service in multicultural education, from the development of 

a multicultural action plan, through its implementation. 

The literature review looks at multicultural education 

and effective in-service, and analyzes the relationship 

between the two. 

The site of the study, a school located in a suburb of 

Vancouver, had approximately 205 students enrolled in eight 

classes. Focusing on multiculturaliSm for the third year, 
< 

the school staff vas seeking to become more effective i~ 

countering racism and promoting appreciation of diversity. 

The in-service project took place over a five-month'period 

The purpose of the study was to assess the impact of 

in-service in multicultural education which ( $ 1  was school 

based, taking into account the unique needs and resources of 

the school, (b) was action oriented, (c) provided on-going 

support, and ( d )  had the feature of evaluation at regular 

intervals, vith revision as necessary. 

The researcher was a participant observer/change agent. 

With close collaboration characterizing the process, the 

researcher roles vere to (a). facilitate workshops, (b) work 

v i t h  t e a c h e r s  i r i  formulating and implementing individual' 



action plans, (c) 'provide access to resources, ( d )  

facilitate staff sharing and planning, and ( e l  gather and 

interpret data on the planning, implementation and 

evaluation of the project. 

-7 Sources of data were (a) anecdotal notes relating to /' individual programs and the project as a whole, (b) teacher 

interviews assessing the effectiveness of the project, (c) 

excerpts from questionnaires about classroom multicultural 

programs and written communications withirthe school, ( d l  

video tapes of multicu~tural lessons, and (el media coverage 

of the school multicultural program. 

The findings are based on intervievs and supplementary 

cummunicatiuns with enrolling teachers and the school 

principal. They indicate that to these educators, important 

components in school-based in-service in multicultural 

education include ( a )  effective planning, (b) support 

throughout the implementation process, ( c )  access to 

appropriate resources, (dl teacher ownership of the in- 

service program, (el sharing,and collaboration among 

participants, and ( f )  the support of the school principal. 

\- 
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Chapter 1. Introduction 

Key elements in implementing a multicultura~ approach 
\ 

to education include the attitudes, beliefs, and sensitivity 

of the teacher; the knowledge and skills of the teacher; the 

teaching style; the curriculum; and the functioning and 

structure of the school as an institution (Cummins, 1986; 

McCreath, 1986; McLeod, 1986; Special Committee on Visible 

Minorities in Canadian Society, 1984; Tiedt & Tiedt, 1979; 

Wyatt, 1984). While the multicultural composition of our 

society can no longer be denied, as late as 1986 

multicultural, human rights, and anti-racist education w re 
? 

C 

not a mandatory part of teacher education in even kne 
t 

province in Canada (McLeod, 1986). It is therefore critical 

that effective programs df in-service be implemented if all 

students in Canadian schools are to be given access tQ 

quality education, and if they are to be prepared for the 

reality of Canada's contemporary society. 

To do t h i s  well, the question of what comprises 

effective in-service must be addressed. Only if this occurs 

will multlcultural in-service programs have a chance of 

having an effect. Current research and theory regarding 

effective professional developbent for teachers indicates a 

need not only for presentation of theory, but also for 

practice and support in implementation (Griffin 1987; 

Showers, Joyce 6 Bennett 1987; Lawrence, cited in Speiker, 
* 

1978; Wood, McQuarrie Jr. & Thompson 1982). 



This case- study describes a school-based project in 

multicnltural education from the development of a 
< 

multicultural action plan through to its implementation.. 

It chronicles the implementation of an integrated in-service 

program which supported this process. 

Puk~ose of the Innovation and Focus of .the Case Study 

The purpose of the project was to assess the impact on 

teachers of a program of multicultural education which (a) 

was school based, taking into account the unique needs and 

resources of the school, (b) was action oridnted, (c) 

provided for ongoing in-service and support, and (d) had the 

built-in feature of evaluation at regular intervals, with 

revision as necessary. 

~thdgraphic techniques were used in an examination of 

the areas noted above. Particular attention was paid to the 

constantly evolving perceptions and feelings of teachers as 

they struggled to define multicultural education in personal 

terms and to develop programs in accordance with those 

definitions, and as they met varying degrees of success in 

implementing these programs in their classrooms. In 

addition, teachers were asked for their thoughts about the 
C 

in-service process itself. 

Backsround to the Study 

For a number of years prior to the i-mplementation of 

this project, cutbacks in education funding had the effect 



b f  lessening professional development dctivities available 
to teachers. The British Columbia Teachers* Fedekation 

Committee on Mitigating Racism considered it-essential that 
- 

educators be 'given the opportunity to develop; a base of . 

knowledge and skills in multicultural education, and 

grappled with the problem of how best to make in-gervice 

available. Since in many cases teachers could not be given 

release tKme to attend in-service, it was decided that in- 

servi e should be offered to .the teachers in their f 
A group of teachers with some background in 

multicultural education was assembled, and members asked to 

go throughout the province as "resource" teachers 'about half 

a dozen times through the school year. Their task was to 

work directly with students in classrooms as classroom 

teachers either observed or became involved in the prdcess. 

It was hop=d, of course, that a momentum would be generated 

and that the classroom teachers would conduct follow-up - 
\ 

lessons. 

Acting as a resource teacher, I visited schools in the 

interior and in the northern part of the province as well as 

in the lower mainland, sometimes spending a day going from 

classroom to classroom "ithin one school, and sometimes 

doing a whir)wind tour of many schools within a school 

district. After several such visits I became avare of some 

weaknesses in the approach being utilized. The main problem 
~ - 

was that classroom teachers tended tb view me as a 



s p e c i a l i s t ,  t h e r e  t o  d o  t h e  m u l t i c u l t u r a l i s s  " t h i n g t v  f o r  

them. I d e v e l o p e d  some s k e p t i c i s m  a s  t o  t h e  amount of 
I\ 

f o l l o w - u p  t h a t  was b e i n g  done i n  ' m a n y  c a s e s .  D i s c u s s i n g  

t h i s  i s s u e  w i t h  t h e  o t h e r  r e s o u r c e  t e a c h e r s ,  I found t h a t  

t h e y  s h a r e d  t h e  same c o n c e r n .  

S i n c e  a  v i s i t  t o  a n o t h e r ' s c h o o l  meant  t h a t  I had t o  

p r e p a r e  work f o r  my own c l a s s ,  somet imes  f o r  s e v e r a l  d a y s  i n  

-advance,  and  t h a t  I  had t o  be away f rom my f a m i l y ,  I wanted 

t o  know t h a t  t h e  end r e s u l t  was w o r t h  t h e  e x p e n d i t u r e  of  * 

e f f o r t .  I t  seemed t o  me t h a t  t o  a s k  f o r  a commitment t o  

/' 
, ' 

f o l l o w  t h r o u g h  on t h e  p a r t  of t h e  c l a s s r o o m  t e a c h e r  combined 

w i t h  p a r . t i c i p a t i o n  i n  s c h o o l - b a s e d  i n - s e r v i c e  would be  a  

more p r o m i s i n g  a p p r ~ a c ~ .  

I began t o  c o n c e n t r a t e  more of my e f f o r t s  on t e a c h e r  
, 

workshops.  Knnwing t h a t  t e a c h e r s  l i k e  i n - s e r v i c e  s e s s i o n s  

t o  be p r a c t i c a l ,  I s p e n t  p a r t  of  my t i m e  on a c t i v i t i e s  

d e s i g n e d  t o  r a i s e  t h e  g e n e r a l  l e v e l  of u n d e r s t a n d i n g ,  and 

p a r t  of i t  i n t r o d u c i n g  u s a b l e  t e c h n i q u e s  a n d  r e s o u r c e s .  I 

a v o i d e d  p o s i n g  a s  a n  " e x p e r t u ,  t a k i n g  on r a t h e r  t h e  r o l e  of 

As I g a i n e d  c o n f i d e n c e  and e x p e r i e n c e  i n  g i v i n g  s c h o o l -  

based  workshops,  I began c o n c l u d i n g  s e s s i o n s  w i t h  a n  

e x a m i n a t i o n  of t h e  i n d i v i d u a l  s c h o o l v s  n e e d s  and  r e s o u r c e s ,  

and u l t i m a t e l y  & t h , t h e  f o r m u l a t i o n  of t e n t a t i v e  a c t i o n  

p l a n s .  To e n c o u r a g e  f o l l o w - u p  I began t o  a s k  t h a t  summary 

n o t e s  of t h e  a s s e s s m e n t s  and p l a n s  be t a k e n  and l a t e r  s e n t  

t o  me. 



To my surprise I found tha't as the workshops became 

more c.hallenging and concrete, facusing on identification of 

the specific needs of the school and .development of plans to 

meet those needs, 'the feedback I received. became 

correspondingly more enthusiastic, The questions that I - 
'asked myself about this led-to some speculations about (a) 

the nature of successful in-service, and ( b )  the potential 

impact of a school-based multicultural education project. 

Additional contributihq factors y 
Teacher professional development in multicultural 

education takes many forms. Frequently, those teachers from 

within a district who are particularly interested come 

together for district-based in-service. Such in-service 

opportunities play an important role but, unfortunately, 

much of the energy that is generated may be dissipated as 

the individual teachers return to their schools to find that 

their enthusiasm is not shared by their colleagues. 

SometiHes, schools will devote a professional day or 

part of a professional day.to multicultural education. An 

advantage of this approach is that it brings the teachers 

together as a team, allowing staff members to develop commonj 5'' 
s *-- understandings and a common feeling of commitment. It does 

B 
not, .however,% allow sufficient tfme for the presentation of 

<Ad- 

information and its application through assessment, goal 

setting, and the development of a realistic plan of action, 



nor does it provide for support in implementing any plans 

that may be developed. 

For these reasons'it seemed that a school-based project 

with the features cited above might provide a worthwhile 

contribution to the field of multicultural education. 



chapter 2. Literature Review 

There is a growing body of literature relating to 

contemporary efforts to improve 'schoois. One branch of this 

literature deals' with the question of multicultufal 

education: articulating the need f oLr such an approa.ch, . 

seeking to define it, and exploring avenues of 

implementation. Another branch tackles the question b f  
. I  

professional development, endeavoring -to identify both the 

purpose and the character istics of effective in-service 

programs for teachers. The purpose of this literature 

review is to explore these two branches of the literature, 

identifying a number of key issues In professional 

development and analyzing their relationship to the 

objectives of rnultlcultural education. 

Hulticultural   ducat ion 

The issue of multiculturalism in-Canadian schools is 

complex. Coming to an understanding can be likened to a 

journey in which spoken nd unspoken assumptions and -7 
understandings regarding Canadian history, the nature of 

human society, the role or purpoge of education, and finally 

the processes by which students are most appropriately 

educated, are varying routes-which may carry one off in many 

different directions. This literature review, in order to 

sort through and clarify some of these issues, addresses 

three questions: 

( a )  What is the context of Canadian multiculturalism? 
I 



( b )  What is the purpose of multicultural education? 

(c) Hov can multicultural education become part of what ve 

do in schools? 

The context of Canadian multiculturallsm. - 

It is commonly recognized that the existence of 

cultural diversity in Canadian society has been a reality 

since the inception of this country. What is less 

frequently spoken of, but none the less well documented, is, 

the fact that this diversity existed in the context of a 

society based' upon the conquest and domination of the native 
\ 

Indian peoples, discriminatory immigration practices, and 

flagrant violations of human rights (J. Donald Wilson, 1984; 
- 8 

Vincent DIOyley, 1983; Thomas Bergerr- 1982; Evelyn Kallen, 

1982; Ed Bernstick, 1977). Of course,'thi's history is, 

interpreted .from many different perspectives. Jean Burnet 

(1984), for instance, rankles at what she terms the "myth of 

British villainy and unremitting oppression of other ethnic 

groups by those of British origin," and what she holds is an 

underlying assumption of this thinking, namely that nracial 

and ethnic prejudice and discrimination... are particularly 

Anglo-Saxon or Anglo-Celtic," while Gordon Hirabayashi warns 

us against the nsubtle but persistent racism that allows us 

to maintain such myths as 'Columbus discovered North 

America,'" pointing out that "Canada isn't just English 

Canada, or even vhite Canada. Canadian perspective and 

ideology must drastically shift from the narrov 'Khite-man's 



viewt to take acc~unt of the broad multi-ethnic heritage 
'C. 

which is her true foundationn (1980, p. 116). 

Canada's many racist iaaigration policies,' which 

included exclusionary measures taken against Chinese, 

Japanese, South Asians, and  lacks as well as -~evish- , 

refugees from Nazism during the 1930's (Burneg, 1 9 8 4 1 ,  I 

partnered with a policy of. assimilationism. , Burnet says: 

Until the 1960ts, governmental policy concerning 
immigration was based upon the principle that those who 
were admitted into Canadian society should be 
assimilable into the dominant British and French ethnic 
groups. Even policy regarding Native peoples was 
dominated by that principle: it was aimed at isolation 
and gradual-assimilation. 

P 

The immigration policy bore hardest upon those 
peoples who were considered unassirilable; they 
included peoples physically different from the dominant 
groups. (1984, pp. 18 - 19) 

Many of the educators in our schools today were 

themselves educated at a timeTwhen assiailationisr was the 

prevailing philosophy. Some grew up at a time when racist 

attitudes were reflected in qovernaent policy. Nany 

institutional practices are likewise rooted in the past. 

The personal and professional issues arising from this 

reality have implications vhich cannot be ignored (Michael 

Laferriere, 1983). 

The policy of  multiculturalism within a bilingual 
t 

fraaevorkt adopted by the Canadian government in 1971 has 

profoundly changed the context within which teachers vork. 

It is of value to be aware of the assumptions upon which 
> 

this legislation rests, the philosophic and social &estionrr 

which it raises and the .fact that there is no one unified 



Canadian pssition regarding these issues. Keith McLeod 

states: 

From the beginning, there were diverse reactions to 
multiculturalism. Some rejected multiculturalism as it 
challenged their view of a bilingual and bicultural 
s0ciet.y. Uniculturalists, on the other hand, feared a 

i 
society that would be fractured into a set of competing 
ethnic islands. Yet another school of thought vould 

'have preferred'a policy of multiculturalism and the . rejection of bilingualism. Despite these initial 
reactions, multiculturalism has achieved considerable 
support as one of the foundations of Canadian society 
and the ,state. .(1986, p. vii) 

The purpose of multicultural education. - 
The purpose of schooling must be considered in 

reference to the broad soclal context vithin which schools 

exisat. Addressing the question of the role of the school in 

society, Jane Gaskell says vith reference to the - 
assimilationist policies of the past: 

. . .  Canada is a vertical mosaic, Schools prepare 
students to fit that mosaic. If they are not being 
prepared to fit the culture that dominates the top of 
the hierarchy, they are being prepared to fit in nearer 
the bottom. (1980, p. 124) 

Tying raulticultural education in schools today directly 

to the broader social and political context, Gaskell states: 

~rnplerne' ting multicultural curricula in the school is a 
politic k 1 problem that is tied to the vitality of 
multiculturalism as a political movement in Canada. 
Demands of ethnic groups for real economic and social 
equality in the society imply a radical change in 
school curriculum that vill not be possible without 
political changes. It is through political struggle 
that bias in the curriculum comes to be identified, 
that meaningful changes are implemented, and that these 
changes come to actually affect the l & & P  of students. 



The processes and programs developed to implement a 

program of multicultural education must, of course, be 

linked to its purpose. Keith Hcleod (1986) identifies three 

programming both social cohesion of the society at large and 

ethnic group desires can be fulfilled" (p. 99) and she 

suggests that both-the programs which focus on minority 

language instruction and those concerned vith all other 

facets of the curriculum can help to achieve these goals. 

Once purpose has been established and goals or 

objectives articulated, the school or school district is in 

a good position to provide co-ordination, support, and 

direction to comprehensive program development and 

implementation. HcLeod suggests: 

major approaches:-the 'ethnic specific' which focuses on 

cultural retention, the 'problem-oriented' vhich is often 

directed at the group perceived as causing the problem but 

may also be directed at now the host society can make 

accommodations, and the 'cultural/intercultural~ vhich is 
7 

directed to all students and is designed to be long-term and 

comprehensive . 
~ h e k e  approaches need not be mutually exclusive. June , 

Wyatt points out that pluralist (as opposed to 

assirnilationist) educators value the retentfon of ethnic.' 

identity, stressing the "dynamism of evolving ethnic 

identities, new adaptations and expressions of cultural 

forms in response to new environmentsw (1984, p. 98). These 

pluralists, she continues, believe that tlthrough appropriate 



In school systems, the above aims and objectives are 
best achieved vhen school jurisdictions have explicitly 
stated, comprehensive multicultural policies that 
direct the system, personnel, programs and 
administrative and financial support to implement 
curriculum and cbntent, skill, and teaching strategies 
throughout the entire school and across all subject or 
activities. (1986, p. x )  - 

The im~lementxttlon of multicultural education. 

Efforts tto implement 9 m ~ l t l ~ ~ l t ~ r a l  curriculum take 

nany forms and are dependent upon such factors as the 

str-ucture and philosophy of the school, the beliefs and 

practices of the classroom teacher, the composition of the 

student popualation, curricular demands and .materials, anh 

the influence of the school community. June Wyatt comments: 

Approaches to~multicultural curriculum range from-those 
vhich give token recognition of holidays to integrated 
approaches where most subject matter areas take 
multicultural materials and issues into account. Some 
programs take a heritage/museurn approach where the 
focus is on a group's .past and the primary objects of 
study are artifacts or material culture. Other 
programs take an issues approach, or focus on themes 
like cultural change taking a dynamic viev of ethnicity 

- and culture..., Variation also exists in staffing 
patterns; the range includes programs vhere there are 
no ethnic group members involved in teaching or 
administration to those-in which minority group members 
have total contro1,of bdministrative and teaching 
positions. (1984, pp. 99-100) 

b 

A theoretical framework developed by Jim Cumnins is 

directed to the empowerment of minority students, but also 

has important implications for the development of positive 

interpersonal and intergroup relations amonq all students. 

The framevork provides a vehicle for cutting across much of 

the confusion surrounding multicultural education, and for 

4 
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assessing current practiccs and structures and planning for 

change.. It addresses four key areas: 

The central tenet of the ftamework is that students 
- from ndoglinatedn societal groups are "empoweredn or 

#disabledN as a direct result of their interactions 
with educators in the schools. These interactions are 
mediated 'by' the iaplirit or explicit role definitions 
that educators assume in relation to four institutional 
characteristics of schols. These characteristics 
reflect the extent to which (1) minority studentst 
language and culture are incorporated into the school 
program; (2) minority community participation is 
encouraged as an integral component of children's 
education; (3) the pedagogy promotes intrinsic 
motivation on the part of students to use language 

* actively in order to generate their ovn knowledge; and 
(4).professionals involved in assessment become 
advocates for minority students rather than 

d egitimizinq the location of the "problemtt in the tudents. For each of these dimensions of school 
organization the role definitions of educators can be 
described in terms of a continuum, with one end 
promoting the erpoverment of students and the other 
contributing to the disabling o•’ students. (1986, p. 
21 -. 

Cumrains' perceptions of work needing to be done 'in 

these four areas are shared by many researchers and vriters. 

Peter Pfc~reath says: 

Teachers must recognize,, accept, and value the 
languages and dialects of our students in addition to 
emphasizing the need for them to acquire proficient use 
of at least one of the official languages. 

7 

W must reach out to the parents of all our > - 

stude ts to ensure their knowledge, understanding, 
input and interest in the progress of their children. 
Every effort nust be made to ensure that our procedures 
for testing, assessment, and evaluation are valid and 
fair for each and every student, (1986, p. 116) 

June Wyatt makes an observation which gives added 

relevance to both the question of incorporation of minority . 

language and culture into the school curriculum and that of 

the involvement of the minor-ity community: 



The life experi$nces which provide the resources for 
these models must come from ethnic community members; a 
purely academic aulticultural curriculum would quickly 
become arid. (1986, p. 101) 

The third area identified by Cumins, that relating 

specifically to pedagogical practices, is better understood 

in the light of firther elaboration by him. . 
A central tenet of the reciprocal interaction rnodel [as 
opposed to the transmission model1 is that Ittalking ahd 
writing are means ,to learning ".... The use of this 
model in teaching requires a genuine dialogue between 
student and teacher in both oral and written 
modalities, guidance and 'facilitation rather than 
control of student learning by the teacher, and the 
encouragement of student/student talk in a 
collaborative learning context. This rnodel emphasizes 
the development of higher level cognitive skills rather 
than just factual recall, and meaningful language use 
by students rather than the correction of surface 
forms. Language use a,nd development are consciously 
integrated vith all curricular content rather than 
taught as isolated subjects, and tasks are presented to 
students in ways that generate intrinsic rather than 
extrinsic motivation. In short, pedagogical approaches 
that empower students encourage them to assume greater 
control over setting their ovn learning goals and to 
collabora'te actively with each other in achieving -these 
goals. (1986, p. 28) 

A variety of approaches to instruction have been - 

developed which provide for interaction and/or collaboration 

among students, or for students to generate materials based 

on their own experience. These include the whole language 

movement, the utilization of co-operative learning 
- "  

techniques, and the use of various forms of class 

discussions . 
> 

One strategy-vhich deserves special msntion at this 

point is t-he jigsav technique, a well-researched approach to 

co-operative learning developed by Elliot Aronson, Nancy --* 
Blaney, Cookie Stephan, Jev Sikes, and Matthew Snapp, in 



which interaction and collaboration among students are key' 

elements. Aronson et a1 point out that Hit is the element 

of 'required' interdependence among students which makes 

this a unique learning method, and it is this 

interdependence that encourages the students to take an 

- I active part in their learningn (1978, p. 2 8 ) .  , 

M. Ahmed Ijaz (1984) found that a multidimensional 
- 

approach to *cross cqtural education could successfully 

bring about attitude change. Using a program vhich was 

highly experiential in nature and which addressed students 
P 

feelings, intellects, and emotions, he showed that the 

improved attitudes toward East Indians that were attained 

vere maintained for three months after completion of the 
0 I 

program. 

Knowing that it-is possible for multicultural education > e 

to have a positive -impact, advocates strongly urge teachers 

to integrate a nulticultural approach into many or all 
P 

aspects of the curriculum at all grade levels (McLeod, 1986; 

Ardis Kamra and Dean Wood, 1987). 

Of course, an available array of instructional 

strategies and appropriate curriculum materials is not ' 

enough to prepare a teacher to implement a program of 

multiculturaf education successfully. The attitudes, 

feelings, and philosophy of the teacher herself or himself 

inevitably come into play, as does the institution in vhich 

the individual vorks. It is important that teachers be 

sensitive (HcCreath, '1986; Special Committee' on Visible 
C 



ninprities in Canadian Society, l984), and that they have 

high expectations of their students (Pamela and Iris Tiedt, 

1979; Special Committee of Visible Minorities in Canadian . 

Society, 1984). 

~ringing' together many of these considerations, 

Micharski (cited in Shapson) offers a useful working 

def4nition of ~aulticultural education. b 

It is an education in vhich the individual child of 
whatever origin finds not mere acceptance or tolerance 
but respect and understanding. It is an education in - vhich cultural diversity is seen and used as a valuable 
resource to enrich the lives of all. It is an 
*education in which dbfferences and sirnllaritiea are 
used for positive ends. It's an education in which 
every child has the chance to benefit from the cultural 
heritage of others as well as his or her own. (1982, 
p . 7 )  

i 

With so many expectations being placed upon the 

teacher, the question of teacher educat-ion has become an 

important and sometimes contentious issue. The special 

committee on visible minorities in Canadian,Society 

comments : 

The teaching force in Canada is no longer growing. 
Hany in the current field were trained before the 
multicultural policy was introduced and even before 
their schools took on a multicultural character. As a 
result, there is a need for nev programs. (1984, p. 
129) 

Keith HcLeod points out that nwhereas multicultural, 

human rights, or anti-racist education is a mandatory part 

of teacher education in both the United States and the 

United Kingdom, this is not the case in even one province of 

Canada" (1986, pp. x-xi). 

4. 



This reality gives in-service training a special 
= - 

relevance in respect to multicultural education. 

- professional Development 

A single question is posed in this section of the , 

literature review: What axe the conditions which both will 

create a positive, worthwhile in-service experience for the 

participants and will foster school improvement? Emergent 

themes are: 

(a) the role of school-based in-service 

(b) the role of collegiality and collaboration in in-service 

(c) the issue of vo2untary~versus mandatory in-service - 

(dl the role of the principal 

(el the place of the none shotH workshop versus a more 

ongoing approach-to professional development 

(f) the components of successful training._ 

Literature relating to each of these themes is 

reviewed. The issues raised are then analyzed in relatdon 

to the objectives of multicultural education. 

The role of school-based in-service. 

The focus in this section of the review is on schopl- 

based staff development as an appropriate vehicle for school 

improvement. Hany researchers speak of the school as the 

most appropriate unit or target of change in education and 

advocate use of the school staff as a problem-solving unit. 

They suggest that school-based research and development 
., 



needs active encouragement, must be linked'to a schoolvs own 

needs, and needs resources to be available at the 

implementation stage (Fullan, 1987; Howard, 1987; McPherson, 
-. 

1979; Rubin, 1987; Wideen, 1987; Wood, McQuarrie Jr. & 

Thompson, 1982). 
i 

From an analysis of ninety-seven studies, Gordon 

Lawrence (cited in Speiker, 1978) identified many advantages 
L 

of school-based in-service programs. He found that they had - 
greater success than college-based when concerned with 

complex teacher behaviors and teacher attitudes. He also 

,found that school-based programs in vhich teachers plan in- 

service activities and share and provide mutual assistance 

to each other tend to have.more success in accorapli-shing 

their objectives. These programs are more successful if 

they emphasize self-instruction by teachers, if they provide 

differentiated training experiences for different teachers 

rather than have common activities for all participants, if 

they place teachers in an active role (constructing and 

8 generating materials, ideas, and behavior), if they 

emphasize demonstrations and supervise trials and feedback 

rather~than expecting teachers to store up ideas and 

behavior prescript,ions for a future time, if in-service 

education activities are linked to a general effort of t N  

school rather than being "single-shotn programs that are t A *  
part of a general staff development plan, and if teachers 

can choose goals and activities-for themselves rather than 

have the goals and activities pre-planned. 
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Suzanne Hunter ( 1 9 8 6 ) ,  in identifying the , 

characteristics of effective staff development programs for 

the Vancouver School Board, agrees. with Gordon Lavre.nce 

regarding the advantages of a school-based approach because 

w'ithin the structure of the school system, the school is the 
8 

unit with potentially the greatest unity, conmon purpose, 

.and ease of communication. She says that not only are 

teachers' more succe.ssfu1 as learners of knovledge and skill% 

when they have comwon expectations and shared norms as in a 

school setting, but adults prefer to learn in informal 

P learning situations vhere social interacti~ns can occur. 

She agrees that teachers support, reinforce, and help each 

other when they are in their ovn vork places and they 

experience the greatest success when they work with other 

teachers in a team qituation. 

The life of a child exists beyond the confines of the 

single classroom: in the school office, in the lunchroom and 

hallway, in other classrooms including possibly the English 

language center or the learning assistance center, and on 

the playground. It, therefore, is neither realistic nor 

adequate to place the burden for nulticultural education on 

the individual teacher vorking in isolation from others. 

While the professional development of every teachkr is 

desirable and even essential, multicultural education has 

inplications for the functioning of the entire school as an 

institution. Paul Luevke, in draving some lessons from the 

experiences of Americans in overseas schools, made the 

. i 



following comnent with reference to schools in his country, 

but the points he makes have implications also for Canadian 

. . . Is there not a need for increased emphasis on 
training of staff to recognize and take cognizance of 
cultural and social dissimilarities among students and 
staff? Should there not be consideration of possible 
benefits from increased expenditures necessary to 
provide local school professional staff capable of 
developing relevant in-service education programs in 
each school in lieu of other more structured programs 
conducted outside the local school? Is it not time to 
look at each school in terms of its particular setting, 
staff, and student body, find out what is unique about 
them and their interrelationships, and devise- 
irtdividualized staff in-service education programs? 
(1978, pp.  203 - 204) 

The role of colleqiality and collaboration in inz 

service. 

There are strong voices in the literature advocating 

increased though varying degrees of collegiality, 

collaboration, and teacher control in the planning and 

delivery of in-service education. Marvin Wideen describes 

the transition that has taken place toward recognition of 

this central role of the teacher: 

one of the major tenets to emerge over the last four 
decades is the central role of the teacher in school 
improvement. In the early 1960ts, many of the models 
of curriculum reform assumed that large scale 
implementation simply required a great deal of initial 
planning to insure curricula that vere teacher-proof. 
These curricula would then be ikaplenented through a 
process of in-service. However, from the experiences 
of attempting to implement those programs,' it was 
learned'that there vere many more curriculum-proof 
teachers than teacher-proof curricula. 

Today . . .  teachers... are seen as partners and 
prime movers in the process of change, having needs and 
aspirations from vhich they act out their approaches to 
their vork. t 1 9 8 7 ,  pp. 5 - 6 )  . 



Maurice Gibbons and Peter Norman link directly the 

processes through which teachers are trained to the 

processes which they employ in the classroom. Urging a 

change from a teacher-directed system of instruction to one 

in which Hteachers empower students with the skills and 

processes they need to design and pursue their own studles 

as individuals, as teams and as class g ~ o u p s , ~  they argue - 
that it is also necessary for the educator to experience 

- +  

growth through active participation. 

The teacher is the central figure in curriculum and 
school development, and... we should not only confirm 
this fact but build upon it to create a new 
professionalism enhanced with,the best supporting 
structures and practices we can devise.. .. there can be . 
no development vithout the development of the 
developer..,. The readiness and growth required are 
best cultivated by active participation in the process 
of developing nev programs, approaches and materials,- 
both for the individual classroom and the school. 
(1987, p. 107) 

The literature addressing the role of the teacher in 

bringing about school change and the in-service necessary to 

support this ehange refers frequently to the concepts of 

collegiality and collaboration, Susan Loucks-Horsley et al. 

offer definitions of these tvo terms, defining collegiality 

as ttconnecting on a professional level with other school 

staff, looking for new ideas, advice, a forum to test models 

of teachingtt fp. 81,  and collaboration as being related to 

"mutual problem solving, assuming that aultiple perspectives 

are better than s i m e  onesw (pp. 8-91. 

The value of collegiality is stressed by Michael 

Fullan, who proposes that "teachers learn best from other 



teachers" (1979, p. 125), and by Louis Rubin ( 1 9 7 8 1 ,  who 

urges that professional development be centered around the 

interchange of ideas among experienced teachers. 

Collaboration between teachers and adm,inistrators is a 

theme addressed frequently in the literature. ~harles'. A .  

Speiker urges that staff development programs be tlplanned 

and executed with strong teacher involvementv as opposed to 

mere "teacher approval and passive participationt1 (1978, p. ' 

261). Ambrose Furey Jr., in advocating shared goal setting 
?6 

and deci~ionfmakin~, points out that staff development 

programs vith a participatory base "offer teachers a unique 

source of professional recognition and personal 

satisfactionn as well as the opportunity to "exercise 

leadership in the profession and share their expertise with 

colleagues, without having to leave teaching for 

administrative positions or work in a teacher organizati~n.~ 

(1978, p. 196). 

Embedded in each stage of the Readiness, Planning 
a .  

Training, Implementation, and Maintenance (RPTIM) model for 

staff development described by Fred Wood, Frank McQuarrie, 
- .  , . 

Jr. and Steven Thompson (1982) are practices requlrlng ' - 
collaboration among teachers and between teachers and 

adainistrators. 

Fullan (1979) suggests that the climate in the school 

among teachers and between the teachers and principal is the 

most critical factor in determining success, but also 



emphasizes the need for collaboration with some external 

resource personnel; 

Some writers, while they accept the concept of 

collaboration, are careful to define limits in its 

application. Loucks-Horsley et al. for instance, while they 

- advocate "appropriate +participant involvement in goal 

setting, implementation, evaluati-on and decision making", 

advise that the degree and kind of involvement should vary, 

depending on the situation: 

Good st'aff development recognizes the validity of the 
individual as well as the community to which that 
person belongs. It seeks to engage participants in as 
many decision points as possible. Yet it acknovledges 
that the teacher's major purpose is to teach students, 
not to serve on committees and'respond to 
questionnaires and surveys seeking input and 
involvement in every decision being made. Thus 
effective pro•’essional development programs vary the 
kinds of involvement they seek from individual 
teachers, dependi'ng on the goals and the approaches 
taken. 

Sometimes teachers share responsibility for 
planning, implementing, and evaluating staff 
development activities. Other times individuals assess 
their\ovn needs, identify goals, arrange activities, 
evaluate their learning, and plan for another cycle of 
development. Still other times teachers participate in 
training arranged by a committee or a-concerned 
administrator. (1987, p. 11) 

II 

Beverly Shovers, Bruce Joyce, and Barrie Bennett 

question the value of collaboration in planning and 

delivering in-service, stating that "the effects of training 

do not depend on whether teachers organize and direct the 

program, although social cohesion and shared und,erstandings 

do facilitate teacherst ~illingness~to try out new ideas." 



They do suggest however, that it is a "safe betw to ninvolve 
- 

teachers in all aspects of g~~&nancew (1987, p. 83). 

Cha-rles Nevi challenges directly the assumption that 

"collaboration among teachers and adm'inistrators is 

necessary for effective staff developmentn, calling'it a 

"half -truthtt that hinders staff development: 

The necessity for collaboration is a common maxim for 
staff development programs.... Unless the people who 
are to receive the nformation or training have been 
involved in the plann %9 , the new knowledge will not be 
accepted and used. In its extreme form, collaboration 
could be interpreted to mean involving the teachers, 
the education association, the principals, the 
superintendent and the board. Pity the poor principal 
who feels that he or she has to involve all these 
groups before beginning any staff development program. 

.... It is not even clear what collaboration means. In 
many cases it does not mean involvement in the 
development of the concepts to be presented. Groups of 
teachers do not sit around and collaboratively invent a 
program 1 ike Hadel ine Hunter Is Instruct1 onal Theory 
Into Practice... 

There is a ten ncy to view collaboration as 
' agreement. The sta '%f considers various options and 
decides which of several is the most interesting or 
acceptable to them. The implication is that a 
discussion takes place among equals all of whom are 
uniformly aware, inf6rned and interested. l 

The more frequent reality in successful Staf f 
development is that agreement is reached not through 
collaboration but through persuasion and influence. 
Someone %in the group... has an idea, or knows about an 
available activity, and sells the others on it. In 
some business circles, this person is the 
*champion ".... Naturally, both collaboration and 
championing are'possible and desirable. If there must - - 

be a choice, however, the champion may be preferable. 
(1986, p. 4 5 )  

Nevi's assumptions regarding collaboration do not 

appea1 to meet agreement in the literature. There do not 

appear to be echoing assertions that collaboration in the 



planning or delivery of school-based in-service implies on 

any one occasion involvement with all of the groups 

mentioned, though this might be a factor in district-wide 

programs not discussed by him. There do not appear to be 

assertions that the participants must unaided invent 

programs such as those mentioned. Nor does there appear to 

be agreement that collaboration implies agreement amongst a 

group of individuals "all of whom are uniformly aware, 

informed and in'terested. " 

The issue of consensus as am aspect'of collaboration f s  

discussed by Stephen Anderson and ~ichael'~ullan, who in - 
1 

looking at policy implementation issues for multicultural 

education put forward a number of observations. They point 

out that Itthe prospects for change are greater in situations 

of high consensus on the vhy and how of implementation," and - - 
that "progress in implementation tends to generate increased -- 
commitment and consensus to change" (1984, p. 75). 

Clearly stating that the objective of consensus may be 

quite the opposite of uniform practice, they comment: 

When variability in practice is promoted it is usually 
under the premise that different means will be more 
appropriate under different condition to achieve the 
same general ends. Consensus on goals under these 
circumstances is particularly critical to the overall 
success of the implementation effo~t. (1984, p. 76) 

In an area of study as complex as that of multicultural 

education Anderson and Fullan's remarks, identifying the 

role of consensus in the attainment of multidimensional 

innovations, bear a special relevance: 



... For aultidiaensional innovat-ions consensus on,somea 
dimensions of change (e.g. behaviors) may precede and 
contribute to the development of consensus on other 
aspects (e.g. beliefs) for the individuals involved. 
(1984, p .  78 - 79) ~2 

Closely related to the question of collaboration is 

that of teacher control. Gary Griffin suggests that 

" teachers "who are expected to change their beliefs or 

practices are most likely to do so under conditions where 

they have some control over the nature of the change or the 

manner in which the c,hange is to be brought aboutu (1987, 

pp. 34 - 35).   his observation is particularly relevant 

vhen considered in relation to an area such as multicultural 

education, where beliefs and practices are closely entwined. 

Suzanne Hunter gives some specific e-xamples of how 

sharing can occur, suggesting that training sessions should 

provide opportunities for small group discussions of the 

application of new practices and the sharing of ideas and 

concerns, and that "informal staff development activities 

include peer group problem-solving" (1986, p. 12). 

An example of the place of collegiality and 

collaboration in the implementation of a multicultura? 

curriculum is provided by Yvonne Hebert. She describes a 

Canadian project in vhich teachers, consultants, curriculum 
- 

supervisors, and a university professor collaborated as 

researchers, and includes the following when listing the 

characteristics by vhich they became a team: 

( a )  "a felt need on the part of all participants to engage 

in the projectn 



ib) *role equality leading to self-determination of actionn 

( c )  "clarification and negotiation of group meaningsw (1989, 

p *  6). 

Closely related to the question of collegiality is that' 

of voluntary versus mandated in-service. 

V 

The issue of voluntary versus mandatory in-service, 

While there is much literature to support a collegial 

and collaborative approach to the planning and delivery of 

in-service, including the determination of the focus of that 

in-service, there are also writers who suggest that 

mandatory in-service may at times be appropriate. 

Susan Loucks-Horsley et al. express the viev that 

mandatory in-service could work, provided a number of other 

criteria are met: 

I n  such cases, success relies on the care with vhich 
the particular training was chgsen (i.e., that it fits 
the inprovement needs of teachers), the ability of the 
trainer or presenter to relate to the classroom 
realities of the participants and allow for reflection 
on the best applications, the soundness of the content 
being presented, and the amount of help and support 
available to teachers to iinplement the new practices. 
(1987, p. 11) - 
This issue becomes particularly relevant when new 

developments challenge institutional practices vhich 

teachers and administrators know and understand and with 

which they are comfortable, as is sometimes the case with 

multicultural education. 

Donald Fisher and Frank Echols address this issue in an 

evaluation of the Vancouver School Board's Race Relations 



Policy. The tension around the issue is evident in their 

remarks: 

The extent to which schools made multicultural/race 
relations in-service a priority varied tremendously .... 
Yet typically the initiative is left to individual 
teachers. Everything is voluntary. In most schools 
those vho are most likely to make the effort are the 
ESL [English as a second language], ELC [English 
language centerl and LAC [Learning assistance centerl 
teachers. (1989, pp. 115 - 116) 

They analyze the multicultural action plans, which 

since the 1983/84 school year each school has been required 

to submit annually to the office 05 the superintendent, 

drawing the reader's attention to a level of participation 

so low that in the 1987/88 school year only 30.4 percent of 

the schools actually submitted the plans. With regard to 

the content of the plans they Comment: 

Hany action plans state that multiculturalism is being 
met through the curriculum..,. Of the 250 action plans 
in vhich this is indicated, only 23 (9.2 percent) 
actually document specific strategies and resources to 
meet this claim. The remaining 227 (90.8 percent) 
plans contain short statements, ranging from a single 
sentence to several paragraphs, in vhich vague claims 
are made to goals or incidental activities such as 
field trips or special events. (1989, p. 45) 

With regard to the rate and quality of participation 

they comment that lithe reluctance to create, build upon; and 
- .  - # 

submit plans is implicit .in the promi.nent pattern of 

duplication throughout the body of  document^,^ and observe 

.that nit was quite rare to see a-school continuously develop 

and improve their multicultual program, although 4 

elementary schools and 2 secondary schools did exactly thatft 



Fisher and Echols link this performance in the ares of 

multicultural education to the lack of preparation for 

teachers, noting that "only 21 schools reported any kind of 

in-service education in their action plansu, and that the 

quality of these professional development experiences varied 

from in-service arranged with the Vancouver School Board or 

British Columbia Teachers Federation to visits by 'some 

teacherst to a temple. They suggest that "there does appear, 

to be a relationship between the varying level of in-service 

training and the vsrying 'depths' of the programs delivered 
f 

by the schoolsn (1989, p. 5 2 ) .  

Finally, the authors took a position on the question of 

voluntary versus mandatory in-service: 

In general our data sources suggested that training 
sessions in Multiculturalism/Race Relations and ESL 
education should be compulsory for all VSB teachers and 
administrators. In addition to advertising in-service 
education on these topics it was suggested that the VSB 
should offer incentives for participation. Finally, it 
was suggested that some training in teaching 
multiculturalism/race relations and working with mixed , 

student populations (race/ethnicity and/or ESL) should 
be a pre-requisite for being hired by the VSB as a 
teacher or administrator. (1989, p. 180) 

Other researchers suggesting that it is possible to 

build support for change without participation in the 

initial decisions are Stephen Anderson and Michael Fullan: 

The participation of implementation deliverers in 
policy/program adoption decisions and mobilization 
activities has been widely discussed as a device for 
promoting commitment to change. Tvo findings are vorth 
noting. First, the benefits are generally limited to 
the few who actually participate in these activities. 
Second, participation in implementation planning, 
project development, staff development and problem 
solving after adoption appears to have a greater 
positive impact on consensus building for 



implementation than does participation in initial 
adoption decisions. (1984, p. 77) 

While there is wide agreement in the litezature that 

voluntary participation. in in-service is highly desirable, 

, there is also some indication that where this is not . - 
possible, support for a program of staff development after 

* .  

the initial decision as to the theme has been taken may 

still be developed. This might be accomplished by taking' 

care to build in processes calling for collaboration and 

collegiality during the planning and implementation of the 

in-service experience. In cases where the school as an 

institution is firmly impaled upon the past, possibly 

pitting itself against the needs oi a community crying out 

for change, thIs may be necessary. 

The role of the srincloal. - 
Gary Griffin suggests that principal leadership and 

collaboration are complementary concepts. Asserting that 

the promotion of collaboration is an important aspect of 

principal leadership, he makes a number of suggestions: 
! 

Principal leadership behaviors that-are related to 
school success and, by inference, to successful staff 
development are goal-setting, evaluation and shared 
decision making. A staff development effort that 
includes careful attention to vhat is to be 
accomplished, analyzing systematically the effects of 
the effort, and providing opportunities for all to 
participate in decisions is the one that research would 
indicate will be successful. And it is the school 
principal vho can create the environment for these 
strategic phenomena to take precedence over highly 
directive and manipulative ones. (1987, pp. 31 - 32) 
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Michael Fullan also emphasizes the importance of "such 

norms as increased collegiality, experimentation, and 

continuous assessment and reflectionN (1987, pp. 215 - 216). 

Advocating that the principal provide active, direct support 

to in-service, he s.ays: 

... If a principal does not support something, it will 
not happen, except in a small number of cases.... in 
cases where the principal has only given verbal'support 
to implementation it doesn't happen; because what seems 
to be required is the kind of support that comes a s  a . result of understanding the sets of factors... and 
being able to deal with them on both a psychological 
level with teachers, and on a resource level of 
facilitation. 

So what is necessary, then is a specif ic kind of 
support;.an active, direct k nd of support or knowledge 
or interaction, rather than st a general endorsement. 
(1979, pp. 137 - 138$% 

h 
Suzanne Hunter (1986 1 ,  Fred Wood (1982 ) , and Susan 

Loucks-Horsley et al. (1987) all comment upon the great - 
importance of the principal as a key participant. While 

- 
. endorsing this general position,' Susan Loucks-Hornley 

suggest that "they [principals I can choose to or'chestr'ate 

and d'irect staff development themselves or delegate 

leadership to curriculum supervisors, department heads, team 

leaders or staff development teams." She comments furthe_xs 
a 
-6 

When adminidtrators delegate operational functions of?' 
staff development to teams or supervisors, they still 
can support staff development by promoting the 
activities, focusing the work, helping with the 
selection of players, providing time and resources, and 
incorporating the results of staff-development into 
teacher and schoal  evaluation. Beyond these indirect 
support strategies, administrators can show they value 
staff development by participating in meetings and 
helping to select training activities. They can show . 
moral support by verbal praise and encouragement, 
publication of teacher accomplishments, and bringing 
coffee and muffins to planning meetings. (p. 13) 



Again, Charles Nevi tackles the issue from a different 

perspective. He dismisses as a 'half truth that hcnders 

staff development, the concept that the principal should bi 

an instructional leader. Defining accepted characteristics 

of principal leadership in terms of visibility, the teaching 

of model lessons, and staff evaluation, he then takes issue 

with these definitions,, and argues that the principal should 

be not an educational but rather an organizational leader, 

"skilled in assessing needs, facilitating group processes, 

identifying priorities, setting goals and evaluating 

programs" (1986, p. 46). 

Finally, he suggests: 

The principal does provide leadership by establishing a 
climate that says instructional issues are important: 
that it is acceptable not to know all the answers: that 
it is appropriate to seek new ways of dealing with 
instructional issues: and that it is permissible to 
make=mistakes along the way. The principal . . .  
encourages leadership from staff in these areas while 
acting as a support person, a resource, an advisor, a 
gadfly, a critic, and a monitor. (1986, p. 46) 

whiie there is some debate as to how it should be 

expressed, the preponderance of the literature suggests that 
rl 

principal support is an isportant factor in the development 

and implementation of school-based in-service programs. In 

multicultural education, where change may imply a breaking 

with long established patterns, the support of the principal 

for innovation and risk-taking becomes particularly 

important. Donald Fisher and Frank Echols ( 1 9 8 9  1 stress 

this point in their evaluat$on of the Vancouver School 

Board's ~ & c e  Relations Policy, pointing out with reference 



to multicultural/race.rclations in-service, na good deal 

depends upon the leadership of the principal. 'I 

The place of the "one shot" workshop versus a more 

The questi-on of the necessary duration and intensitybof 

in-service, in order for it to be effective, is one which is 

vigorously debated in the.literature. 
- 

Michael Fullan addresses this i s s k  identifying a 

number of practices which he says lead to failure: 

We certainly can... [see1 why most changes and most 
attempts at professional development fail. Once-only 
workshop3, pre-implementation training without follow- 
up, professional isolationism of teachers, constant 
top-down policy making which stifles Gr does not 
stimulate professional learning, formal courses 
unconnected to the job and to the real'life of the 
organization have little or no impact because they are 
not designed to provide conditions for ongoing, 
interactive, cumalative learning necessary to develop - 
or evolve new skills, behaviors and conceptions in 
practice. (1987, pp. 214 - 215) 

A number-of contemporary writers echo this view, 

suggesting that significant improvement in educational 

practice takes considerable time,,and that long-term and 

intensive in-service is necessary in o ~ d e r  for nev ideas and 

skills to take hold (Loucks-Horsley et al, 1987; Fullan, 

1979; Wood, McQuarrfe Jr. & Thompson, 1982). 

Accepting this position and building upon it are Many 

voices in the literature calling for in-service programs 

which are systematic, comprehensive, and linked t w  the 

general effort of a school to move ahead over time. These 

writers tend to be critical of 'one shoe' workshops, which 



they view as being unable to meet the criteria identified 

(Griffin, 1987; Hunter, 1986; Speiker, 1978 1. 

Charles Nevi challenges this view, taking the position 

that one-session presentations do play a valuable role: 
. . 

They can provide awareness 2nd keep the staff alert to 
nev trends in education. They can even be a part*of 
the needs-assessment process by providing staff with 
enough information to know vhether a need exists in a' 
particular area. (1986, p. 4 5 )  

In taking this position, however, he acknowledges that 

the need also exists for more intensive professional 

development experiences, saying that "one-session. 

presentations are invaluable as awareness sessions,' anh in 

helping people make decisions about those areas where 

extended workshops would be beneficial" (1986, p. 4 5 ) .  

The preponderance of current literature supports the 

position that successful staff development takes time. Some 

vriters also suggest that provision for follow-up is an 

important consideration (Suzanne Hunter, 1987; Susan Loucks- 

Horsley et al. 1987). 

The comments made by Susan Loucks-Horsley et al. take 

on a special relevance vhen applied to a field such as 

multicultural education, where a great many factors must be 

taken into account: 

Staff development .is most influential when it is 
conducted often enough and long enough to ensure 
progressive gains in knowledge, skill and 
confidence.... If... change in teach r attitudes and 
beliefs occurs after teachers have h d a chance to ,i 
practice strategies vith their students and see the 
results, then follow-up after training is even more 
crucial than thg training activity itself. Such 
support over time builds the commitment, shared 
understanding, and collegiality characteristic of 



successful staff development efforts. (1987, pp. 15 - 
16) \ 

The com~onents of successful trainins. 

Huch research over the last decade has been directed 
* 

toward identifying processes or components of professional 

development which will facilitate a successful training 

experience up to and including the implementation of the 

newly acquired understandings and skills. A number of P 

'\ 4 

approaches which appear to meet this objective are briefly 

described below. Although the elements identified vary, all 

the approaches make provision both for the presentation of 

theory and for practice. 

Lawrence (cited in Speiker), drawing on the 

c~ntemporary research, came to the conclusion that "in- 

service education programs that emphasize demonstrations, 

supervised trials, and fegdback are more likely to 

accomplish their goals than are programs in which the 

teacher is expected to store up ideas and behavior 

prescriptions for a future timew (1978, p. 2 5 5 ) .  

Wood, McQuarrie Jr., a d  Thompson describe the 

Readiness, Planning, Training, Implementation and 

, Maintenancee (RPTIH) model of staff development, in which 

"each stage is defined by a set of practices that identify 

specific tasks that are to be completed in the stage and the 

personnel who make key decisions" (1982, p .  29). 

Gary Griffin presents the dialogue, decislon making, 

action, and evaluation (DDAE) cycle of professional 



interactions. Noting that the stages of the cycle appear 

and reappear in succetisful schools, he says: 

The teachersSand principals talked toibther about what 
they wanted to happen in the school (dialogue); they 
decided together about intentions of their talk 
(decision making), they formulated action plans that 
seemed most powerful to achieve their intentions 
(action), and they systematically reflected upon the 
effects of their plans (evaluation). (1987, pp. 32 - 
3 3 )  

The current research on staff development has been 

synthesized by Showers, Joyce, and Bennett, who analyze it 

somewhat differently from Griffin: 

Combinations of four components (theory, demonstration, 
practice, and feedback) appear necessary to develop the 
levels of cognitive and interactive skills that permit 
practice in the classroom. (1987, p. 86) 

Educators have come to recognize the need for a 

systematic approach to staff development. This point is 

made In the article on the RPTIM model of staff development 

by Wood, McQuarrie Jr., and Thompson, referred to above. 

They report the results of a national survey conducted in 

The results. . . showed strong sup,port for a11 practices 
in the model. Ninety percent or more of both the 
practitioners ... and professors ... believed that 32 of 
the 38 practices that define the Readiness, Planning 
Training, Implementation and Maintenance Stages should 
be used "oftenn or "almost alwaysw when in-service 
programs were designed. Over 70 percent reported 
similar support of the remaininq six practices. (1982, 
p *  29) 

The literature indicates strong support for-a 

systematic approach to staif development. Though a variety 

of approaches have been described, they all propose that in- 

service should not stop with the presentation of theory, but 



should provide for support in iaplementat ion. Surely in- 

service in multicultural education, which touches the realms 

of personal and professional philosophy; of pedagogical 

assumptions and strategies; of relationship to parents, 

community, and students; of the selection, adaptation, and 

development of curriculum; and of the functioning and 

structure of the school itself, is worthy of such support. 

Summary 

Given the complex and multidimensional nature of 

multicultural education and the necessity to operate i~ a 

sensitive manner, there is a need for professional 

development which is ongoing and makes provision for 

training, practice, and follov-up. There is also a need for 

school-based staff development in which staff members 

support one another and collaborate to meet %he needs of the 

school population. In such instances, the support and 

active participation of the principal is desirable and 
,- 

~ - 

perhaps even essential. Carefullthought needs to be given 

to those situations in which individual teachers or school 

staffs who are weak in the area of multicultural education 

do not seek or agree to training. The literature indicates 

that it may be possible to deter,mLine the focus of 

professional development training without the involvement of 

the participants, and win their support through a 

collegial approach to the planning and implementation of the 

in-service. As our society becomes increasingly 



multicultural, it is critical that teachers receive the 

necessary support in their endeavor to meet the needs of 

their students, to encourage those students to develop an 

active appreciation of one another and of the diversity that 

is Canada, and to help build a society in vhich we all may 

flourish. To do this effectively, teachers need training. 

It is important that there be continued research into the 

f'ield of professional development in multicultural 

education. 



CHAPTER 3. METHOD 

In order to design the study, it was necessary to draw 
< 

on tvo data bases. The first was in the field of 

multicultural education: the second, that of professional 

development. 

I was familiar with the field of multicultural 

education, both through the literature and through personal 

experience. The field of professional development, however, 

was one which I had not studied. The source which I tapped 

in designing the project, therefore, was primarily my own 

exper ience . 
The initial intent of the study was to gather and 

utilize both qualitative and quantitative data to identify 

changes in (a) the attitudes, levels of awareness, and 

interpersonal relations among the students, ( b )  parental 

attitudes to the school and particularly to the program in 

multicultural education, and ( c )  attitudes of teachers, 

particularly with respect to confidence in their own ability 

to help students develop an increased understanding and - 
appreciation of the multiculturalism and improved 

interrelationships, as well as to deal effectively with 

racism. 

It eventually became clear that for the following 

reasons it vas necessary to limit the scope of the study: 

( a 1  The tests administered to students could not provide a 

clean measure of their "beforett and "aftern attitudes to 



diversity, as the school had in 'fact 'had a multicultural 

focus for three years. 
9 

( b )    he impact of the project would be related to the 

quality of the multicultural program, the fact that it was 

moving into the classrooms, rather than the simpler question 

of its existence. A S  the project was designed to bridge 

the gap between theory and practice through the development 

of an action plan and provision of ongoing support during 

its implementation, the teachers would be those most . 
sensitive to changes in their programs and teaching styles, 

and thus logical targets for a study of this nature. 

C )  Given the scope of the project, the' quantity of' the data 

generated, and the many variables to be taken into 

consideration, it nade sense to limit the study to its most 

outstanding feature, the impact on teachers. 

For these reasons the decision was made to limit the 
* topic of this thesis, making it a case study of the impact 

of the project upon the teachers. To present a context in 

which to consider the methods used in this particular case 

study, a general discussion of the case study as an approach 

to research follovs. 

Validlty of the Case Study as an Approach to Research 

In the nineteenth centuEy, Frederick Leplay conducted 

an observational study of European families and communities. 

Believing this work to be the first scientific sociological 

research, Robert Nisbet (1966) stated, ''but The European 



Workina Classes ig a vork squarely in the field of 

sociology, the first genuinely scientific sociological work 

in the century" ( p .  61). 

Later in that century and early in the twentieth 

century, field research came into popular use with American 

and European anthropologists. They found that the use of 

qualitative methods helped them to see the world from the 

perspective of their research subjects. 

Bogdan and Taylor defined these qualitative methods: 

Q u a l i t a t i v e  methodologies r e f e r  t o  research procedures 
which produce d e s c r i p t i v e  data: peop le ' s  own wri t ten  or 
'spoken words and observable  behavior.  This approach, 
as we see it, directs itself at settings and the 
individuals within those settings holistically, that 
is, the subject of the study, be it an organization or 
an individual, is not reduced to an isolated variable 
or to an hypothesis, but is.viewed instead as part of a 
whole. ... Qualitative methods allow us to know people 
personally and to see them as they are developing their 
own definitions of the world. (1975, p. 4 )  

As interest in quantitative methods grew during the 

nineteen forties and fifties, qualitative methods fell 

somewhat into disfavour, being considered to be lacking in 

objectivity, and therefore unscientific. 

Since that time the use of qualitative methods has 4 

gradually re-emerged. Where the approach vas once the 

domain.of anthropologists, it has now gained wider 

acceptance by those engaged in social research, including 

educational research. New techniques, such as the use of 

triangulation and mult imethods, have been deve-loped to 
u 

increase objectivity and accuracy in the collection and 

)\, 



analysis of data, lending greater credibility to the case 

study as a form of research. 

Goode and Hatt describe the case study as an approach 

that "views any social unit as.a vhole" (1951, p. 331). 

Robert Skake summarizes several other important 

observations made by Goode and Hatt: 
,= 

1. The principal difference between case studies and 
other research studies is- that the case is made the 
focus of attention, not a whole population of cases. 

2. Ipnl a case study there may or may not be an ultimate 
inte'rest in the generalizable. 

3. The search is for an-understanding of the 
particular case,.in its idiosyncrasy, in its 
complexity. (1980, p. B-5) 

The researcher using the - case study approach, then, is 
6 

looking for a p&tern of'meaning within carefully defined 

boundaries. What those boundaries are to be, of course 

depends of the nature of the case under study. Stake, in 

discussirrg this question, points out that "the case study is 

a study of a bounded system, emphasizing the unity and 

wholeness of that system, but confined to those aspects 

which are relevant to the research-,problem at the timeH 

(1980, p. B-6). 

It is usual for the researcher conducting a case study 

to become actively involved as a participant observer, so 

usual, in fact, that ~ouis'smith (1978 considered case 

study, ethnography, and participant observation to be 

different names for the same thing. The res%archer may 

become involved on a number of different levels. Borg and =. . . 

Gall (1983) comment that "the participant observer, by 



virtue of being actively involved in the situation she is 

observing, often gains insights and develops interpersonal 

relationships that are virtually impossible to achieve 
'b- 

through any o&er methodw (1983, p. 490). 

As the case study approach to research has gained 

increasing acceptance in educational research, the role of 

the researcher has taken on new dimensions, and techniques 
P 

for. gathering data in the school setting have been . 
- 

developed. 

Indicating the growing acceptance for the use of 

ethnoghraphic techniques, Marvin Wideen, Nancy Carlman, and 

Wendy Strachan comment: 

Over the last decade, ethnographic techniques derived 
from anthropological and sociological traditions, have 
increasingly been applied to the study of classrooms. 
~ h e s e  techniques seem particularly useful for analysis 
of the complex activity of teaching with their emphasis 
on a) the importance of the context, b) the need for 
detailed records and descriptions in field notes, 
interviews etc., and c) the impact of the perspectives 
and attitudes of the observer/researcher on both the 
observation and interpretation of data. (1986, p. 2 8 )  

Wideen, Carlman, and-Strachan discussed also the data 

gathering methods-of ethnographic research, seeing here a 

legitimate role for the participant observer: 

The perspectives and attitudes of the 
observer/researcher in ethnographic enquiry are an 
integral part of what is being studied.... The observer 
must be seen to provide a u t h e n t i c . r e p r e s e n t a t i o n s ,  and 
to reach reasonable interpretations and conclusions. ... 

Although participant-obsgrver data is high 
inference in nature, it need be no less objective than 
low inference data when interpretative methodology 
reveals clearly the line of reasoning followed and the 
material substantiating it. (1986, p. 31) 



Margaret Andrews' (1983) description of a case study in 

multicultural education provides a working example of the 

- ethnographic approach to educational research. Speaking of 

the combined role ofbparticipant observer/change agent, she 

says : 

The specific data collection methods were essentially 
ethnographic in nature, since research has indicated 
that such methods are particularly-suited to the 
description and analysis of school life (Patton 1980). 
Participant observation was the hrimary ethnographic 
vehicle. Due to the unique nature of this study, in 
terms of the reciprocity between a pre-specified 
innovation and the phenomenon of change, the 
researcher, as evaluator, also functioned as the change 
agent. Basic participant observer/change agent 
activities included: (a) chairing group meetings, ( b )  
demonstrating procedures, (c) providing individual 
consultations, ( d l  working with students, and (e) 
gathering data. Overall, change agent activities - 

included functioning as (a) a curriculum consultant, 
(b) an in-service and implementation coordinator, ( c )  a 
resource coordinator, (d) an art and multicultural 
education Hadvisorw and Rteacher ", (e 1 a program 
director for special events, and ( f )  a programme 
documentor and evaluator. (1983, p.10) 

Yvonne Hebert (1989) describes a multicultural 

curriculum implementation project, which was approached from 

what she calls a naturalistic paradigm. The data collection 

techniques utillzed in this research project consisted of + 

journals kept by members of the research team, collections 

of student projects, and tvo forms of observation - either 

participant observatlon by teachers or observations made by 

team members acting solely as observers but visible in the 

classroom. 
, , 

As the case study approach to research evolved, a body 

of knowledge grew up and techniques were developed 60 

increase the objectivity and accuracy of findings. Smith 



(1978) developed a number of criteria on which to judge the 
I- 

.validity of a study in which participant observation was 
7 

used.. Borg and Gall (1983) summarized these criteria as 

quality of direct on-site observation, freedom of access, 

intensity of observation, collection of both qualitative and 

guantitative data, use of triangulation and multimethods 

(the strategy of using several differ~nt kinds of data to 

explore a single problem or issue),, use of procedures for 

sampling the total data universe, and unobtrusive measures 

or sensitivity to unobtrusive cues that provide insights 

into the. behavior being observed. 

Methods Utilized in this' case Study 
/ 

This case study focus,es specifically on eight 

participants, seven classroom teachers and the school 

principal. The impact of the project on students is 

discussed indirectly, that is, through the perceptions of 

teachers. Similarly, parental response is not a major focus 

of the study, but is discussed as it relates directly to the 

work and perceptions of the teachers. 

Like Margaret Andrew (1983), the researcher in this 

study functioned as a participant observer/change agent. 

With close collaboration characterizing the process, the 

participant observer/ change agent roles were: (a) to 

provide in-service aimed at raisinnQ'-overall multicultural 

understanding and appreciation vithin the school, clarifying 

and priorizing issues, assessing avai-lable resources, 



" setting realistic short andrlong term goals, and finally 

formulating an action plan; (b) to work with teachers in 

developing individual classroom programs through 

collaborative planning and the provision -of materials 

appropriate to their goals; ( c )  to provide support 

(consultation, materials, team teaching) as the programs 

were implemented; ( d l  to meet with the entire staff at 

agreed upon times in order to facilitate sharing, 

assessment, and the revision of the action plan as 

necessary; (el to gather data from a variety of sources 

a -through the use of a a variety of techniques; and (e) to 
a " 

analyze and interpret the data. -2 

Data Collection and Analysis 

Hultimethods were used in the collection of data, in 

order to verify the qualitative findings of this study. 

Data used to describe the program was obtained from the 

following sources: f 
' P  

1. Anecdotal notes written by the participant .. 
observer/change agent and pertaining to all aspects of the 

study (workshops, discussions with individual teachers and 
4- 

the principal, staff discussions, and classroom +fie 

observations ) + 

2. Questionnaiees. Questionnaires distributed at the onset 

of the project were returned at irregular intervals by most 

participants. The data yielded was not sufficient to 

warrant analysis; however a number of interesting comments 



are incorporated_into discussions of,the vork of individual 

teachers. 

3. Written communications. These include summary notes 

written by the school principal a s p h e  outcome of a workshop 

in February 1984, and the written comments of teachers. 

4. Video ta~es. Five of the eight teachers were video 

taped, most of them over several sessions. The tapes 

corroborate and add detail to general observations as to 

teaching style and student response. They are referred to 

in descriptions of the implementation of these individual's 

multicultural programs. 

5. Teacher-~r-oduced materials. A number of teacher- 

produced charts and vorksheets were collected,and utilized 

in diescribing programs. 

6. Data produced outside the parameters of the study. 

These includes media coverage: - 

( a )  a presentation made by the principal to the school board 

prior to the implementation of the project, and aired on 

community cablevision, is used in establishing the context + 

for the project. 

i b )  an interview with one of the teachers on community 

cablevision, June 20, 1985, provides corroboration and 

insight as to how the teachers view the multicultural 

program . 
( c )  ,an article in a community newspaper, May 14, 1985, 

provides outside corroboration as to what is happening in 
- 



some classrooms, as well as staff comments regarding the 

program. 
- 

7. The school newsletter. Reference to this document 

provides yet another indication as to staff feeling about 

the program and its importance to their students. 

The data described above is used to: 

( a )  establish the context of the project 

(b) describe the the individual participating 

teachers 

f c )  describe the project as it related to the school as a 

whole. 

The primary source bf data used to evaluate the project . 

was teacher interviews. The classroom teachers and the 

principal were interviewed at the conclusion of tEe project 

as to their perceptions regarding multicultural education,, 

the project as it occurred in 'their classrooms and the 

school as a whole, and the in-service process. Teachers 

were given a copy of the interview schedule so that they 

could think about their answers beforehand. The interview 

techniques utilized avoided the imposition of the 

interviewer's views into the dia1,ogue. ,They did allow the 
* -  

interviewer to probe more deeply into responses. Techniques 

included: 

f a )  a non-judgmental orientation, accepting all responses 

fb) the reflection o f ~ o n t e n t  and feelings --. 



( c l  questions seeking clarification, follow-up, specific 
LI 

examples, greater detail, reference to related issues the 

respondent raised on a previous occasion. 

The content of the interviews was analyzed i n ' r e l a t l o n  

to the literature on multicultural education and school- 

based professional development. 



Chapter 4. Description of Project 

Descr i~tion of Subjects 

The project took place at an elementary school, located 

in a s u b r b  of Vancouver. Approximately 205 students were 

enrolled in the school, which had eight classes, or - 

divisions. In addition to nine enrolling teachers (two 

part-time teachers shared one class) and a principal, the-- 

school had a learning assistance/gifted specialist. A 

speech therapist, counsellor, and nurse visited the school 

on a scheduled basis. The staff also included a secretary, 

teacher aide, and custodian, 

My criteiia i n  choosing the school vere (a) that the- 

staff be enthusiastic and eager to implement a multicultural 

program, and f b )  that the school be located in a multiethnic 

community. The fact that I had conducted workshops in 

multicultural education at the school in Febr'uary and March 

of 1984 made it a particularly appropriate choice. The data 

collected at that time could be incorporated into the study 

to give it a longitudinal perspective. 

The focus of this case study is on seven of the eight 

classroom t e a c h e r s  and the principal. In the case of the 

shared classroom, the focus is on the teacher with whom I 

had ongoing contact due to scheduling. 

The school had had a multicultural focus for three 

years. The impetus for this focus had come from parents who 

v e r e  concerned about racism existing within. the community 



and vho wanted the school to address the issue. The 

principal andoteachers had responded with real commitment to 

this-request. They had developed and implemented a 

multicultural program which was initially centered largely 

on the celebration of special days, especially Chinese New 

Year, and they had participated in in-service sessions made 

available through the British Columbia Teachers Federation. ' 

 he staff then recognized a need to go a step farther, to 

implement a more intensive, ongoing program that would reach 

all the students-and that would effectively challenge 

racism. 

On January 11, 1984, I was one of several individuals 

t o  to facilitate in-service workshops with the staff. My 

vorkshop dealt in part with the incorporation of 

multicultural education into music classes, but there was a - 

fairly broad discussion about concerns ralsed by the group. 

One outcome was an invitation to return to the school to 
0- 

facilitate a planning session. 

The planning session took place on April 30, 1984. 

Draving on their past experience, the staff identified 

problems and brainstormed possible reasons for the existence 
-, 

of those problems. They identified a number of available 

resources and areas for action or goals. They also agreed 

upon a focus for the next six months. The principal took 
, - 

summary notes for subsequent referral. 

At this session it became clear that the staff was 

determined to tackle racis6 and to establish a multicultural 



program which would be meaningful to their diverse student 

body. They wanted to implement multicultural and anti- 

racist programs in their classrooms. 

I subsequently approached the school principal to sqe 
\ 

if there was interest in alloving me to conduct the research 

for my masters thesis at the school. I offered-a program of 

school-based professional development characterized by 

intensive,- ongoing support through the planning and 

implementation of a multicultural education program. 

Invited to a staff meeting, I had the opportunity to 

put the proposition directly to the staff. The principal 

absented herself, and a vote was taken. The staff decided 
\ 

to participate i n  the study. 

A time line was established. We agreed that 

accomplishments and objectives would be reviewed, and 

curriculum materials and techniques introduced at a workshop 

to be held in November of 1984. I would then collaborate 

with teachers in the development of individual plans and 

their implementation in January, 1985. I would visit the 

school two days a week in order to consult with teachers and 

visit classrooms. The staff agreed to meet on a regular 

basis to review progress. 
- 

  his collegial process was intended to establish staff 

support for the project, and to ensure that it would meet 

the needs of the school population. There was to be no 

attempt to impose a predefined program upon staff, but 

rather the program was to be developed through a 



collaborative process. Staff members were to have 

flexibility in selecting, developing, and adapting programs 

as they wished. A process for sharing was to be 
- 

established, so that colleagues would have a vehicle through 

which to support one another. 

As luck would have it, external social conditions 

forced us to modify our plans. Early in 1985, immediately 

prior to the onset of this project, budget cutbacks resulted 

in changes in the school and the school district. The 
3 

cutbacks affected the school directly, as staff members and 

students had to adjust to shifts in staffing and in teaching 

loads. The school lost its librarian, and responsibility 

for the library vas transferred to the kindergarten teacher. 

The grade five teacher was transferred to another school, 

and his place taken by a new teacher. In addition to the 

challenges posed by the multicultura~l project, the concerned 

individuals also faced new teaching assignments. To 

accommodate these changes, the school staff found it 

necessary to move the timeline forward. Though the plan 

stayed essentially the same, the process began the following 

February rather than that November. 

2 Individual Programs 

During January and February of 1985 I met with school 

staff members collectively and individually. The overall 

focus remained consistent with the goals upon'which the 

staff had reached consensus in April of 1984. These goals 



were also congruent with Michalski's definitioon +of 

multicultural education, cited in the literature review. 

They were : 

(a) development within each child of a positi+e self image 

( b )  development in each child of a sense of the value or 

importance of every individual 

I (c) development of an' environment characterized by a 

multicultural appreciatdon 

(d) development of an environment which was accepting and 

psychologically safe for all students. 

The need to handle racist incidents effectively 

whenever they occurred was also raised, and techniques for 

doing so discussed. The staff agreed upon the importance of 

consistency in maintaining and communicating to students the 

values implied by these objectives. 

A t  a general workshop I introduced a variety of 

curriculum resources in keeping with these broad objectives, 

and appropriate to different grade levels and subject areas. 

After a period of time which allowed the participants to 

reflect upon the nature of the programs they would like to 

implement, they made some initial decisions. Instructional 

materials which I vas to make available were selected 

accordingly. 

Recognizing that each individual would be at his or her 

ovn point of development in relation to multicultural 

education, I accepted the perspective and program ideas of 

each teacher. I offered supplementary ideas when requested 



but challenged no one. Perspectives varied from seeing 
, 

multicultural education and this program as an "add-onn, to 9 

4 

seeing it as integral to all teaching. 

I scheduled a weekly meeting and observational session 

with each teacher (in the case of the shared classroom with ,, 

whichever teacher was present ) . The greatest attent ion was 

focused on four,teachers, who had classes at the year s i x ,  

five, one/two, and kindergarten/one levels. Aspects of the 

approaches or instructional materials utilized by these 

teachers were of particular interest to me. Anecdotal notes 

relating to these programs are more detailed. 

The programs implemented by each teacher are described 

below. The primary sources of data are anecdotal notes of 

consultations, classroom observations, whole staff sharing 

sessions, and the teachers' own descriptions of their 

programs taken from interviews at the conclusion of the 

project. Curriculum resources referred to are described in 

an annotated bibliography (Appendix A ) .  

Year Seven Teacher 

Over a number of meetings the teacher and I discussed f 

the alternative possibiliiies that she envisioned for her 

program, with a specific focus on meeting the needs of 

students in that class. An Indo-Canadian student had 

recen,tly revealed her pain at the belittling r a c i ~ t  comments 

to which she was subjected. The concrete and specific need 

to address the issue of racism, and to raise the status of 



this child and of other Indo-Canadian students in the 
-. 

school, gave direction adnd impetus to our planning.. Four 
a 

main goals were eventually decfded upon, and a number of - 
* 

appropriate resources identified: 

(a) to develop an -oLpen-minded attitude in students . 
r .  

(b) to develop attitudes of-respect for and appreciation of 

others . 
' Y 

( c )  to raise the status of the Indo-Canadian children (in 

the 
and in the school) 

(d) to clarify values, as a vehicle for understanding and 

empathy . 
Planninq. L 

Based on this vision, a loose and flexible outline of 

lessons was planned. Films and experiential activities, 

such as the completion of family trees, were to be us'ed as - 

entry points into class discussions. Food dlso was to 

provide an entry point. It was hoped that in these ways 

students would develop an acceptance and understanding of 

the different types of families that existed (vith a 

particular focus on the extended family);would share 

something of their ovn family lifestyles, and would extend 

this acceptance of diversity to other-realms such as food. 

With this plan as a starting place the teacher began a 

multicultural program which quickly gained momentum as'she 

became aware of and utilized additional resources, and as 

she developed experiential activities for her students. 



She saw on television the film The E~e'of the Storm and 

a presentation about the reun3on of tfiese" students after 

twenty years. This she taped td show to her class. 

From another teacher on staff she learnedhabout the 

movie First Face, which she considered to be an excellent 

resource and shared vith her class. 

As the program proceeded many interesting and important 

topics became-the focus of class discussions. An incident 

portrayed in the video production New Canadian Kid had led 

to a discussion of the ways of dealing with a bully. 

Likewise, a discussion on the Donahue Show on television 

regarding the behaviour of some adolescent boys had 

encouraged students to talk about how they perceived 

themselves as being treated, and about how'they might 

improve or exacerbate the situation through their act ions. 

The teacher developed an' empathy-building simulation 

activity in which the students were told that they and their 

families had been transferred to Saudi Arabia. She was very 

enthusiastic about the impact of the simulation because the 

students realized that they woulit try to maintain their' own 

customs. 

Two Lessons are recorded on M d e o  tape. The first 

shows a teacher-led discussion around ethnic foods and 

restaurants. In the second, students can be seen 

enthusiastically painting, displaying, and explaining their 

Ukrainian Easter e g g s ,  the celebration of Pysanka. 



At a staff meeting, discussing this infusion of 

materials and experiences into her program, she told her 

colleagues that it took much longer than she had anticipated 
- 

to get to the foods theme because they-did so many other - 
.% - - - -  things. ' % 

5 -  - -- 

At the conclusion of the project this teacher, as all - r 
of the participants, was asked to describe her multicultural 

program. The transcript of the interview appearing.below 

has been edited for brevity and clarity; the meaning has not 

been changed. This is also the case with subsequent 

interview transcripts appearing in this thesis. 

Teacher: 

I ,did a variety, of things. \ 

I used Likenesses and Differences with Film, which 
was a backup more or less to the discussion. It opened 
up a lot of discussion. 

1 did the discussion program, the one that starts 
out with the family trees and works through the 
respecting feelings. 

With the New Canadian. Kid I did a simulation 
activity. ." 

A 9  
I did [some lessons built around different ethnic1 

restaurants, and encouraging food fzom different 
places. 

We did the Ukrainian Easter eggs. That followed 
along vith the movie IP~sanka, described in the 
Ex~lorinq Likenesses and Differences with Film program1 
actually, but I do that all the time anyway. - 

f 
1 Interviewer: 

. What do you see as the strengths of that program? 

Teacher : 

I think the strengths were that it gave the kids all 
three aspects. 



F i r s t l y ,  it made them aware  of o t h e r s ,  of  p rob lems  
wibh n o t  b e i n g  t o l e r a n t  of  o t h e r  k i d s  w i t h  F i r s t  Face, 
which I t h i n k  was p r o b a b l y  one o f  t h e  most moving o n e s  
f o r  them. 

S e c o n d l y ,  i t  gave  them some j o y  in s e e i n g  b e n e f i t s  
, from o t h e r  c u l t u r e s .  

T h i r d l y ,  t h e y  a l s o  had t o  t h i n k  a b o u t  t h e m s e l v e s  
and h o w - t h e y  would r e a c t  i f  t h e  s i t u a t i o n  was t u r n e d ,  
i n  t h e  . s i m u l a t i o n  [ a c t i v i t y  i n t r o d u c e d  as  fo l low-up1  
w i t h  t h e -  N e w  Canad ian  Kid .  

- 

~ n t e r v i e w e r :  - 

'& 

Could you d e s c r i b e  t h e  s i m u l a t i o n  a c t i v i t y  i n  which t h e  
k i d s  go  t o  S a u d i  A r a b i a ?  

Teacher  : 

The r e a s o n  I c h o s e  S a u d i  A r a b i a  was t h a t  i t ' s  a f a i r 7 1 y  
n o n - p o l i t i c a l  one f o r  t h e  k i d s .  T h e r e  i s n ' t  anybody 
f rom t h a t  a r e a  and  y e t  t h e  l i f e s t y l e  is r e a l l y  
d i f f e r e n t  enough,  a n d  I wanted t o  c h o o s e  one t h a t  t h e y  
c o u l d  a c c e p t ,  b e c a u s e  t h e y  c e r t a i n l y  a c c e p t  t h e  d e s e r t  
and t h e  Arabs  and  t h e  d i f f e r e n t  cos tumes  and t h e  ' 

d i f f e r e n t  c u s t o m s .  

We s a i d  t h a t  t h e i r  f a t h e r  o r  t h e i r  mother  was 
b e i n g  t r a n s f e r r e d  t o  a j o b  i n  S a u d i  A r a b i a .  I n  s p i t e  
of t h e  f a c t  t h e y  may n o t  wish  t o  go, what would happen? 

We t a l k e d  a b o u t  t h e i r  c l o t h i n g ,  food ,  music ,  
h o l i d a y s ,  and  l a n g u a g e .  Would t h e y  c o n s i d e r  w e a r i n g  
t h e  k i n d s  of  c l o t h e s  worn i n  S a u d i  A r a b i a ?  Some of t h e  
k i d s  were  q u i t e  adamant  t h a t  t h e r e  was no way t h e y  
would wear t h e  r o b e  o r  t h e  d r e s s e s ,  o r  would c h a n g e .  
They would wear t h e i r  b l u e  j e a n s  and  t ee - sh i r t s .  

RegardLng food  w e  wondered, e v e n  though  t h e i r  
m o t h e r s  o r  whoever d i d  t h e  c o o k i n g  c o u l d  c a r r y  on 
c o o k i n g  t h e  way t h e y  had,  i f  t h e y  would be a b l e  t o  g e t  
t h e  s u p p l i e s .  They might  have  t o  r e l y  a  l o t  more on 
lamb o r  s h e e p  a n d  t h e  f r u i t s  and  v e g e t a b l e s  t h a t , t h a t  
c u l t u r e  d e p e n d s  on.  Because  t h e y ' r e  g r a d e  s e v e n s  and 
b e c a u s e  t h e i r  s t o m a c h s  a r e  t h e  m a i n s t a y  of  t h e i r  l i v e s ,  
t h e y  d e c i d e d  t h a t  t h e y ' d  e a t  j u s t  t o  s u r v i v e ,  t h a t  t h e y  
would hang  on f o r  t h e  f i r s t  Macdonalds o r  t h e  f i r s t  
h o t d o g  s t a n d .  What would happen i f  somebody from 
Canada o r  t h e  U n i t e d  S t a t e s  came o v e r  and  d i d  open a  
s t o r e  t h a t  s o l d  hamburgers  and  h o t d o g s ?  They d e c i d e d  
t h a t  t h e y  would be  t h e r e  l i k e  a  f l a s h .  I t  would be  
t h e i r  f a v o r i t e  r e s t a u r a n t .  I f  someone opened a  g r o c e r y  



s t o r e  t h a t  s o l d  -food t h a t  t h e y  wanted t o  buy, t h a t ' s  
where t h e y  would d o  a l l  t h e i r  g r o c e r y  s h o p p i n g .  Yes, 
t h e y  would d e f i n i t e l y  c o n t i n u e  t o  cook t h e  way t h e y  had 
o v e r  h e r e .  

~ & l d  t h e y  s t a r t  l i s t e n i n g  t o  t h e  r e c o r d s ,  
w a t c h i n g  T . V .  shows,  and  t h e  movies  t h a t  g o  w i t h  new - 
c u l t u r e ?  They a l l  a g r e e d  t h a t  t h e y  would b e  t i e d  t o  
t h e  c u l t u r e  t h a t  t h e y  had h e r e .  - They would l o o k  f o r  t 

t h e  magaz ines  t h a t  went w i t h  t h e i r  c u l t p r e ,  t h e y  would 
look  f o r  t h e  r e c o r d s ,  t h e y  v o u l d  l o o k  f o r  t h e  t a p e s ,  . f, t 

and  t h e y  would c o n t i n u e  t o  immerse t h e m s e l v e s  i n  t h e i r  
own c u l t u r e .  

From t h e r e  we went t o  r e l i g i o n  a n d  h o l i d a y s .  
Would t h e  Arabs  be  c e l e b r a t i n g  C h r i s t m a s ?  T h a t  u p s e t  
a few of them.  What would happen t o  t h e i r  C h r i s t m a s  

. p r e s e n t s ?  O f  c o u r s e ,  i p  t h e i r  own home t h e y  c o u l d  

. % t i l l  c e l e b r a - t e  t h o s e  hola'idays. Would t h e y  g o  t o  t h e  
mosque o r  would t h e y  t a k e  on t h e  r e l i g i o n ?  No, t h e y  
d e f i n i t e l y  w o u l d n ' t .  They would r e m a i n  ~ h r i s t i a n s  o r  
wha tever  t h e y  f e l t  t h e y  were. Would t h e y  e v e n t u a l l y  
want t o  have  a c h u r c h  t h e y ' c o u l d  g o  t o ?  Would t h e y  
b u i l d  a c h u r c h  t h a t  l o o k e d  l i k e , t h e i r  c h u r c h e s  d o  h e r e ?  

* A t  t h e  e n d - o f  t h e  time t h e y  de-d'lded t h a t  t h e y  i 

would speak E n g l i s h  as much as  p o s s i b l e .  They would 
manage t o  t a k e  a s  much E n g l i s h  c u l t u r e  i n ,  i n  t h e  
r e l i g i o n  i n  which t h e y  a s s o c i a t e  now. They would n o t  
change t h e i r  e a t i n g  h a b i t s .  They would n o t  change  
t h e i r  c l o t h i n g  h a b i t s .  

Then I a s k e d ,  "Now t e l l  m e  what  you feel u p s e t s  
you t h e  most when you see i m m i g r a n t s  i n  Canada t h a t  a r e  
n o t  a s s i m i l a t i n g ?  I t h i n k  t h a t  t h a t  q u e s t i o n  p r o b a b l y  
d i d  more f o r  them t o  u n d e r s t a n d  t h e  " w a l k i n g  i n  
somebody e l s e ' s   moccasin^^^ k i n d  o f  t h i n g .  

... I t  t i e d  a  l o t  of  t h i n g s  t o g e t h e r .  We had some 
k i d s  who would t r y  a n y  r e s t a u r a n t .  They would t r y  
r a i s i n s  i n  g i n g e r  a l e  [ i n  a n  a c t i v i t y  c e n t e r e d  on t h e  
i s sue  of o p e n n e s s  t o  new e x p e r i e n c e s ] .  And some 
w o u l d n ' t  e v e n  t r y  C h i n e s e  f o o d ,  l i t e r a l l y .  So, some of if t h e  o n e s  t h a t  have  c l o s e d  minds,  I'm n o t  s u r e  I g o t  t o .  
I n o t i c e d  t h a t  w i t h  t h e  f o o d .  Some were as  adamant  a t  
t h e  end a s  t h e y  were a t  t h e  b e g i n n i n g .  They were 
e x p e c t i n g  t o  be p o i s o n e d  w i t h  t h e  d i f f e r e n t  t a s t e s .  

I n t e r v i e w e r :  

What p rob lems  a r o s e ?  



Teacher : 

The main problem for me was that it took a lot of-time. 
It affected social studies and science because I kept 
clearing the timetable for it. A t  t h e  end of the two 

, or three months I thought, "Gee, I haven't done enough 
of this and that, and yet I really am not marking this 
Imulticulturalisml.w Some parents are really concerned 
about what marks appear on the report card. In the 
long run I think that it was well worth it... but next 
time I would do it with a language arts skill where 
they are using the language arts skill to get at the . 
same thing. They would write a poem or a paragraph or 
something once the discussion's finished so that you 
have something to show for it. 

Summary. 

~he'year seven program drew from many sources in "an 

attempt to achieve the selected goals. It was developed as 

the teacher became aware of new possibilities, and in 

response to concrete needs.. Evolving in this way, the 
' .  

multicultural activities did not comprise an intact or 

comprehensive curriculum, and it was. not integzated into the 

general curriculum. I't d i d  encompass, for both students and 

teacher, an array of valuable new experiences, making an 

excellent springboard for the next step in the development 

of a multicultural approach to education. - 
Year Six Teacher 

4 

The year six teacher sponsored many e x t r a  curricular 

activities,in the school. , H e  had a background in 

anthropology and a great deal of experience in k .  

Planninq. 

He decided early in the.plartning process 

Indo- Canadian Social Studies Unit'(H. Anderson, M. 



Seesahai, and J. Williams, 1984), which utilized the jigsaw 

form of co-operative learning. 

The unit calls upon both process and content to convey + 
the values of multiculturaJism. Through the jigsaw process, 

a form of co-operative learning, students become 

interdependent teachers and learners. 

, The jigsaw process calls for students to meet in 

counterpart groups where they master the information to be 

conveyed and plan their teaching strategies. They then meet 

in jigsaw groups, generally composed of five students from * 

diverse backgrounds and with diverse skills. In these 

groups they take turns as both students and teachers. The 

group must ensure that each member is successful as a 

teacher in order that the others may be successful as 

learners. Research into the strategy has indicated 

beneficial effects both in terms of academic performance and 

in terms of s-ocial interaction patterns (E. Aronson, N. 

Blaney, C. Stephan, J. Sikes and M. Snapp, 1 9 7 8 ) .  a 

The unit begins with empathy building, progresses 

through content relating to the diversity of India and 

immigration to British Columbia, and proceeds to specific 

social issues' at the end. 

Since this unit comblned both a process and a content 

approach to ~uitfcultural education, the impact of its use 

on both teacher and students vas of particular interest to 

me. 



Im~lementation. 

The Indo-Canadian unit was introduced concurrently vith 

the end of a problem solving unit, and the teacher found 

this to be a good lead-in to'the jigsaw activities. 

Initially the teacher questioned the use of co- 
-1 

operative learning and considered-taking a teacher-directed 

approach to the content only. When we discussed the issue, 

he agreed to try the jigsaw approach. 
i 

The teacher found that he enjoyed teaching the unit. , 

Once he tried jigsaw learning, he quickly became comfortable 

with it. I noted that he easily moved from the',traditio~al 

role of teacher as directbi to that of teacher as 

facilitator. He moved through the unit carefully, adapting 

it to meet the needs of his students. After talking to 

other teachers about their multicultural programs, he 

decided to incorporate into his, the films.Pirst Face and , 

Another Kind of Music. He alsd included the video 

production New Canadian Kid. 

Video tapes show two sequential jigsaw lessons dealing. 

vith the diversity of India. Both clips open vith an 

introduction by the teacher, who briefly reviews both 

content and process from the last lesson and asks the 

students what they learned about teaching and about how to 

support the student-teacher. He quickly relinquishes the 

role of teacher as director to move to that of facilitator. 

The students, working first in counterpart and then jigsaw 



groups, interact well, and a high level of involvement aid 

inter"est are evident. , 

At a staff meeting the teacher reported that he had k 

done a short unit on India prior to the jigsaw unit he was 
L 

now using, and that the difference between the two. 

approaches to the topic was immense. He commented that the 

students were really; keen, and that they weze disappointed 

when they did not have the group discussions. About the 
4 

- human rights lessons, he mentioned that there had been some 

discussion about countries without those rights. Where 

clasqes in the past had just done family trees as another 
* 

assignment, he said'that in this instance there was great , 

interest, with some students even making long distance calis 

to their grandparents or great-grandparents or having - 
special family dinners, to research their backgrounds. He 

mentioned that his+sharing of the fact he was he was not 

born in the couhtry really loosened up the discussion. The 

lesson around New Canadian Kid, vith its introductory and 

follow-up discussions also helped to further the students' 

understanding of the experience of immigration. Finally he 

reported that he found the jigsaw a powerful way to teach 
Y 

social studies, and that he was thinking of transferring the 

jigsaw approach and the "empathetic modelm to other ur~its of 

Cultural Realms (the year six social studies curriculum at 

the time), . 
At the mid-point in implementation of the unit the 

teacher commented on his impressions to that point. His 



comments describe the process of growth and change he went 

through in the way he approached multicultural education. 

I guess I started the unit looking upon it as part of a 
multicultural 'program'. I did not have high 
expectations of my studentst involveme t in the 
material, especially the discussion gr up. I did hope 
to raise my students' avareness of th 4 intrinsic value 
of the Indo-Canadians' cultural components to thq Indo- 
Canadian group. I was not sure if they would see the 
value of+those things for themselves. 

Today, I feel my focus has changed away from the 
Indo-Canadians as a unit of study toward my students' 
feelings and sensitivities. The discussion groups have 
been very successful and the children have responded 
genuinely and vith interest. The initial activities of 
the b i t  have increased the sensitivity to the 
universality of emotions and the implicit unfairness 
and cruelty of pre-judging people by tapping the 
exberiences of themselves and their families. / 

I feel that all aspects of the curriculum are 
going to be positively affected by'the increased 
a,wareness and sensitivity of. myself and the 

Interviewed at the cpnclusion of the project,/the 

teacher described his program. 

Teacher : 

', It's the grade six Indo-Canadian unit. It's a unit 
that emphasizes student teaching and involvement with 
the children in all aspects of the cognitive 
informatian: . . .  The first stage of the program deals 
vith sensitization of the students to one another, and - 
developing some empathy with other people's feelings 
and c m o t i v r ~ s .  T h i s  s t ~ ( j c  is used cis J zpr  ir~cjbu~trd lo 
look at one child and to develop some awareness of the 
Indo-Canadians that live in British Columbia. That 
progresses to going into th&cultural background of the 
Indo-Canadians that are over here, specifically with 

>the Sikhs from the Punjab. We then expa'nde2 into the 
diversi-ty that is India. We looked at specific issues > 

such as difficulties with immigration, and then 
problems vith the farwvorkers, etc. It goes from the 
empathy building at the beginning to specific social 
issues at the end. B 

Interviewer: 

And what problems did you run into? 
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Teacher: 

I don't think I experienced any more difficulties with 
it, than most teachers do with any unit that they 
haven't taught before: underestimating the amount of 
time that it would take for discussions, perhaps. 
There's a lot of saterial in there. I made some 
mistakes in pacing of lessons and things like that. 
but I had no real difficulties vith it in terms of the 
layout, the materials presented, the clarity, the 
reading level, or any of those things. It's really 
been good. 

Interviewer: 

And you found that the jigsawing of the kids has worked 
well for you? a 

Teacher : 

Yes. With a large class of thirty-two kids, I had 
someireservations about how much on task time there 
might be, but they've really been involved with the 
material and I've been impressed with the job that . 
they've done vith it, so I'm pleased. 

Summary. 

In an effort to reach student heads and hearts, this 

teacher used an intact curriculuin which combined'process and 

content, not only providing information but attempting to 

influence their attitudes, feelings, and the way that they 
, 

related to one another. In the process of implementing this 

curriculum he became aware of a new way of approach for the 

instruction of students: jigsaw learning. Utilization of 

this approach meant that students were actively involved in 

their own-learning as both students and teachers. It also 

meant a change in the role of the teacher from instructor to 

facilitator. Finding jigsaw learning to be a valuable 

strategy, the teacher planned to transfer it to other areas 

of the curriculum. 



Year F i v e  Teacher 

The year five teacher was transferred into the school 
- 

and a grade level new to him at t h e  beginning of ~ebruary. 

This meant that in addition to the innovative work that was 

required of him as a participant in t h e  multicultural 
T 

project, he had to adapt mid-year to a new school and - 
new students, and a new curriculum. 

Planrtinq. 

In spite of the many demands being made on him, this 

teacher was never stinting of time spent on the 

multicultural project. Viewing the project as a source of 

resources and support, he tackled the planning of a 

multicultural program with genuine interest and enthusiasm. 

We spent several hours glanning lessons and lesson 

sequences. Initially, he planned to use the class 

discussion sequence outlined in 1 

Classroom: A develo~mental counsellins aDDr0ach by Allan and 

Nairne 11981). He then decided to augment this with a 

selection of films and accompanying activities as outlined 

in Ex~lorinCl Likenesses and Differences with Film by Bette 

Hood ( 1 9 7 9 ) .  

When we looked together at the film Kevin Alec, I 

suggested that it might be co-ordinated with the Allan and 

Nairne lesson on original Canadians. In addition, I showed 

him a curriculum unit entitled To ~ a v e  what Is One's Own_, 

which dealt with the history of Indian reserves. We 

established a tentative schedule- which would allow him to 



use some parts of this unit to enhance the students' 
n 

understanding of what it was to be a native Indian in B.C. 
/r 

The schedule that we established turned out to be 

rather heavy, taking into consideration the fact-that this 

teacher was dealing with both a class and a grade level new 

to him. The use of formal class discussions as a vehicle. 

for teaching and learning also meant the introduction of 

processes new to both 'teacher and students. 

We talked about the need to establish a somewhat formal 

process for class meetings, and the importance of sitting 

the students in a circle on chairs or in their desks, of 

clea;ly establishing the rules for the 'meeting process, and 

of reviewing listening as well as speaking skills. 

9s the class meetings progressed the processes became 

more clearly established. Initially, behaviour was a 

problem. Observing an early class discussion I npted that 

some students did hot participate fully or listen 

respectfully to others. 

A video tape recorded in the third week of the project 
C- 

shows an improvement in the level of discussion. After 

viewing the movie Kevin Alec, the students compared what 

they had seen to predictions they had made prior to view-ing 

the movie. An inc'reased number of students listened and 

spoke attentively. 

As time vent on, the workload that went with the 

implementation of this program, with its many films and 



discussions, became too heavy. Feeling that it vas 

desirable to focus increasingly on the building of respect 

for' bne another and for all people, on empathy building, and 

on the development of listening skills, the teacher - decided 

to sta.y with the Allan and Nairne discussions as the core of 

his program. The films, we agreed, might be pblled in to 

supplement the program as appropriate, but would no lsnger 

be built in as integral components of the program. 

Intervieved at the conclusion of the project, the 

teacher descr,bed his program as follows: 

Teacher : 

It's based on a series of six classroom discussion 
topics dealing with racial prejudice in the classroom. 
The six topics are being a nev Canadian, being new, 
being different, being racially different, being 
respectful and being an original Canadian. Also we 
used a booklet called E x D ~ o K ~ ~ ~  Likenesses and4 
Differences with Film by Bette Hood. The films that 
I've used are Kevin Alec, Benoit, Balablok, Oriqami, 
Gurdee~ Sinqh Bains, I'll Find a Way, A New Kind of 
Music, The Sveater, and the videos were New Canadian - 

K i d  and First Face. The class discussions were aiways . 
based on the [speci•’iedl topics and then I tried to tie 
the films in, and they were always followed by some 
type of a written activity. Each discussion topic took 
about two periods to do. 

Interviever: 

So there was discussion vith a follow-up every 

program? 
\ time.... What o you see as the strengths of the 

Teacher : 

I found it easy to get the,kids involved by using the 
discussion format. 

The extensive use of films and videos ~ e p t  the 
interest of the kids, rather than just written vork all 
the time. 

e 



The discussion format gave the class an 
opportunity to relate and to discuss things that 
happened in the room and on the playground. I found 
that I could tie that in with the regular class 
meetings. 

It brought in vhat was happening in their own lives. 

Teacher: 

Yes. I also think the program doesn't tell the kids 
what to think, but rather it points out that problems 
do-exist, and it just gives them an alternative way to 
handle, problems. 

Interviewer: 

And every time I went in I noticed that you had quite a 
lively discussion with the kids, and it seemed that it 
was something you feel really comfortable with. 

Teacher: 

Yes, I really like the discussion formula. 
Multiculturalism has t/ be discussion based. It can't 
be teacher 'based, or utre up there teaching. e 

Interview: 

And what problems came up3 

Teacher: 

I think the only ones were probably the physical 
aspects of the room, and sitting in a circle on the - 
floor, as you noticed, didn't work out all that vell. e4? 

'i, 
Interviewer: 

It's a small space.' 

Teacher: 

So when I took your suggestion and put them in a circle 
but in their desks, that seemed to work a lot 
better.-.. There were fever distractions and less 
conflict betveen the kids, and the discussions went a 
lot better after that. 

Interviever: 
f 



Some of the other teachers have mentioned that they 
were concerned with the time that it took from their 
other subjects. 

Teacher : - 

It was a problem at the beginning until I sorted out my 
progran, but I think that was based on the fact that I 
just cane here in February and I was trying to sort out 
the curriculum anyvay. My only concern was that I 
vasn't g ~ i n g  to get through the program, but the whole 
thing is part of social studies anyway. 

This teacher started out with a heavy vorkload, which 

he villingly added to in order to implement the 

wulticultural project. He chose to base his program on a 

series of issue-oriented class discussions augmented by 

films and videos. Initially unfamiliar vith formal class 

meetings as a vehicle for discussion, he became very 

comfortable with their use and facilitated sessions in which 

the students participated with'enthusiasm. Very conscious 

of process, he established a routine in which class 

discussi6ns vere folloved by writing activities. 

Year Three/Four Teacher 

This teacher, in developing a multicultural program for 

her class, was able to draw on her ovn heritage. The 

results were unexpected and inspiring, meaningful to 

herself, her students, and her colleagues. She chose to 

incorporate the rulticultural program into her language arts 

 curriculum^ 

Plannins. 

She decided to base her program largely on the film 

program outlined in Ex~lorins Likenesses and Differences in 
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Film by Bette Hood. This was to be supplemented by 

activities through which class members would gather and 

share information about themselves, their family 

backgrounds, and their broader ~ultural backgrounds. These 

activities would also allow the students to build on the 

work that they had already done on family trees as part of 

heritage day. 
i 

Implementation. 

The teacher introduced the unit with a review of the 

heritage theme. The class brainstormed countries of origin 

and brainstormed things that could be shared, coming up with 
l.. 

responses such as food, languages, and songs. 
- 

She told the students that they were going to be doing 

some of that sharing through "mev' activities and through 

films about different ways of life. 

The first film to be viewed was Beautiful Lennard. 

Island, which dealt vith loneliness and isolation. They 

then moved on to Kevin Alec, the story of a boy living on an 

Indlan reservation with his extended family. 

I observed a lessons built around the film Pysanka 

(Ukrainian decorated eggs). P 

It was immediately evi-dent from the level of discussion 

that the teacher had already done a great deal of 'w-ork with 

the students. Refeqring back to the film Beau'tiful Lennard 

Island, the teacher Feviewed the concept of lifestyle 

similarities and differences. She then, as part of the 

introduction to Pysanka, used a blackboard chart to 



i l l u s t r a t e  l ' i n g u i s t i c  d i f f e r e n c e s  and  s imi la r i t i es  between 

E n g l i s h  a n d  U k r a i n i a n .  .\ 

The s t u d e n t s  were e a c h  g i v e n , a  w o r k s h e e t  which 

i n t r o d u c e d  symbols  and  g a v e  t h e  s i g n i f i c a n c e  of v a r i o u s  

c o l o r s .  I t  a l s o  had a  p i c t u r e  of  a n  e g g  t o  c o l o r  a f t e r  - 
. s e e i n g  t h e  movie .  

The t e a c h e r  t h e n  showed some . a r t i f a c t s  and sp&e of  h e r  
- A 

own U k r a i n i a n  background .  Map and v o c a b u l a r y  work were 

done ,  and t h e n  t h e  s t u d e n t s  viewed t h e  f i l m .  
- . . 

A s  f o l l o y - u p ,  *- s t u d e n t s . c o l o r e d  t h e  p i c t u r e s  of e g g s  

t h a t  t h e y  had been  g i v e n .  The c h i l d r e n  l a t e ;  had t h e  

o p p o r t u n i t y  t o ~ d e c o r a t e  r e a l  e g g s ,  w i t h  t h e  a s s i s t a n c e  o f  

y e a r  s e v e n  s t u d e n t s .  A t  a  s t a f f  m e e t i n g  t h e  t e a c h e r  
- 

c o m m e n t e d ' t h a t  t h e  s e s s i o n  went w e l l  a s  t h e  s t u d e n t s  from 

t h e  two g r a d e s  had a  good r e l a t i o n s h i p  w i t h . o n e  a n o t h e r ,  , 

worked w e l l  t o g e t h e r ,  and  t h o r o u g h l y  e n j o y e d  t h e m s e l v e s .  

I t  was, a s u b s e q u e n t  l e s s o n ,  which u n f o r t u n a t e l y  I di,d 

n o t  obse rve , .  t h a t  c r e a t e d  a  g r e a t  d e a l  of e x c i t e m e n t .  The 

l e s s o n  was b u i l t  a r o u n d  t h e  f i l m  K u r e l e k ,  w h i c h  was a b o u t  

t h e  U k r a i n i a n  p i o n e e r s  i n  Canada, and t h e  t e a c h e r  d i d  
3 

s o m e t h i n g  i n n o v a t i v e .  She t o l d  h e r  g r a n d m o t h e r ' s  s t o r y  t o  

h e r  c l a s s ,  a c t i n g  t h e  r o l e  of h e r  g r a n d m o t h e r .  The s t o r y ,  

s t a r t e d  when t h e  g randmother  was s i x t e e n  y e a r s  o l d  and 

c o n t i n u e d  t o  t h e  t i m e  t h a t  t h e  t e a c h e r  h e r s e l f  came i n t o  

J .  e x i s t e n c e .  

D e s c r i b i n g  t h e  e x p e r i e n c e  t o  h e r  c o l l e a g u e s  a t  a 

s h a r i n g  s e s s i o n ,  t h e  t e a c h e r  r e l a t e d , h o w  much s.he had 

s t a f f  



enjoyed herself, and how much understanding the students had 

gained. She con~luded,.~At the end of it I got a standing 
2 

ovation." If her students found the story moving, so did 

her colleagues. Illustratin? so well the value of drawing 

from one's own background, this teacher's experience was an 

inspiration to the whole staff. 

She also showed her class Canadian Kid, and led a 

short discussion. - 
The teacher continued to work on the theme of 

similarities and differences. I observed a lesson around 

the film w o n i d ,  which was about a Polish Canadian girl 

who lived on Queen Street in Toronto. The lesson'was opened, 

with a discussion of inner city versus suburban life. The 

film was followed by a brainstorming activity in which 

students worked in pairs, listing the ways in which their 

lives might be the same as Veronica's and the ways in whlah 

they might be different.' Though the lesson was successful, 
i 

the teacher did mention to me the next day that she thought 

too much had been packed into one lesson. 

The teacher put effort into getting as much as possible 

from each experience. For example, when an Indo-Canadian 

resourxe person came to talk to the students about the 

.Indian culture, she co-ordinated the occasion with a vie;ing 

of the film Gurdeep Sinqh Bains. 

Interviewed at the conclusion~of the project, she 

described her program as follows: 



Teacher : 

We started the program at the end of September. At 
that time I had done some work on faaily trees with the 
children.... and we made booklets as well which we 
displayed. 

4 
.From that point we went into the multiculturalism 

unit... with the.films and the program Ex~lorinq 
Likenesses and mfferences with Film. The children 
eally enjoyed the films. I 'enjoyed the material that 
ame with the films. The preparation and the lesson 
lans were very good. we'didn't have a lot of' time to 
pend on it, so that if I was able to look at the 
esson plan quickly the night before and scan out the 
questions, it really helped me with preparation. 

After I previeved the film Kurelek the night 
before with my husband, we decided that it would be a 
good idea if I would tell the story of my grandparents 
coming over from the Ukraine, and the problems, the 
difficulties they experienced: how they had to make 
money for passage; how they got over by3boat, took a 
train all the vay out, and then hiked in to their land; 
the difficulty of clearing the land and putting up 
their fixrst house; and then the problems that followed, 
of the loneliness, the isolation, the looking forward . 
with such anticipation to any event that was going to 
come. It was at one of these events that my sixteen 
year old grandmother met my grandfather at a wedding. 

Though I had mimed my grandmother as 'telling this 
tale, at the point when we got to the wedding, I 
changed into a bridal kerchief and I did a Ukrainian 
dance expressing the feeling of happiness at eeeting 
someone with whom to share her life. - Then I went back r. 

to my grandmother [as narrator of the story1 and told 
how the rest of the faaily came to be, and%why they , 

eventually moved to Ontario where I was born. 

At the end of this little story the children were 
so thrilled vith what had happened. You could see in 
their eyes that they really understood and appr ciated 
the problems that the pioneers did have to go t%r-ough, 
and they gave me a standing ovation, which was really 
thrilling. 

Interviewer: 

Are there any other aspects of the program you want to " 
talk about? 



Teacher : 
. . 

. We did some Easter eggs with the grade seven class. 
After seeing the film, the children were excited and 
wanted to make their own Easter eggs.... They really 
enjoyed that. It was a bit hectic, but I would 
certainly do it another year.- 

Interviewer: 

Did they enjoy seeing the Indo-Canadian resource 
person? 

Teacher : 

They really enjoyed that. I learned a lot, and I know 
they did. There seemed to be more of a feeling and an 
in-depth understanding and appreciation of the culture 
of Indo-Canadians in our classroom. 

I also tried to get in touch with a father. 
Because he was working he was unable to come, but he 
did send in his son and he sent a turban. It was too 
difficult for him to tell how to make it, but he was 
thrilled and we did appreciate it. 

Interviewer : 

What do you see as the strengths of the program? 

Teacher: 

It seemed to draw us closer together as a group. I 
used [understandings arising .from1 that Ex~laring 
LJ-kenesses and Differences in other subjects: in 
characterization of our novel studies, in social 
studies a lot, and they were able to adapt that to 
anything they did. 

Interviewer : 

Can you describe the format that you used. I know ybu 
had charts, 

Teacher: Q 

Af ter the films, we made a class 'chart. It was mostly 
done for discussion. At times I noticed that wasn't 
too successful. If the children were too tired, they 
weren't able to discuss the film for a length of time, 
and I would have them do it in written form. Then we 
would discuss it to a point. That seemed to be more 
successful, so I would try that again. 



Interviewer: 

And your charts were looking for similarities and 
differences with the children's lives? 

Teacher : 

Yes, similarities and differences between the children 
in the film and between our own lives. There seemed to 
be a better class feeling, an understanding that we're 
all alike and we're all different. 

Interviewer : 

And were there any problems? 

Teacher: 

One that really bothered me was that the film First 
Face really zeroed in on a minority. It seemed to 
ostracize an individual in a classroom situation. A 
Chinese child, after that particular film, didn't want 
to take part in the discussion. He went back to his 
desk and wanted to be isolated. It was too much for 
him to handle. I found also that some of the children 
of a minority were blurting out during discussion, not 
giving others a chance. They would laugh as a defence 
mechanism. They felt very uncomfortable, but as time 
progressed, they got better. They seemed to be more 
relaxed towards the end. 

Another problem was trying to maintain my social 
studies and my science programs. I don't think though 
that I would make any changes in the future, except I 
wouldn't do it more than once a week. I would continue 
with the program, and-see if I could combine it with 
the social studies program. So that I don't feel that 
need to catch up, I would work it into the curriculum. 

Summary. 

This teacher's multicultural program was based largely 

on the Ex~lorinq Likenesses an& Differences with fib.!. 

program, as developed by Bette Hood. The teacher developed 
\ 

a format for examining 1 ikenesses and differences between 

the lives of the children in the class and those in the 

films. class discussions, written assignments, and 

activities such as pysanka were characteristic of the 



program. - A  - particularly exciting lesson was one developed 

to enhance students' understanding of the pioneer- 
B 

experience. In that lesson the teacher acted, before the 

children and iargely in mime, the story of her own 

grandmother. She thought that the dramatization enabled the. 

i students truly. to understand the struggles of the pioneeks. 

Year Two/Three Teacher -- 
Though the class was shared by two teachers, the focus 

of'this discqssion is on the teacher with whom, due to 

scheduling, I had most of the contact. 2 

Planninq. 

The two teachers decided that they would use the 

booklets Explorinq Differences compiled by Ed May (1981)and 
L 

Ex~lorins ~ikenesses and Differences with Film by Bette Hood 

As the planning process unfolded it was decided that 

the students would have multiculturalLsm booklets, which 

would have the follow-up. activities for each film. The 

teacher had slides and artifacts from a recent trip to F i j i ,  

which she would present to the class. There would be some 

kind of sharing activity to conclude. 

In this class too, an Indo-Canadian child was suffering 

the bfects of racial discrimination. Anxious to address 

this issue, the teachers decided to have the students view' 

and discuss the video NewL-Canadian Kid as soon as possible. 
-a 



I m ~ l e m e n t a t i o n .  

The t e a c h e r  d e s c r i b e d  h e r  p r o g r a m  when i n t e r v i e ' w e d  a t  

t h e  e n d  o f  t h e  p r o j e c t :  

T e a c h e r  : / 
We s t u d i e d  a s e r i e s  o f  f i l m s  a s  s u g g e s t e d  i n  t h e  book 
E x ~ l o r i n q  S i m i l a r i t i e s a n d D i f f e r e n c e s  w i t h  F i l m ,  a n d  a 
l o t  a b o u t  d i f f e r e n t  c u l t u r e s :  I b r o u g h t  i n  a r t i f a c t s ,  

> j e w e l l e r y ,  a n d  p a i n t i n g s  t h a t  N o r t h  Amer i can  I n d i a n s  
had made. Then w e  saw t h e  F r e n c h  C a n a d i a n  f i l m ,  a n d  

, t a l k e d  a l i t t l e  b i t  a b o u t  F r e n c h  C a n a d i a n  hockey. 
We've b e e n  s t u d y i n g  Q u e b e c  c i t y  i n  s o c i a l  s t u d i e s .  I n  
[ l o o k i n g  a t 1  t h e  U k r a i n i a n  c u l t u r e  w e  d e s i g n e d  E a s t e r  
e g g s  a n d  c o l o r e d - t h e m  f o r  E a s t e r .  Then I  showed F i j i a n  
s l i d e s .  I b r o u g h t  i n  a r t i f a c t s  f o r  t h a t  a n d  l i t t l e  
h o u s e s  a n d  t h i n g s ,  a s h a r k ' s  t o o t h  n e c k l a c e ,  a n d  some 
of the coral. 

I n t e r v i e w e r :  

-. 
How d i d  t h a t  go?  

T e a c h e r  : 

They r e a l l y  e n j o y e d  t h a t .  The I n d o - C q n a d i a n  c h i l d  i n  
my room b r o u g h t  a s a r i ,  a n d  o u r  I n d o - C a n a d i a n  r e s o u r c e  
p e r s o n  g a v e  u s  a l e c t u r e . -  F o r  t h e  C h i n e s e  C a n a d i a n s  w e  
t r i e d  t o  wri te  some o f  t h e  C h i n e s e  c h a r a r t e r q .  OE 
c o u r s e ,  w e  d i s c u s s e d  F i r s t  F a c e .  I t h i n k  t h a t ' s  a b o u t  
a l l  t h e  d i & f e r e n t  c u l t u r e s  w e  t a l k e d  a b o u t .  < 

I n t e r v i e w e r :  

You 've  c o v e r e d  q u i t e  a dew t h e r e . .  . . And what  -do  you 
see a s  t h e  s t r e n g t h s  o f  y o u r  p rog ram?  " .  

1 

T e a c h e r :  
c 

I  t h i n k  t h e  c h i l d r e n  a r e  more u n d e r s t a n d i n g ' a b o u t  
c u l t u r e s  d i f f e r e n t  t h a n  t h e i r  own. I t h i n k  t h a t ' s  t h e  
b a s i c  t h i n g .  

I n t e r v i e w e r :  

And were t h e r e  a n y  p r o b l e m s ?  

R e s p o n s e  : - 
We d i d n ' t  h a v e  t i m e  t o  g o  i n t o  a n y  c u l t u r e  i n  d e t a i l .  , 
I t  would  h a v e  b e e n  n i c e ,  say, t o  g o  i n t o  F i j i  o r  i n t o  - 

- N o r t h  Amer i can  I n d i a n s  w h i c h  I ' m  i n t e r e s t e d  i n ,  i n  more 

-u, 



, detail. Hind you, they get that in grade four social 
studies. , \ 

Interviewer: 

But you would have liked a little b.it more time. 

Response : 

Yes, I think so. We had some'difficulty discussing the 
films with the large group because they vere quite an 
active class. When I broke them down into smaller 
groups that seemed to help. I gave them an outline of 
what they were to talk about. Then we brainstormed 
afterwards.   hat seemed to work. 

Interviewer: 

So they discuss the points, and then they come back. 
together as a class and do some brainstorming?. 

Response : 

Yes...*. It was more effective. After the first film or 
two I found it didn't come across as well as I would 
like so, that was what they did.. .. In smaller groups 
and following an'outline bhey had to be responsible for 
thinking, whereas if they were just in a large group, 
they could let somebody else do all the talking, and 
just sort of sit there and vegetate. 

Interviewer: 

Did anything else cause you concern? 

Response  : 

No. Some of the films I thought were slightly too 
difficult, and now I would know after seeing them which 
ones were. But most of them were good. 

Summar Y. 
4 

Initially, this teacher's program was primarily 

content-oriented, focusing on the specific study of various 

cultures through the use of.films. The need actively to 

involve all students in order to maintain their interest 

brought the question of process to the fore. The teacher 

decided to move from general class discussions of films 
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viewed to structured group discussions vith follow-up in the 

large group. The change in process, which provided for 

incrdked interaction among students, strengthened the. 

multicultural sessions. 

Year One/Two Teacher 

Planninq. 

This teacher decided to use New Friends, an intact and 

comprehensive grade two program developed by Alternatives to 

Racism (1984). The curriculum materials consisted of a set 

of student booklets similar to readers and a teacher's 

guide. In addition to New Friends, the teacher planned to 

have Lher students view a 'number of films with another class. 

Implementation, 

Implementation of this unit was characterized by the 

care with which the teacher planned and presented each 
S 

lesson, and by the ongoing process of reflection and 

analysis which guided that planni-ng and presentation. 

Prior to introduction of-the student readers, the . 

teacher had the children prepare envelopes for work related 

to the unit, titling them "New Friends", and illustrating 

them with pictures of what they thought new friends might B 

look like. 

The teacher put a great deal of effort into preparing . 

the lessons. She found that many of the lesson guides 

lacked sufficient background information and many i 

much more material than cbuld be well c o ~ r e d  in on 



A l l  of t h i s  s h e  compensated  f o r  by r e s e a r c h i n g  t h e  m a t e r i a l  

h e r s e l f  and by b r e a k i n g  t h e  l e s s o n s  down i n t o  s m a l l e r  u n i t s .  

I watched and  t a p e d  many l e s s o n s ,  o e s e r v i n g  a wide  

v a r i e t y  of i n s t r u c t i o n a l  s t r a t e g i e s  b e i n g  u t i l i z e d .  I n  one 

l e s s o n  which I v i d e o  t a p e d ,  t h e  t e a c h e r  used  t h r e e  p a g e s  of 

c h a r t  p a p e l  t o  g u i d e  and  t o  summarize t h e  d i s c u s s i o n .  The 

l e s s o n  a l s o  i n c o r p o r a t e d  r o l e  p l a y  and r e a d i n g  a c t i v i t i e s ,  

and p r i n t i n g  and d r a w i n g  a c t i v i t i e s  on w o r k s h e e t s  p r e p a r e d  

by t h e  t e a c h e r .  . The a p p r o a c h  worked w e l l ,  and  t h e  c h i l d r e n  

a p p e a r e d  t o  e n j o y  t h e  l e s s o n .  

. A f t e r  d o i n g  t h e  program f o r  a b o u t  two months,  t h e  

t e a c h e r  n o t e d  a r e a l  i n c r e a s e  i n  t h e  s e n s i t i v i t y  of 

s t u d e n t s .  She r e p o r t e d  t h a t  when one s t u d e n t ' s  f e e l i n g s  

were n o t  r e s p e c t e d  by a n o t h e r ,  t h e  o t h e r s  would p o i n t  o u t  

t h e  i n a p p r o p r ~ i a t e n e s s  of t h e  b e h a v i o u r  and would no l o n g e r  

t o l e r a t e  i t .  

The f o l l o w i n g  i n c i d e n t  c o n v e y s  n o t  o n l y  t h e  a c t i v e  

s u p p o r t  of some p a r e n t s  f o r  t h e  m u l t i c u l t u r a l  program, b u t  

a l s o  t h e  t e a c h e r ' s  w i l l i n g n e s s  t o  r e a c h  o u t  t o  t h e  community 

and u t i l i z e  p a r e n t s  a s  r e s o u r c e  p e o p l e .  

An Indo-Canadtan  p a r e n t ,  c o n t a c t e d  i n  o r d e r  t o  e x p l a i n  

t h e  program, e x p r e s s e d  h e r  p l e a s u r e  a t  l e a r n i n g  t h a t  t h e  

s c h o o l  was a d d r e s s i n g  t h e  issues of m u l t i c u l t u r a l ' i s m  and  

r a c i s m .  She s a i d  t h a t  b o t h  h e r  c h i l d r e n  had e x p r e s s e d  t h e  

d e s i r e  t o  be w h i t e ,  and s h e  o x p r e s s e d  h e r  c o n c e r n  t h a t  t h e y  

learn t o  be proud of t h e m s e l v e s  and  t h e i r  c u l t u r e ,  and  a l s o  

t h a t  t h e y  b e , a c c e p t e d  and  v a l u e d  by t h e  o t h e r  c h i l d r e n 7 .  She 
P 



mentioned that so&times"the "Englishn children refused to 

play with her son because he was an 1ndo-~anadian. 

Knowing that some parents had visited classroo.ms in 

order to share aspects of their cultures, this mother 

expressed an interest-in doing likewise. The teacher was 

quick to reSpond to the offer and the visit was organized. 

I video taped part of the session. The tape showed a 

group of highly delighted and interested,children diving 

eagerly i n t ~  the food prepared by this parent and anbther 

Indo-Canadian woman. It was a clear example of the 

-community off6ring its resources to enrich the school 

program and of this-'opportunity being appreciated and well 

utilized by the teacher, who credited the New Friends 

program with helping to prepare the children to regpond in 

such a manner. 

Another tape showed'chikdren doing short presentations 

of 'clothing and other items from a va;iety of countries. 
d 

An ongoing concern of the teacher was that she was 

"over-reactingft or failing to have the ttright answer" to 4 

some of the students' comments. I wondered if this concern - 
would become less intense with time and experience in t'he 

field. Perhaps it was an i n d i ~ ~ t i o n  of her sensitivity and 
- 

commitment to doing. the best posslble job, and wa% related 

to her tendency to scrutinize all her work c'ritically. 

Pelhaps there would al&ks; be tines when there w* no "right . - 



The teacher herself described the program, when 

interviewed at the conclusion of the project: 

Teacher : 

The'name of the program this year is New Friends. It's 
a grade twb program'that follows along with the year 
two curriculum in that it's to do with communities and 
it's dealing with five children from different cultural 
backgrounds. These five children come together and 
become new friends. The children in my class, because 
they're the same age level, identify with all the 
adventures that the children in the text have.- It's, 
with all these adventures that the multiculturalism 
comes in. The teacher has to be able to take what's in 
the chapters and to bring the multicu~turalism out of 
the chapters. For example, how would you treat a 
newcomer, but not necessarily somebody from a different 
cultural background? It's just somebogy different 
coming in. It's... subtle. 

Interviewer: 

The kids aren't really aware of it. 

Teacher: 

That's right. It's all the differences, like people in 
different jobs, different children, different cultural 
backgrounds, even people in wheel chairs. How would 
you treat a newcomer, no matter what kind of a newcomer 
he or she is would be one of the things that we talked 
about. 

It's up to you as the teacher to bring that all 
out, all the differences. /c 

Interviewer: 

Are any of-the particular chapters highlights of the 
program? "t, 

Teacher : ,P' 

One I really liked, was when the little girl was having 
lunch with a Greek family. She was a little 
apprehensive at first, but tried the Greek food and 
liked it. From that, we did a lesson on how to respond' 
to different,foods. I found that the<class really 
worked on that quite a bit, and with that we did our 
own food experience. You saw with the East Indian 
food, that none of the children in my,class went, "Eugh 
yuk, I don't want that!" They all had ways of 
responding, and they all tried things, and if they 



d i d n ' t  l i k e  s o m e t h i n g  t h e y  would s a y ,  "Well, I ' v e  t r i e d  
t h a t  b u t  i t  is new t o  m e ,  a n d  maybe when I t r y  i t  
a n o t h e r  time naybe I ' l l  grow t o  l i k e  i t ,  b u t  r i g h t  now 
b e c a u s e  i t ' s  s o  d i f f e r e n t m a y b e  i t ' s  j u s t  a  l i t t l e  h a r d  
f o r  me t o  have  t o o  much. 1'11 j u s t  t a k e  a  l i t t l e  b i t . "  
And t h e y  l e a r n t  a l l  t h e s e  r e s p o n s e s ,  and  how t o  be  
p o l i t e  a s  well a s  t r y  t o  a c c e p t ,  new t h i n g s .  T h a t  .was 
one l e s s o n  I r e z l l y  l i k e d .  

I n t e r v i e w e r  : 

So what happened was t h a t  yoq] d i d  t h i s  t h e o r e t i c a l  
l e s s o n ,  a n d  t h e n  t h e y  had a c h a n c e  t o  have  a p r a c t i c a l  
a p p l i c a t i o n  f o r  i t? 

Teacher  : 

Y e s ,  and  i t  worked r e a l l y  w e l l .  But w h a t ' s  r e a l l y  come I 

o u t  of  t h a t  t o o  is t h a t  one l u n c h  hour  I- h e a r d  k i d s  
s a y ,  "Eugh, l o o k  a t  w h a t ' s  i n  your lunch!"  and t h e n  
a n o t h e r  c h i l d  s a y ,  " T h a t ' s  n o t  how y o u ' r e  s u p p o s e d  t o  
r e s p o n d . "  They check  e a c h  o t h e r !  I  h a t e  found t h a t  
t h i n g s  l i k e  t h a t  have  come o u t  of  t h e  program.  

Another  c h a p t e r  that I r e a l l y  t h o u g h t  was v a l u a b l e  
was on b u l l i e s ,  a n a  t h a t  h a s  been a problem on t h e  
p l a y g r o u n d  t h i s  y e a r .  I  l i k e .  t h i s  &v F r i e n d s  program 
s o  much b e c a u s e  a l l  t h e  a d v e n t u r e s  t h e s e  c h i l d r e n  a re  
i n v o l v e d  i n  a r e  t h i n g s  t h a t  my k i d s  c a n  r e a l l y  i d e n t i f y  
w i t h .  T h e y ' v e  a l l  been b u l l i e d  a t  some time o r  o t h e r  
i n  t h e i r  l i f e t i m e s ,  So I found t h a t  w e  d i s c u s s e d  f rom 
t h a t  c h a p t e r  a l l  s o r t s  of  ways t h a t  t h e y  c o u l d  h a n d l e  
t h e  b u l l i e s .  I r e a l l y  a p p r e c i a t e d  t h a t  b e c a u s e  t h e y  
check  t h e m s e l v e s  on t h a t  t o o .  "Well,  d i d n ' t  you go and 
t e l l  your  p a r e n t s ? "  o r  " D i d n a t  you g e t  t h e  p e r s o n  on 
t h e  p layground?"  and you know, t h i n g s - l i k e  t h a t  have  I 

come o u t .  
c 

I n t e r v i e w e r  : - 
Oh t h a t ' s  g r e a t ,  s o  you h e a r  them when t h e y ' r e  p l a y i n g ?  

Teacher  : 

Yes, i t ' s  b e e n  a n  e x t e n s i o n  of t h e  l e s s o n s ,  a n d  you can 
d e f i n i t e l y  s e e  t h a t  t h e y  r e a l l y  t a l k  a b o u t  t h i n g s  a ' l o t  
more. 

I n t e r v i e w e r :  -%- 

Now I know y o u ' v e  e n r i c h e d  t h a t  by a d d i n g  some e x t r a  
t h i n g s  t o  your  program.  



Teacher: 

A mother came in first of all to talk a little bit 
4 about her [Indo-Canadian] culture, and she made some 

different foods for us. We had the muslc too. 

Another extension was we took a look at clothing 
from different countries, and we compared the countries 
with the similarities and differences with the 
clothing. Certain countries had quite light clothing, 
and why would that be? Because it's a hot climate. 
And then it got in to their skin color and all from the 
clothing. Then we talked about other countries where 
clothes are fur lined, and what must be going on there 
.in their climate, and what kind of things that they 
would do. It was interesting to look at the different 
cultures through the clothing because so many other 
aspects of culture came out just from the clothing. 
It Is Interesting, because you can look at anything. 
You could have asked them to bring in all the art work 
from each country, and have the same types.of things 
I'm sure come out. Clothing is very arty too. In some 
countries so much art work is done on the material. We 
fouiCthat quite interesting. The children started 
bringing in lots of ornaments and art work from other ' 

countries. We talked a lot about money that they 
brought in. 

We did a lot of role playing, but that was also in 
the guide. They suggested quite a bit of that. 

We had lots of books from the library, and lots of 
literature from other countries. 

-. 
I definitely felt that this pru(jrarn provided a 

really neat way to extend ideas. 'That's what I did. 

Interviewer: 

Yes, sort of a base. 

Teacher : 

 yes^, like a skeleton a& then you cou.ld branch out and'$ 
add lots to it. I found I ran out of time by just 
starting in February. We didn't have enough time. The 
fast two chapters we ended up doing very quickly, which 
is too bad because it vould have been bztter if we 
could have had more time. 

I vould do this probram again, and add a lot to 
each chapter, so that it would take practically a month 
per chapter. It would take me the whole year to do 
this program. We could add to it quite a bit more. We 



c o u l d  p r o b a b l y  w r i t e  o u r  ovn  ̂ a d v e n t u ~ e s  for t h e  f i v e  
l i t t l e  f r i e n d s  t h a t  a re  i n  h e r e .  

I n t e r v i e w e r  : , 

I n  e n r i c h i n g  t h e  program,  you d r e w  a l o t  on y o u r  k i d s  
oBn b a c k g r o u n d s ,  s u c h  a s  when t h e y  b r o u g h t  t h e i r  
c l o t h e s .  "- 

T e a c h e r :  
3 

Yes, t h e y  t a l k e d  more f r e e l y  a b o u t  t h e i r  c u l t u r a l  
b a c k g r o u n d s  a n d  became p r o u d e r  o f  t h e  f a c t  t h a t  t h e y  
were d i f f e r e n t .  I n  f a c t ,  a l i t t l e  g i r l  i n  m y  room h a s  
now w r i t t e n  a n  a r t i c l e  a b o u t  h e r s e l f  t h a t ' s  g o i n g  t o  g o  
i n  o u r  n e w s p a p e r .  She  says,  he b e s t  t h i n g  a b o u t  m e  
is t h a t  I'm brown!" S h e ' s  a b l e  t o  e x p r e s s  t h a t  now, 
w h e r e a s  when s h e  f i r ' s t  came i n t o  my room back  i n  
J a n u a r y ,  s h e  was a l w a y s  c o m p l a i n i n g  t o  me a b o u t  h o w ' t h e  
c h i l d r e n  were t e a s i n g  h e r  b e c a u s e  s h e  was a d i f f e r e n t  . 
c o l o r .  She wanted  t o  g o  swimming a 1 o t . i n  t h e  hope  
t h a t  h e r  s k i n  would go l i g h t e r .  I r e a l l y  f e e l  t h a t - t h e  
k i d s  h a v e  come a  l o n g  way. 

/' 

B u t  t h e r e ' s  -.b&n a  l o t  o f  t h a t .  A v e r y  s h y  l i t t l e  
persor :  b r o u g h t  i n  q u i t e  a few t h i n g s  f rom Y u g o s l a v i a .  
She wasn ' t  v e r y  v e r b a l  d b o u t  i t ,  b u t  s h e  was v e r y  p r o u d  
h o l d i n g  i t  u p  i n  f r o n t  of t h e  c l a s s .  

A l i t t l e  boy whose f a m i l y  h a s  a ,  v e r y  s t r o n g  
i n t e r e s t  i n  t h e  O r i e n t  b r o u g h t  i n  a l o t  o f  t h i n g s  f rom 
C h i n a  a n d  J a p a n .  He was j u s t  s o  p r o u d  t o  d o  i t .  Even 
t h o u g h  it  w a s n ' t  h i s  c u l t u r a l  b a c k g r o u n d ,  b e c a u s e  h i s  
f a m i l y  had  a n  i n t e r e s t  i n  it., he  t o o k  i t  o n .  I found  
t h a t  t h a t  was q u i t e  g o o d .  

I t  was good t h a t  p e o p l e  would t a l k  • ’ r e s l y .  Even 
when it w a s n ' t  m u l t i c u l t u r a l  p e r i o d  t h e y  would s a y ,  
"Well, you  knov my mom a n d  d a d  a r e  f r o m . . . "  some o t h e r  
c o u n t r y  l i k e  Norway o r  s o m e t h i n g .  I would < s a y ,  "Oh,, 
t h a t ' s  i n t e r e s t i n g .  What k i n d s  o f  t h i n g s  d o  you know 
a b o u t  t h a t ? "  a n d  t h e y  would d i s c u s s  i t  a l i t t l e  b i t  a n d  
j u s t  come u p  t o  me a t  a l l  s o r t s  of times a n d  t e l l  me 
l i t t l e  p i e c e s  of i n f o r m a t i o n .  They h a v e  been 
i n t r o d u c e d  t o  s o m e t h i n g  t h a t ' s  made -them t h i n k .  

I n t e r v @ w e r  : 

The s e c o n d  q u e s t i o n  is "What d o  you see  a s . t h e  
s t r e n g t h s  o f  t h e  program?"  



Teacher: 

Well, I like the program because it is a skeleton, and 
for a person brand nev in teach.ing multiculturalism it 
gives basis to work from. That's vhat I've really' 
found.BIt is the strength. 

It you a basis but lots of freedom. 
"L 

Teacher : 

Yes, I wouldn't have known where to begin if somebody 
said, "Teach a multicultural class and carry it on 
through the year." I really wouldn't have known where 
to begin or where to carry it on to. This program gave 
me a sense of direction, and from that I could branch, 
off any way that I wanted. I would definitely. add way 
more to it next year too, if I were tc do it again. I 
hope to be doing it. II 

Interviewer : 

What problems did you run into? 

Teacher : , 

Yes. The series is supposed to be geared for grade 
two, and I found some of the work in the teacher's 
guide for the children to do in the "To Do" section was 
too difficult for even grade twos. % 

I foundA that hard, and I had to redo it. The 
guide didn't give enough background and I'd have to 
research it myself. That is a bit hard with so many 
other things to do in a primary classroom. The 
expectations of what the children should be able to 
accomplish after a particular chapter vas out of 
line... . I think even grade fours couldn't have 
handled some of it. 

Interviewer: 

You had to do a lot of original research, and then you 
had to do a lot of reorganizing of lessons, and .* 

breaking down. 

Teacher : 

Even though I wrote them out myself, the kids really 
couldn't handle a lot of the wTo Don sections. I found 
that the work papers that we got out of that weren't as 
well completed as I'd hoped they would be, but it 



r e a l l y  w a s n ' t  my c l a s s t s  f a u l t .  They  j u s t  w e r e n ' t  
p r e p a r e d  e n o u g h .  A t  t h e  grade t v o  l e v e l  i t ' s  a n  
i n t r o d u c t i o n  i n t o  m u l t i c u l t u r a l i s m  a n d  getting them t o  
s t o p  a n d  t h i n k  a b o u t  d i f f e r e n c e s ,  more t h a n  i t  is t o  d o  
t h e  w r i t t e n  work.  T h a t  t y p e  o f  w r i t t e n  work, I see 
more a s  i n t e r m e d i a t e ,  o r  maybe l a t e  g r a d e  t h r e e .  

'?- 
They were  s u p p o s e d  t o  write a n  I n d i a n '  l e g e n d ,  a n d  

no  m a t t e r  what  I d i d  t h e y  c o u l d n ' t  seem t o  come o u t  
w i t h  t h a t .  Even t h o u g h  I r e a d  some c h i l d r e n t s f  l e g e n d s  
i t  was very d i f f i c u l t  f o r  t hem.  

I n t e r v i e w e r  : ' 

You m e n t i o n e d  t h a t  you would t a k e  a who le  y e a r  t h e  n e x t  &- 
time b e c a u s e  of t h e  time p r o b l e m .  

T e a c h e r  . . 

Well, I d b n ' t  know i f  c o u l d  a f f o r d  a vhofe y e a r ,  b u t  
i n  a s e n s e  i t  would ne a  y e a r  b e c a u s e  o f  t h e  n a t u r e  
o f  t h e  work t h a t  we're o i n g .  I t h i n k ' t h e  i d e a  of 
m u P t t c u l t u r a l i s m  is s o  m p o r t a n t .  And t h e n  you  can 
b r a n c h  i n t o  a l l  y o u r  o t h e r  a reas  t o o .  

I n t e r v i e w e r :  

I n t e g r a t e  i n t o  o t h e r  s u b j e c t s .  

R e s p o n s e  : 

I t ' s  made me take  a whole  d i f f e r e n t  l o o k  a t  e v e r y t h i n g .  

You m e n t i o n e d  t h a t  t h e r e  were  few r e s o u r c e  mater ia ls  
s h o w i n g  p e o p l e  f rom d i f f e r e n t  b a c k g r o u n d s  i n  o u r  
community  d o i n g  t h i n g s .  

T e a c h e r  : 

Yes, t h a t  was h a r d .  We p u t  t o g e t h e r  a s  much as  w e  
c o u l d ,  b u t  you  a l m o s t  n e e d  a s p e c i a l  s e t  o f  m a g a z i n e s  
t o  g e t  t h e  k i n d  of  p i c t u r e s  t h a t  you  w a n t .  We f o u n d  a 
few,  b u t  i t  w a s n ' t  a s  s u c c e s s f u l  a l e s s o n  a s  I had  
hoped .  

The l e s s o n  was good t h o u g h  b e c a u s e  of  a l l  t h e  
e x a m p l e s  of d i f f e r e n c e s  t h a t  we f u u n d .  R a t h e r  t h a n  
j u s t  t h e  m u l t i c u l t u r a l  b a c k g r o u n d s  t h a t  c o u l d  b e  i n  t h e  
community  h e l p e r  j o b s ,  w e  g o t  t h e  p e o p l e  t h a t  were 
h a n d i c a p p e d  o r  d i s a b l e d .  We a l s o  f o u n d  t h e m s t e r e o t y p e s  
c h a n g e s .  We found  a l a d y  postwoman.  A l l  s o r t s  o f  
t h i n g s  came o u t  of t h a t  l e s s o n .  The g o a l  i n  t h e  g u i d e  



was- to break the role of just the white person 
delivering all the letters, and to s e e  other people 
from other backgrounds working in these types of jobs. 
But vhat happened was it broke many roles.. . . . Even 
though we didn't find all the pictures we'd hoped for, 
it was still vorth it. 

Summary. 

This teacher based her program on an intact curriculum 
3 

entitled Nev Friends. The program was augmented through 

guest and student presentations, as well as other measures. 

The content was such that students could easily relate It to \ 
their own lives. The teaching process was also important, 

calling for much student involvement and interaction. 

Process and content came even closer together as students 
- 

brought their ovn experiences into the curriculum, and as 

parents were involved. 

The teacher found that the program had a real impact on 

the students and affected their interactions. She was able 

to give many examples o-f this. Through teaching the 

program: which she used as a base and a springboard for the ' 

many innovations she added to it, she came to see 

multicultural education as-being of even greater importance 

than she had anticipated. 
4 

Kindersa~tefi/Year One Teacher 

This teacher had a strong commitment to multicultural 

and anti-racist education, She routinely involved parents 

in her classroom. 



She decided to develop an original program which would 

introduce a variety of cultures. The resource base to be 
\ 

utilized included a variety of written materials, the 

parents of her students, and her own background, experience, 

and ,knowledge. 

Im~lementation. 

, The program vas well underway by the end of February, 

and I observed as many sessions as possible, video taping a 
9 

number of them. A selection of lessons is briefly described 

below. 

"Indo-Canad ian Dayw was one of several special days 

celebrated in the ciassroom. A mother and grandmother were 

guest resource persons. The mother told the children 

something about Indian culture as it came dovn to them from 

India to Fi-ji and. finally to Canada. Themes included 

clothing (they brought outfits for the children to try on, 

and dressed up the teacher as well!), food (they gave all 

the children the opportunity to participate in the 

preparation of roti, and, of course, the opportunity to eat 

the treats they had prepared), and festive occasions. Part 

of the session was video taped. 

Another special day in the classroom was "Mexican Day". 

Like Indo-Canadian Day, it featured the themes of clothing, 

food, and festive occasions. The children appeared to enjoy 
~ .. 

the food that vas prepared for them, and they were 

especially enthusiastic about the pinata which they had the 
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opportunity to break followed by the characteristic scramble 

for candies. Much of the session was video taped. 

Another lesson focused on the children's own origins 

and their own family trees. 

An interesting spin-off from this experience, the 

te.acher told me, was a new enthusiasm which the son of the 

resource person developed for his Mexican herikaqe. Before 

the lesson he had expressed an almost exclusive allegiance 

to the heritage brought to the family by his German f a t h e r .  

After this day he was much more enthusiastic about Mexican 

food, the Spanish language, and so on. 

The teacher, who also taught much of the music in the 

school, brought the multicultural approach to that subject 

area as well. She taught her class to sing in ~apanese, 

perform the actions to, and play on their Orff instruments a 

Japanese song on the theme of the coming of spring. 
3 

The round robin discussion which took place midway in 

the project had an interesting effect on the teacher. A few 

days after the discussion she told me that after listening 

to the program descriptions of the other teachers and the 

ensuing discussion, she felt that her own program was too 

superficial. 

f lent her copies of Exvlorins Differences, 

Friends, and The Teacher's Guide to New Friends, and 

men'tioned hov useful th year one/tvo teacher had found the 

Nev Friends program in aching her class how to deal v i t h  

1 new foods, including hov to turn down food offerings without 
i 



hurting anyone's feelings. I also relayed the year one/two 

teacher's comments about how t-his program had helped her to 

prepare her class for a visit by an Indo-Canadian parent, in 
I 

which the students had responded enthusiastically to the 

food which was prepared and served. 

We met again to develop some Ideas from these 

materials, and subsequently the teacher taught her class a 

lesson wKfch introduced the children to the concept of civil 

rights at a level to which they could relate. Using the 

poem Our Civil Riqhts from Explorinq'Differences, she led a 

class discussion on children'~ rights in the classroom. 

This led to a brief discussion of-the rights of all people, 

and the new Eauality Provisions of the Charter of Riqhts 

, were mentioned. She moved from there to the question of how 

to teach others appropriate behaviors, and using New Friends 

as a guide had the children role play appropriate responses 

to the introduction of an unfamiliar food. 

Another lesson, which -dealt with the concept'of the 

human family, impressed the reporter of a local paper. 'An 

article appearing in a community newspaper read in part: 

Last Wednesday, 's Kindergarten-Grade 1 cldss 
at School in was learning 
about some of the diverse members of the human family, 
from Eskimos to Ethiopians, as part of their 
multiculturalism lesson. 

"These people live in India," said, showing . 

the children pictures in a book. '!What color is their 
skin?" 

nBrovn,w the children replied. 

" A r e  they part of the human family?" asked. 



*Yes!+' came t h e  c h o r u s ,  as i f  t o - s a y :  " I s n ' t  i t  
o b v i o u s ? "  x 

p o i n t e d  t o  a g i r l  i n  t h e  p i c t u r e ,  a n d  s a i d  
s h e  was w e a r i n g  a s a r i ,  b u t  s h e  p r o n o u n c e d  t-he word 
w r o n g l y .  

n S a r i ! ' '  s a i d  a  l i t t l e  g i r l  of F i j i a n  o r i g i n ,  w i t h  
t h e  c o r r e c t  p r o n u n c i a t i o n .  She  knew t h e  word; j u s t  
r e c e n t l y ,  s h e  had worn h e r  own s a r i  t o  s c h o o l ,  p r o u d l y  
d i s p l a y i n g  a n  a s p e c t  o f  h e r  c u l t u r e .  

may have s h o v n  some i g n o r a n c e  o f  I n d i a n  
c u l t u r e ,  b u t  s h e  knows a l l  a b o u t  h e r  own J a p a n e s e  
b a c k g r o u n d ,  The c h i l d r e n  j o i n e d  h e r  i n  a  J a p a n e s e  
song, a n d  two boys l e d  t h e  c l a s s  c o u n t i n g  t o  1 0  i n  
J -apanese .  

  not her l e s s o n  w h i c h  I o b s e r v e d  d e a l t  w i t h  t h e  q u e s t i o n  
,F-' 

of human n e e d s .  To a n  e x i s t i n g  l i s t  of  n e e d s  wh ich  i n c l u d e d  

f o o d ,  s h e l t e r ,  s a f e t y ,  a n d  l o v e ,  s h e  a d d e d  t h e  f o l l o w i n g  

u n i q u e l y  human n e e d s ,  wh ich  were  l i s t e d  on t h e  b l a c k b o a r d :  

We n e e d  t o  c o m m u n i c a t e .  
We n e e d  t o  r e s p e c t  e a c h  o t h e r .  
We n e e d  t o  f e e l  i m p o r t a n t .  
We n e e d  t o  s h a r e  v o r k .  

A s  a f o l l o w - u p  a c t i v i t y ,  t h e  c h i l d r e n  made M o t h e r ' s  Day 

cards  on  w h i c h  t h e y  had  t r a c e d  t h e  o u t l i n e  of t h e i r  h a n d s ,  

a n d  w r i t t e n  t h e  f o l l o w i n g  poem: 

T h e s e  l i t t l e  h a n d s  w i l l  work f o r  y o u .  
They  c a n  b e  i m p o r t a n t  t o  t h e  f a m i l y ,  t o o ,  
T h e r e  a r e  s o  many t h i n g s  t h e s e  h a n d s  c a n  d o ,  
By h e l p i n g  t h e y  w i l l  s a y ,  "I l o v e  y o u . "  
Today,  d e a r  Mom, I w i l l  f b l a n k  f i l l e d  i n  by t e a c h e r  I 
f o r  y o u .  

The t e a c h e r  d r e w  on h e r  own background  i n  i n t r o d u c i n g  

t h e  s t u d e n t s  t o  t h e  J a p a n e s e  c u l t u r e .  J a p a n  was l o c a t e d  on  

t h e  map, a n d  t h e  d e n s i t y  of  p o p u l a t i o n  i n  t h e  c o u n t r y  

d i s c u s s e d .  The c h i l d r e n  had  a n  i n t r o d u c t i o n  t o  J a p a n e s e  

c l o t h i n g ,  f o o d ,  l a n g u q g e ,  a n d  f e s t i v a l s .  They a l t e r n a t e d  
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vork on b o o k l e t s  and  p r e p a r a t i o n  of  v e g e t a b l e s  which t h e y  

l a t e r  a t e .  

I n t e r v i e w e d  a t  t h e  c o n c l u s i o n  of  t h e  p r o j e c t ,  t h e  
* I_ , 

t e a c h e r  d e s c r i b e d '  h e r  Qro.gram: 

T e a c h e r :  

I n  o u r  c u r r i c u l u m  we s t u d i e d  d i f i e r e n t  c u l t u r e s .  - 

F i r s t ,  I p o l l e d  my p a r e n t s  t o  see.w 
were r e p r e s e n t e d  i n  o u r  ' c l a s s room.  We 

' A  
t h e  Indo-Canadian  c u l t u r e ,  t h e  Mexican c u l t u r e h a n d  t h e  
J a p a n e s e  c u l t u r e .  

We c o n c e n t r a t e d  on f o u r  a r e a s :  l a n g u a g e ,  c l o t h i n g ,  
food ,  a n d  f e s t i v a l s .  

What I wanted t o  a c h i e v e ,  I ' m  q u o t i n g  from t h e  , 

book I n d i v i d u a l  D i f f e r e n c e s :  "To promote  a n  
u n d e r s t a n d i n g  of  and r e s p e c t  f o r  i n d i v i & u a l  
d i f f e r e n c e s . "  Everyone is u n i q u e ,  b u t  w e  a l l  have  
common n e e d s  a s  members o f  t h e  human f a m i l y .  . T h a t  vas 

, what I  vas s t r i v i n g  for. 

I n t e r v i e w e r :  ' . 

* 
How d i d  you p o l l  your  c l a s s ?  

Teacher  : 

I  l o o k e d  a t  t h e  l i s t  f i r s t  t o  s e e  i f  t h e r e  was a  c r o s s  
s e c t i o n  of d i f f e r e n t  r a c e s .  

c-- 
I c h o s e  the Indo-Canad ian  b e c a u s e  I had f i v e  

c h i l d r e n  who were Indo-Canad ian .  

I  c h o s e  t h e  Hex ican  c u l t u r e  b e c a u s e  a Mexican 
p a r e n t  was w i l l i n g  t o  come. 

I wanted t o  d o  t h e  J a p a n e s e  c u l t u r e .  

I n t e r v i e w e r :  

You've d o n e ' t h e s e  t h r e e  i n - d e p t h  a r e a s ,  and  y o u ' v e  
b r o u g h t  t o g e t h e r  a vhofe number of t h e s e  parents and  
k i d s  and a number of o t h e r  r e s o u r c e s  a s  w e l l .  

9 

Teacher  : 

we've  t r i e d  t o  u s e  t h e  f i l m s  and  all t h e  books 
a v a i l a b l e ,  b u t  I r e a l l y  wanted t o  do  a  l o t  of m u s i c .  I 
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found it difficult-t-6 do the music for Indo-Canadian 
culture because it was so different. The Indo-Canadian 
parent who visited taught them a song and I should.have 

I' 
taped:it.' We only listened to the music and then she 
taught the, kids the song. We didn't follow up on that 

- 

, one. 
- *  - 
The Hexican parent taught us how to count and do 

all kinds- of-things like that but ve didn't do much 
music with 'her,. I guess she's a bit shy so she didn't 
vant to pursue it. 

Interviewer.: 

You had- the recoids . 
Teacher: 

Yes.$ We probably should have done more with the 
Mexican music. - e 6 

We did the art.  hey-di6n1t make their own pinata 
though. Just one boy made his pinata; and we just did 
the different pictures on it. 

For the -~apanese culture' we made the lanterns and 
the fans. 

I do.nlt know anything about the Indo-Canadian a z t ,  
vhich is too bad. 

Is there anything else that' youfd'Pike to add before we 
move on to the next question? 

Teacher: 

b Next year I'd like to do a lot more in multicultural 
studies. I ' m  going to go over the existing curriculum 
materials lightly, and work on our Individual 
Difference book, because that covers most of the areas 
anyway. 

Interviever: 

What are the strengths of the program? 

Teacher: 

I think the biggest strength of that program was the 
high interest by the pupils. 



Movies like First Face helped to develop more 
empathy for visible minorities and what they must be 
feeling. ri 

Interviewer: 

The kids became-more empathic in the process. 

Yes, oh.1 think so. Sometimes they don't show it. 
There are still racial slurs and things like that but I 
think they're avare of what they're doing now. It 
b'rought it to a level of consciousness. 

Anything else you see as the strength of the approach? 

Teacher: 
L 

I think it's a lot mgre fun, and calls for less 
recording than the approach we've used in the past. 
It's more manipulative, more of a hands-on thing. 

1nter.viewer : 
1 

What about any problems that might have arisen? 

- % Teacher: 

I found our group started over-compensating. For 
instance, when they were shown First Face and they had 
to do their drawings, one child drew the little girl 
with slanted eyes and another said, "Why are you doing 
that? Lookit Mrs. , she drew that with h o s e  
funny eyes!" I think that may be because I'm a member 
of a visible minority. I was like this little girl and 
they-thought they were hurting my feelings by making 
this girl with dark skin or with slanted eyes. I 
thought that was kind of interesting. 

Interviewer: d 

Did this tendency to overcompensate stay at the same 
level, or did you feel that it changed over,time? 

' Teacher : 

We discussed it in,depth after that, a d I said, "Well, f no, when you looked at the picture of he little girl, 
now did she have slanted eyes?" Natprally, yes, of 
course, they said she did. And vas the color of the 
skin different? Yes, it vas. So then, that's the way 



you would draw her, because that's the way she is. 
After the discussion, they were compensating_less. 

The other problem was' the adverse reactions to the 
foods. When cne little boy looked at the roti, and 
just went ''Euch!" we had to talk about that. Later y'ou 

@ mentioned the New Friends chapter, and we studied that 
particular chapter, and it helped. But how to react! 
when you try something that's different is still an 
area of difficulty. 

Interviewer: 

It sounds like the way you've handled these kinds of 
things has been to bring them out into the open, to a 
level where they can talk about them. 

Teacher : 
< 

We tried to do that throughout the program. If there' 
was a problem, instead of covering'it up, we tried to 
bring it out into the open and discuss it. And that's 
true with slurs or anything eFse too. We always 
discussed them. 

) 

Summary d ,  

This teacher developed a comprehensive program of which - 
parent involvement was an integral component. Initially 

focusing on studies of selected culturesthrough the 

planned theme days such as Indo-Canadian day, she. 

ter participating in a staff discussion that the 

approach was too limited or superficial. The program was 

then expanded to incorporate such concepts as that of the 

human family with its common needs and diverse ways of 

aeeting those needs. A multicultural approach was also 

integrated into other subject areas, such as music. 



Kinderqarten Teacher: 

Plannins. 

This teacher planned to incorqorate a number of 

multicultural activities into the kindergarten program. 

Among the activities considered were: 

(a) the incorporation of folk songs into the music program 

/ 
d 

( b )  a family tree project to be completed as homework with 

the assistance of parents 

(c) a festival of foods, toys, clothing, favorite words (kn 
\ 

a language other than English), or other form of sharing 

session 

( d  ) acknowledgement of special occasions, possibl~ through 

daily magic circle discussions 

t e ) '  a class calendar indicating the special days of children 

in the c f m s  

( • ’ 1  stories from various cultures. 

Implementation. 

The story of "Me and My Family Treev became an 

important one in the classroom. Starting with the theme 

that grandparents go back for generations, the children 

moved on to the more traditional method of showing the 
4 

family tree. Among the concepts incorporated into the study 

was that of inherited traits, 

In one lesson the children were instructed, "Now close 

your eyes and think. How many people are in your family 

that you know?" Counting either nuclear or extended 



families as they chose, each child placed a sticker by the 
_CC 

appropriate number for their family. 

Later the teacher said to the children, "Now think for 
. d 

a moment. When you did your family trees, were all of your 

mummies and daddies born in this country?" The children 

were then asked to talk to their parents again to find out" 
- -  

where they were born. , 

Interviewed at the conclusion of the project, the 

teacher herself described her program. 

* Teacher: *. - 

I suppose out of everyone's program I was the most ad 
hoc, because I felt I had the fewest resources to draw 
upon. Initially we had set about to establish the 
children's backgrounds through the use of family trees. 
Seeking that information we would then develop the 
program from there. I had previously done in the fall 
a whole unit on "mew and differences and likenesses 
amongst the children in the classroom. We had already 
talked about some cultural differences amongst the 
children in the ciassroom. This was almost a review 
for a lot of t em. The family trees came back fully 
filled out whic a was nice to see, but the problem 
became one of mechanics as t,o how we were going to take 
the information from the sheets and use it in the room. 
Five year olds not being able to read, translating that 
information from paper to t h ~  verbal, was a lot more 
difficult than I anticipated. Some of the activities 
were not as successful as others. The one talking 
abouJt family trees was somewhat abstract for them at 
this point. In retrospect, it was probably not the 
best activity to do with them. I 

We then went on to more simple kinds of activities 
that I felt would generate more discussion, which was 
probably the most beneficial thing we did. The poster 
of the Kodak babies generated a great deal of language 
and awareness of babies, the differences, and the many 
many likenesses that babies have with one another. 
That was the most valuable activity in getting them to 
relate babies and grown-ups, and likenesses and 
differences amongst the kids. 



Interviewer: 

From what you described, what did you see as the 
highlights or the strengths? 

Teacher: 
I P 

I think the strength was in the baby picture, because 
so many of t,hem have cabbage patches, and with the 
cabbage patch itself coming in colors to signify 
different races, it was useful for the'm to talk about 
babies of different ethnic backgrounds and colors. 

Interviewer: 

Would you use that as the jumping off point again? 

Teacher : 

I would use that as the beginning of the dis~ussion. 
With the younger children I think I might use cabbage 
patch dolls, since they are so prevalent in the school 
and many children have the ones that have dark skins as 
opposed to the light skinned ones. 

* 
Interviewer: -- 

Were 'there any 'problems? 

Teacher : 

One problem was having material for them that they 
weren't able to read. The kinds of visual material 
that didn't require reading ability pr<obably would have 
been a lot more beneficial. I don't think they saw the 
songs or anything else as being anything different from 
what we did. There really wasn't a delineation - 
which might be good - betveen the multicultural things 
and the sort of normal regular kinds of things we do. 
The books were the same. Also, they didn't see the 
books as being anything different - which maybe was 
good. There wasn't a label on them. 

Interviewer: 

So it's kind' of integrated into the world of what you 
do, anyway. 

Teacher : , c 

A lot of the kindergarten currLculum is set up that way 
anyway, for an integrated day. You don't have a 
delineation between the types of things you do. 



Summary. 

This teacher found that there was a shortage of 

multicultural resource materials at the kindergarten level 

available to her. One item which she found useful was the 

Kodak baby picture. She used this to stimulate students to 

note and discuss the many similarities and the differences 

between the babies Ln the pictu,re. 

The teacher also noted that. she tended to integrate 

multicultwal activities into the ongoing kindergarten 

program, rather than to set them apart as something special 

or: distinct. 

School ~'rincipai 

The active support of the principal for the school's 

multiculturai focus in general and for this project in 

particular was an important •’actor in establishing, shaping, 

and maintaining the program. 

'From the beginning, b e c a ~ e  she stepped aside - - 

physically leaving the meeting room to allow the staff to. 

decide whether'or not to participate in the project, it was 

clear'that collegiality and professional respect v e r e  to 

'characterize the process in which we we're engaging. The 

staff vere participating in the project because they had 

made a professional decision to do so, and it was on this 

basis' that the project' proceeded. 

The principal put the project on the agenda for staff 

meetings, took a keen interest in the round robin shaking 



sessions, and encouraged collaboration both between 

colleagues on staff and between teachers and myself. 

Immediately prior to implementing the project, the 

principal addressed a school board meeting held at the 
\ 

school, describing the multicultural program to date and the 

plans for the future.. She explained that the program was 

initiated as a result of concerns expressed by parents about 

overt expressions of racism in the neighborhood. While much 

h a d  been -learned over the past three years, the program was 

still developing. Anxious to avoid a hlt and miss approach 

to multicultural education, the school was now going to move 

on to the next step. 

As the project was implemented, the principal met . 

regularly vith me. At one such meeting we discussed the 

importance of encouraging teachers to tell me if the 

multicultural workload was too much for them to handle. The 

objective was to ihtegrate multicultural education into the 

curriculum. The concern was that added stress would 

discourage people. We also discussed the question of 

creating a multicultural ambience vithin t- school, and 

decided to raise it at t h e  staff meeting. Another topic was 

an additional objective that had emer-ged, that being the 

need to raise the status of Indo-Canadia~n children in the 

school, 

At another meeting we talked about a round robin 

session that had taken place in the staff room. The 
__-I 

principal noted that the teachers were happy with the 



discussion and felt that it was worth taking the time. 

There were a number of concerns that the teachers had been 

glad to air. 

Firstly, they had initially been worried that unless 

they went all out, doing a lot and doing it super well, they 

would somehow be letting me, as the resource person, down. 

Once the teachers recognized that multicultural education 

was really an,attitude or perspective that infused itself 

into all aspects of the curriculum, they realized that the 

multicultural programs they were implementing were actually 

serving as entry points. . The ten&y .points were important, 

but not the single focus of the program. This realization 

took the pressure off to produce super lessons every time, 
" > 

or in great numbers. As a result of the sharing that went 

on at the round robin session, the teachers left the 

discussion feeling better about their programs, particularly 

those who had been concerned that they weren't "doing 

enough". 

- The principal commented' that another worry on the part 

of some teachers was that they were "over-compensating" or 

trying too hard. 

Overall, she noted, the staff were pleased with the 

programs, and pleased vith the progress that they had made. 

She said that at her next meeting with the parents' 

committee she would take up the question of an eveninq 
r .P 

activity to share the program with the parents, She also 

suggest'ed that early in June there be a summary discussion, 
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similar in format to that of the sharing session. The 

discussion, she thb-ould incorporate the themes 

coming from the round robin se'ssion, a sharing of 

accomplishments and perceptions, and a discussion of where 

, to go the next year. 

Like the teachers participating in the program, she was 

interviewed. She was asked to give an overview of the 

program- as she saw it as the school principal. 

Principal: 

Yes, as a matter of fact because 1've been asked to 
describe our program a number of times to people on the 
telephone I've done a little thinking about it. Hy 
perspective's different obviously than the teachers', 
because I haven't been teaching any part of the 
program, so I know only what I hear from them and what 
I see in classrooms. 

I have a kind of a historical perspective on it 
now too, because we've been at it for three years. 
What seems to be occurring, or at least what's 
occurring to me now, is that this is the first year 
we've actually directly addressed the problem of racial 
attitudes, ar attitudes that belong in the area of 
racial prejudice. Although some of them may be a 
little soft, nevertheless that's vhat they are, and 
initially that's what we wanted to address when we got 
started. 

~ u r  early workshops with B.C.T.F people, and it 
was essentially people from the B.C.T.F that Ed May 
provided, addressed more ,he richness of cultural 
diversity and knowledge about other cultures, unique 
features of other cultures, so that ve were into a .lot 
of things like celebrating holidays, learning dances 
and music, and that kind of thing fro~&ther cultures, 
and we felt a little bit uneasy by the fact that we 
didn't seem to be going at the things we most wanted to 
address. 

This year that's changed essentially, and I think 
it's changed because the programs are in the 
classrooms, rather than a vhole school theme that 
culminates in some sort of assembly or festivity or 
something like that. What seems to be happening in the 
classrooms is that materials are being used that 



- 
provoke discussions that brlng out some of the 
attitudes that kids harbor. Then there's an 
opportunity to discuss those, to play simulation games 
or role play and that sort of thing that develops a 
-little more empathy for what another person might feel. 
As a result we are actually influencing the kids 
attitudes this year more than we ever have before. 

It's hard to say in the past how much the things 
we were doing actually influenced their attitudes. 
Certainly they hadea better idea of what people from 
other cultures believed and perhaps a better idea of 
why they did the things the way they did, but whether 
or not they were getting at any o f  the kinds of things 
that sometimes result in a racial slur I'm not too 
sure, and I think bhis year ve have. 

I think that in particular I like the simulation 
game that [the year seven teacher1 used, because it 
addressed very specifically the kindsaof things that 
are most common, like why don't people assimilate 
immediately when they come to a country. We're now '\ doing what ve really hoped to do, and it's beginning to 
gel'. We have a stronger sense of where ve!re going. I 
know that two of the teachers that a r e  leaving this 
school plan to get a program going in the schools 
they're going to. Everybody's really developed a 
commitment to doing multiculturalism one way or 
another, which means that we probably don't have to 
formalize things too much to maintain in the future. 
There'll be a natural push to do that. 

Interviewer: 

What you said about multiculturalism alone, versus 
dealing with some of the problem3 to do with racism, 
and the need to have that happening at the school-based 
level I think is a good thing to have in mind, and in 
the classroom rather than just events oriented, so that 
it relates directly to the children who are 
participating. 

And you know it would seem to me that we have a better 
chance of altering kids' attitudes if the program is 
integrated. In other words it becomes a way of talking 

. * about issues. It becomes a way of thinking about 
people who perhaps dress differently, speak a different 
language. We'll probably be more successful if we can 
maintain that. That's my own perception. 



Interviewer: 
C 

So that by integrated you mean integrated into the 
regular, ev~ryday life of the classroom. 

Yes, so that multiculturalism doesn't become a separate 
subject area. In other words, I still think we need to 
use the entry points, so that we have ~omething to fall 
back on when an issue comes up somewhere else, but I 
think there's a bet&er chance of actually having some 
lasting effect on the kidst attitudes if it becomes an 
integrated part certainly of social studies and 
literature at least. That's the way we felt initially 
really. I can remember conversations about, ttTh.erets 
lots of stories in the reader. There's lots of 
materials in the social studies program that we should 
be using now,'' but we didn't know how. Somehow the 
materials we've used this year, some of which aren't 
even really multicultura~ism per se, like New Friends, 
slmply [focus on1 inter-relati~ns~ips. But those kinds 
of things address the same issues. I'm really hopeful 
that eventually that's vhat it'll become. 

I don't know how you make a program like that grow 
though. It has to start at the grass roots, I think. \ 
Somehow or other every school's got to go through some 
of the same struggles we have, I suspect. - 

Interviewer: ---- 

People have to become involved and make a personal 
commitment. 

Principal: 

Yes, and I have some reservations about whether or not 
that vill happen. Part of the reason that it happened 
here was that I felt skrongly about it. When the 
request came from the parent group to address vhat they 
sav as racist attitudes in their community, not so much 
at school but outside of school bounds and school hours 
in the community, that appealed to me in the first 
place. I didn't have a lot of reservations, didn't 
know hov, but right away wanted to try, and didn't have 
a lot of difficulty convincing the rest of the people 
on staff either, although other teachers were certainly 
uneasy about it, but they nevertheless wanted to 
address it. There wasn't any resistance to that. 

Unless something like that-was generated in 
another school, I'm not just sure. I think something 
has to be done though, June. I don't know how. But I 



do hope that somehow or other, if you are working at- 
the B.C.T.F and those people are already into it, that 
something can be developed that will get other schools 
doing something similar, or at least doing something. 

Interviewer: 
B 

It is the question of selling the program, or of 
selling the approach more than the program. 

Principal: 

Yes. And like a lot of programs, it's the 
implementation. In the first place, a 
multiculturalism program isn't really well defined. 
There's no curriculum anywhere. That makes it more 
difficult anyway. But almost all implementation that 
goes well starts out with a few schools doing something 
that they get high on, and selling it to other people. 
These are merely the baby steps I think, in terms of 
the program provincially. 

Interviewer: 

1''m just going to back up a little bit. Three years 
ago the parents' group approached you and expressed 
concern, and it was at that point that 9ou became 
really interested and committed to doing something, and 
took it up with the staff. This has been an ongoing 
thing for three years, and you've been gaining momentum 
continually through those three years. 

Principal: 

Yes. The parent group approached me at a small parent 
meeting, a dozen people or so, in Hay or June of my 
first year here. This is my fourth. I wasn't 
forewarned or anything. What I said to the parents at 
that time was, "Leave that with me now. We're going to 
explore what we can do, and I will get back to you on' 
it." 

t 

We ?souldntt do anything immediately, although [the 
kindergarten/year one teacher1 and I decided that the 
following year in September we were going to start with 
transactional analysis' f ~ r  tots. 

Then we planned some of our non~nstructional time 
the following year for resource people to come in and 
give us some ideas about where to go and what to do, 
In that first year we had a lot of resource people come 
into the school and do things with the kids; The 
second year we did the Chinese New Year for two weeks, 
and also had resource people. We didn't have what I 



felt was any kind of program or any sense of direction 
in last year and the year before, although we were 
trying-things. 

It's this year, and certainly with your help with 
all the materials you brought in, that things have 
developed into something I would call a program more 
than anything I ever did before. 

Interviewer: 

I think ve've covered what you see as the strength. 
You're moving towards addressing not just 
multiculturalism but racism. 

And integrating it. I think that's really important. 

Interviewer : 

And integrating it in50 the day-to-day life of the 
school, and the durriculum. We haven't talked too much 
about what problems might have come up in this process. 

Principal: -- 

I think our biggest problem up until this year was some 
frustration about vhat we weren't accomplishing. We 
were being, even last year touted as the school with 
the multicultural program, and didn't feel very 
comfortable with what we were doing. I don't mean that 
we were unhappy with what we'd done. We simply didn't 
feel that it was addressing the things that we thought 
were most' important. 

And this is the first year really, that ve've seen 
little rays of light: children writing something or 
doing something that would sugdesk they're coming to 
terms with the fact that they belong to a minority 
group, or that they're developing some pride in that 
fact or that children are being more sensitive about 
the kinds of things they say and d o .  There seems to be 
more of that, or maybe we're ~ i l p l y  becoming more 
sensitized to the kinds of things to watch for. It's 
hard to tell. But for two years we had no great sense 
of sat isfaction and, frankly, were enbarrassed when 
somebody asked us to describe our program or help them 
out with a multicultural program, because we weren't 
particularly happy with it. 

We h a v e n ' t  r e a l l y  had any problems wit-h the 
parents. I wouldn't say we've had an enormously high 
interest level either. It's been an acceptance. A 



handful of parents are very high on the program, and 
not all, but most of them, are from visible minorities. 
They're the ones who tend to tell us that they're 
really pleased and that they see differences in the way 
their kids feel about themselves and feel about the 
school. 

But other than that, I really can't say that we've 
had any problems. Even though for a while at the 
beginning when you started here there were people who 
felt a great deal of pressure to be ready, to do 
something the days that you arrived, and that sort of 
thing. I don't think that's a problem. I think with 
any curriculum implementation there has to be a little 
coercive power to make people get on with it, 
particularly when they're hesitant. Once you get past 
that it'll manage itself. So I don't think that was a 
problem. I think it was a necessary condition. 

Interviewer : 

It was a stage that people had to go through till they 
got comfortable vith that. 

Principal: 

Yes. I simply don't think we'd have done it, or at 
least not as much and felt as good about it, or as 
committed to it, nor vould'we have as clear.an idea as 
we have right now, if we hadn't gone through that. I 
think j t 's necessary. 

Summary. 

The principal played a central role in the 

establishment and implementation of the school's 
B 

multicultural program or focus and this project. As a 
- 

t 

result of her experience over the past three years, leading 

up to and including this project, she identified two 

elements which she considered to be critical to the 

successful implementation of a program of multicultural . 

education, The first of these vas to address the issue of 

racism directly. The second vas to integrate a 

multicultural. approach into the life of the school and the 



curriculum., rather than to establish it as a separate 

entity. 
- 

Initially, the multicultural program had consisted of a 

kind of school-wide celebration of diversity, with efforts 

to learn about and study various cultures through 

participation in such events as Chinese New Year. This 

year, the classroom was the site of much of the activity. 

Viewing the multicultural curriculum materials utilized as 

jumping off places towards an integration of 

multiculturalism throughout the curriculum, the principal . 

felt that they had come closer to achieving their initial" . 
goals. 

Parent Meetinq 

Parent involvement and reaching out to parents and the 

community as resources were important considerations in the 

project. It was, moreover, the concern expressed by parents 

regarding racism in the community that had first inspired 

the staff to tackle the issues of racism and 

multiculturalism. It was therefore not surprising that the 

staff decided to share with parents information about their 

multicultural programs, and also to ask for feedback and 

ideas from the parents. 

A parents' meeting was organized far the end of Hay. 

The agenda was to include: 

( a )  a viewing of the movie First Face ( 7  minutes) 

Cb) an overview of the multicultural program by the school 

p r i n c i p a l  



( c )  a t h a n k  you t o  s t a f f  and  p a r e n t s  by J u n e  Williams 

( d l  a  v i e w i n g  of t h e  b e g i n n i n g  of t h e  v ideo  Nev C a n a d i a n  Kid 

( e )  d i s c u s s i o n  g r o u p s  l e d  by t e a c h e r s  and T o r g a n i z e d  

a c c o r d i n g  t o  l e v e l  

( • ’ 1  a  v i e w i n g  of  t h e  c o n c l u s i o n  of New Canad ian  Kid f o r  

t h o s e  i n t e r e s t e d .  

o n l y  n i n e  p a r e n t s  a t t e n d e d  t h e  m e e t i n g .  Of t h o s e  who 

a t t e n d e d ,  o n l y  f i v e  r g t u r n g d  a p a r e n t  s u r v e y  t h a t  t h e y  were 

g i v e n .  

The p r e p a r a t i o n  f o r  t h e  m e e t i n g  was t h o r o u g h ,  w i t h  

t e a c h e r s  g o i n g  t o  a  l o t  of work t o  o r g a n i z e  f i r s t - c l a s s  

d i s p ' l a y s  a n d  p r e s e n t a t i o n s .  

Though a t t e n d a n c e  was s m a l l ,  d i s c u s s i o n  was l i v e l y . -  

Some good p a r e n t  i d e a s  emerged,  i n c l u d i n g  t h e  s u g g e s t i o n s  
b 

t h a t  a s t u d e n t  exchange  be  o r g a n i z e d  l o c a l l y  between 

s t u d e n t s  of d i f f e r e n t  c u l t u r e s ,  and t h a t  t h e  c h i l d r e n  have  

t h e  o p p o r t u n i t y  t o  r o l e  p l a y  f o r  p a r e n t s  a t  a  s p e c i a l  

m ' u l t i c u l t u r a l  e v e n i n g .  

The t e a c h e r  p r e s e n t a t i o n s  were o v e r a l l  e n t h u s i a s t i c .  

~h~ y e a r  one/ two t e a c h e r  d e s c r i b e d  t h e  program s h e  had . 

t a u g h t  (New F r i e n d s )  a s  h a v i n g  c o n t r i b u t e d  t o  h e r  own 

p e r s o n a l  g r o w t h .  The y e a r  s i x  t e a c h e r  a l s o  commented on t h e  

g r o w t h  i n  h i s  ovn u n d e r s t a n d i n g  t h r o u g h  h a v i n g  t a u g h t  khe 

j i g s a w  u n i t  on I n d o - C a n a d i a n s .  

The f i v e  q u e s t i o n n a i r e s  which, ver+e r e t u r n e d  were 

s u p p o r t i v e  of t h e  m u l t i c u l t u r a l  program. 



Staff Discussions "- 

Once the workshops were completed, the curriculum 

materials distributed, and the classroom programs 

implemented, it was communication that fed the project. 

Some of this happened in special conference times that were 

- " set up for teachers to meet with myself, much of it happened 

informally between colleagues on staff, and some of the most 

important communication happened in rouna robin sessions at 

staff meetings. There were two such sessions. One was held 

midway in the project, and the other at its conclusion. 

At the first session, each teacher had the opportunity 

to describe her or his program. It was interesting to note 

that the first presentations were somewhat short and . 
tentative, and that the level of energy and animation 

increased greatly as the discussion proceeded and people 

became excited by what they heard from one another. 

One of the,most important functions of the meeting was 

to establish or intensify the level of communication and 

collaboration between teachers that was to become 

increasingly characteristic of the project. 

There were some other interesting outcomes. The 

teachers came to a general conclusion that while they had 

been unsure at first of expectations, they now felt that one 

of their common goals was clearly anti-racism. They saw 

empathy-building as an important aspect of this. They 
- 

decided that they would like to have some sort of an evening 

for parents, perhaps a multicultural media night in which 



they would show thk resources they were utilizing and 

communicate some of the highlights that had happened. They 

envisioned planning such a meeting for late May or June. 

At the second round robin discussion, held as the . .  

project came to a close, teachers informally evaluated their 

programs, mentioned some of their favorite resources, and 

moved on to a preliminary discussion of their plan for next 

year. Same of the highlights of that session are summarized 

below. They are not tied to specific teachers as there was 

naturally an overlapping as a nu~ber of major themes emerged 

from the discussion: 

(a) The multicultural study was valuable. 

(b) Parents were good resource people. 

( c )  The project brought multiculturalism into the 
d 

curriculum, lnstead of handling it on a "special eventw 

basis. This legitimized it and avoided a "hit and missft - 
approach. Special occasions could emerge as an outgrowth of 

what you were doing in the classroom. 

ti> ( d )  Sharing among one another was important. 

(e) Co-ordination was also important. ) 

( • ’ 1  In order to arrange and maintain the program next year, 

it .would be useful to take time- to plan in September, thg 

way that we had this year in February. 

(7) In planning it would be useful to look again at all the 

available materials, and to plan ,ahead so that there 

vouldnft be repetition over time. 



Concluding Comments :. 

The multicultural focus was not new to this school; in 

fact, this was the third year of such a focus. What the 

project did was to move the focus into the classroom in a 

more methodical fashion, supported by human and material 

resources and utilizing a collegial and collaborative 
t 

approach . 
Each enrolling teacher implemented a unique 

. . 

multicul.tural program developed or adapted to meet the 

specific needs of her or his situation. For some, the 

program served as an entry point, with multiculturalism 

infusing many aspects of the curricuJum. For others, it was 

a specific subject or was incorporated into a specific 

subject area. This flexibility allowed teachers to make 

choices in accordance with their own experience, philosophy, 

and so on, as well as with the demands of their teaching 

loads and the needs of their students. 

An additional component of the over* program was the 

unwavering dupport of the principal, who gave unstintingly 

of her time to support all aspects of the program and always 

focgsed on the needs of the students. 

Particular aspects of several programs made them stand 
I 

out. In the year six classroom, where jigsaw learning was 

used, process was as tmportant as content. In a year 

one/tvo program, the students1 own experiences were the - . 

basis of much of the activity and discussion. In a year 

three/four classroom, the teacher's background provided the 





Chapter 5. ~ i n d i n ~ s  

Intcrvicws wcze used as a vehicle through which eLtch . - 
teacher could reflect upon and communicate thoughts and 

feelings both on the individual programs that she or he 

implemented and on the project as a whole. Some teachers 

also made comments in other settings, such as a written 

statement addressed to the researcher or a comment made on 

the local cablevision program. These perceptions, support 

the data emerging in the interviews, and so have si:mply been 

incorporated under the appropriate topic. 

The questions asked in the interviews appear below, 

with the teacher responses summarized under each one. 

Excerpts quoted have been edited, where necessary, to 

achieve clarity of meaning or brevity. 

Quest ion: 

Have you shared aspects of yo-ur program or discussed - 

your concerns informally with any other staff members? 
If so, what have you gained from this experience that 
is useful to you? 

Three primary teachers (kindergarten , kindergarten/one 

and one/tvo) talked together informally frequently, u s ~ d  

parts of one another's programs, shared materials, and 

picked up a lot of ideas. What they didn't use of each 

other's this year they planned to use next year, for 

instance, materials from the ~ i v i d u a l + D i f f e r e n c e s  and Hey 

F r i e n d s  programs.. The year two/three teacher showed her 

Fijian slides and artifacts to the year one/two students at 

the same time as to her own class. One of the primary 



teachers summed up this co-operation: "the discussion really 

heightens your awareness about.the program itself and what's 

available and the problems that arise." 

The year three/four and the year five teachers shared a 

lot of the preparation for their programs, as in viewing the . 

films together and planning the questioning techniques they 

might use. They also brainstormed possibie follow-up 

activities, especially when they were not satisfied with 

class discussions on a previous lesson. Their discussinns 

contained an evaluative component, and they would discuss 

ideas for change for the following week. 

The year six teacher said, "I .think one of the things 

that we've tended to share a lot is the emotional feelings 

of the children as they've responded to the material that 

we've presented . . . . "  He particularly mentioned the 

children's enthusiasm over the leqson on family trees. 

The year seven teacher commented, "Everybody was really 

good about sharing things and knowing that we had a 

co~mit,ment t o  work on i t  together, and so i f  somebody was 

stuck [the others1 just filled in.tt When the year 

three/four teacher wasn't sure about doinq Ukrainian Easter 

eggs, she said by v a y  of  example, the year seven students 

worked with the three/fours. "There was more commitment," 

she continued, "because everybody was doinq it . . .  people 

could complain together,TiSt they could also see the 

strengths of it together." 



The principal felt that the project led to increased 

informal communications. 

Question: 

Do you feel that the staff meetings in which people 
described their programs and discussed their concerns 
were useful to you and others? If so, would you please 
describe the elements of those discussions that you 
found to be useful? 

The entire staff agreed that the staff meetings were 

useful, because in discussing what they had done with regard 

to multiculturalism, they recognized how much they had 

accomplished, increased their awareness of what 

multicultural education was, and felt spurred on to the next, 

lesson. They enjoyed hearing not only about what others 

were doing 'in their classrooms, but also about the'ir 

feelings concerning what they were,doing. 

The kindergarten/year one teacher felt that where she 

had been working in a superficial way focusing on such 

things as foods and dances, as a result of the staff 

meetings her program had gained more substance, 

incorporating such elements as the building of empathy with 

visible minorities and the developing of means to deal with 

racial slurs. Talking about the Individual Differen- 

program and finding out what else was available and what 

everyone else was using helped4her find the direction she - 
,wanted to go. 

The year o n e / t w o  and year two/three teachers saw the 

overlapping of materials from different viewpoints. Whereas 

the year one/two teacher wanted the school to get more 



materials that could be applied from kindergarten to year 

seven so that the pupils could be exposed to the same 

materials from year to year because "they take in only so 

much each year," the year two/three teacher didn't want the 

children saying, "Oh, we've had those films!" She wanted 
- 

definite material taught in each year. 

The year six teacher 'summed up the general staff 

feeling about the value of the staff meetings: 

I think that the staff meetings have been one of the 
great strengths of what's happened this year. 
Certainly in specific terms I don't think that's been a 
great help in teaching, but . . .  it's communicated the L 

enthusiasm that the rest of the staff have for the 
programs that they're teaching, their personal 
experiences in the classroom. And that's one thing 
that is not shared, especially on an on-going basis in 
*any other subject area. And I-think that what we're 
doing in multiculturalism is actually a fantastic model 
for all the other areas of the curriculum, and I wish 
we could do more of that. 

The princiyal responded, "I- would like to see us 

continue [staff discussion1 at almost every staff meeting 

next year. I know that sometimes there just won't be all 

that much to share and other times there will be more,, but 

you just put it on the agenda every time, and see i f  there 

isn't something somebody's done that was particularly. 

effective or some materials they've discovered. Keep the 

dialogue going." 

Question: 

Do you think that the program had any impact on your 
teaching? If so, please describe your thoughts and 
feelings on the subject? 

. The teachers unanimously agreed that the program had an 

impact on their teaching, 



The k i n d e r g a r t e n / y e a r  o n e  t e a c h e r  f o u n d  t h a t  h e r  

c h a n g e d  s o c i a l  s t u d i e s  p rog ram was s o  much more r e l e v a n t  a n d .  
/ 

more f u n  f o r  t h e  c h i l d r e n .  She  a d d e d  t h a t  t h e r e  was a much 

h e i g h t e n e d  a w a r e n e s s  o f  wha t  o t h e r  t e a c h e r s  were d o i n g ,  a n d  

t h a t  t h e y  b e n e f i t t e d  b y  b o u n c i n g  i d e a s  o f f  o n e  a n o t h e r .  

The y e a r  o n e / t w o  t e a c h e r  s a i d  t h a t  a s  a r e s u l t  s h e  

would  a p p r o a c h  a n y  a s p e c t  o f  t h e  c u r r i c u l u m  i n  a 

m u l t i c u l t u r a l ,  a n t i - r a c i s m  s e n s e .  When s h e  would  t e a c h  

d i f f e r e n c e s  i n  f a m i l i e s ,  s h e  would i n c l u d e  d i f f e r e n c e s  i n  

c u l t u r e s .  

The y e a r  t w o / t h r e e  t e a c h e r  s a i d  t h a t  s h e  w a s  much more . 

a w a r e  of  t h e  d i f f e r e n t  e t h n i c  b a c k g r o u n d s  i n  h e r  c l a s s ,  a n d  

wha t  t h e  c h i l d r e n  a n d  t h e i r  p a r e n t s ,  a s  r e s o u r c e  p e o p l e ,  

c o u l d  c o n t r i b u t e  t o  t h e  c l a s s .  

The y e a r  t h r e e / f o u r  t e a c h e r  n o t e d  t h a t  when r a c i a l  \, 

p r o b l e m s  came u p  i n  t h e  c l a s s ,  t h e y  h a d  a  means of  
c 

a p p r o a c h i n g  t h e h u e s  a n d  t h a t  t h e r e  was much l e s s  n e e d  f d x  

c l a s s  d i s c u s s i o n s  t o w a r d s  t h e  e n d  of  t h e  y e a r  t h a n  a t  t h e  

b e g i n n i n g .  Fewer  i s o l a t e s  a p p e a r e d  i n  t h e  m o n t h l y  

s o c i o q r a m ,  s e e m i n g  t o  i n d i c a t e  improved  r e l a t i o n s  among 

s t u d e n t s .  

The y e a r  f i : ? e  t e a c h e r  s t r e s s e d  t h a t  h e  became a w a r e  o f  

how m u l t i c u l t u r a l i s m  c a n  be  r e l a t e d  t o  many o t h e r  s u b j e c t  

a r e a s  a n d  d o e s  n o t  h a v e  t o  be  t a u g h t  i n  i s o l a t i o n .  

The y e a r  s i x  t e a c h e r  s a i d 9  
.I 

I ' v e  b e e n  v e r y  i m p r e s s e d  w i t h  t h e  j i g s a w  a p p r o a c h .  I 
h a v e  d o n e  some s t u d e n t  t e a c h i n g  i n  t h e  p a s t ,  b u t  I 
r e a l l y  f o u n d  i t  t o  b e  a  v e r y  c h a l l e n g i n g  t h i n g  f o r  t h e  
c h i l d r e n ,  s e l f - d i s c i p l f n i n g  t h e m s e l v e s ,  a n d  I t h i n k  



I'll try it again. I would love to do this unit again, 
but I think I will also try it in some of the units 
that I have traditionally done as stations. It's a 
very efficient way of getting information across, and 
really involves the children. 

Reflecting further upon the use of this approach and 

its impact on himself as a teacher, he commented in writing: , 

As my work with this unit draws to a close this year, I 
reread the rationale to discover I only now really 
understand what this unit is about. I'm not sure how I 
missed it before, but if I am an example, using this 
unit has increasingly sensitized me to the problems in 
the curriculum. 

The year seven teacher said, "It's the first time I 

really aid a comprehensive program on the kids accepting 

different feelings and different cultures. There's really a 

variety of things coming out here'. They learned to do a 

character study in First Fse.. "How do you think the girl 

feels? How do you think the boys feel?" Most of them 

agreed 'that the boys probably never even thought of it 

[their racial attack on a young girl]. From there came the 

discussion on how, as teenagers, they are treated the same 

way, that people just think they're thoughtless and, [that ' 

they1 don't even think about what they're saying, and that 

sometimes the public sees them that way. They're things 

that the kids should talk about. 

Quest ion: 

What impact do you think the program had on your 
students? 

The kindergarten teacher commented: 

It improved their vhole sense of knowing about ather 
people and other cultures, but not so much that, it 
just gives then a love of music and a.  love of 
literature, vhich overall I think is as important as 



i n s t i l l i n g  t h e  s p e c i f i c s  o f  m u - l t i c u l t u r a l i s m ,  b u t  a l s o  
g i v i n g  them t h e  s e n s e  t h a t  t h e r e ' s  v a r i e t i e s  o f  t h i n g s  
o u t  t h e r e  t h a t  a r e  r e a l l y  good t o  l i s t e n  t o  a n d  t o  see .  . 
And i t  d o e s n ' t  m a t t e r  wha t  t h e y  a r e .  I t ' s  t h e  f a c t  
t h a t  t h e y  a r e  good q u a l i t y .  - 
The k i n d e r g a r t e n / y e a r  one  t e a c h e r  r e p o r t e d  t h a t  t h e  

s t u d e n t s  had more empat.hy f o r  v i s i b l e  m i n o r i t i e s  a n d  f o r  new 

c h i l d r e n  coming  i n t o  t h e  s c h o o l :  

Because  of  t h e  i m p a c t  o f  F i r s t  F a c e ,  t h e y  were  more 
* 

a w a r e  o f  how v i s i b l e  m i n o r i t i e s  f e l t .  I know t h e y  
were. 

They a r e  more i n t e r e s t e d  i n  o t h e r  g r o u p s  now. F o r  
i n s t a n c e ,  a  l i t t l e  boy  who is  p a r t  German a n d  p a r t  
Mexican had  a l w a y s  d e n i e d  t h e  Mexican  p a r t  o f  him, a n d  
he a l w a y s  s a i d ,  " I ' m  German, I ' m  Germantt b e c a u s e  h i s  
f a t h e r  had a l w a y s  s a i d  t h a t  he  was German. H i s  m o t h e r  
was t e l l i n g  me t h a t  a f t e r  t h e  e x p e r i e n c e  w i t h  t h e  
Mexican Day, he  s a i d  t o  h e r ,  "You know, I ' m  Mexican 
t o o . "  H e  was p r o u d , o f  b e i n g  Mexican  a s  we l l .  He was 
r e a d y  t o  wear  t h e  c o s t u m e ,  a n d  s h e  s a i d  t h a t  up t o  t h a t  
p o i n t  he  h a d n ' t  b e e n .  

The o t h e r  t h i n g  is  t h a t  t h e y  a r e  r e a l l y  i n t e r e s t e d  
' 

i n  h e a k i n g  v o r d s  f rom d i f f e r e n t  l a n g u a g e s  now. They  
know how t o  c o u n t  i n  J a p a n e s e ,  a n d  t h e y  know a few 

-- S p a n i s h  words ,  a n d  t h e y  r e a l l y  l i k e  t o  h e a r  new w o r d s .  
They t h i n k  t h e y ' r e  j u s t  g r e a t ,  b e c a u s e  t h e y  c a n  d o  t h a t  
S a t u r d a y  N i q h t  [ s o n g ]  i n  a l l  t h e s e  d i f f e r e n t  l a n g u a g e s .  
P 

The y e a r  o n e / t v o  t e a c h e r  r e s p o n d e d  t h a t  t h e  c h i l d r e n  

were  more open  a n d  s e n s i t i v e :  

They t a l k  more f r e e l y  and  o p e n l y  a b o u t  t h i n g s  d u r i n g  
f r e e  p e r i o d s  o r  a t  l u n c h .  T h e y ' r e  w i l l i n g  t o  t r y  
d i f f e r e n t  f o o d s .  1 f . s o m e o n e  b r i n g s  i n  s o m e t h i n g  
d i f f e r e n t  i n  h e r  l u n c h  that h e r  mum's made, t h e y ' r e  
w i l l i n g  t o  t r y  i t .  I t ' s  a n  o n g o i n g  t h i n g .  Once you 
i n t r o d u c e  s o m e t h i n g  i t  d r i f t s  i n  a l l  t h e  t i m e  a f t e r  
t h a t .  1t2 r e a l l y  h a s  made a n  i m p a c t  o n  t h e  s t u d e n t s .  
A S  s o o n  a s  you make a  b i g  d e a l  a b o u t ' s o m e b o d y f s  o u t f i t  
from a n o t h e r  c o u n t r y ,  you f i n d  t h a t  you've g o t  two  
o u t • ’  i t s  t h e  n e x t  d a y ,  a n d  a n  o r n a m e n t  • ’ ram a n o t h e r  
c o u n t r y .  I t  k e e p s , i t s e l f  g o i n g .  From a l l  of t h o s e  

v .  

t h i n g s  b e i n g  b r o u g h t  i n ,  t h e n  t h e r e ' s  o  many 1es son . s  
t o  d o  f rom t h a t .  I t ' s  j u s t  i n f i n i t e .  \ 

It's n o t  p e r f e c t ,  b u t  a-t l eas t  t h e y  h a v e  opened  up  
t h e i r  e y e s ,  a n d  I f i n d  t o o  t h a . t  t h e  k i d s  a r e  c ' heck ing  



each othef a bit more. If somebody says something mean 
to somebody, it definitely gets reported to me. 

The year two/three t e a c h e ~  thought that the students 
9 >, 

' had learned to identify prejudice and discrimination, and 

referred to the way the children treated an Indo-Canadian 

child in the class. "If anyone says anything to her', 
- 

they'se really very quick to get on his or her back. At the 

beginning of the year they weren't too thoughtful to her. . 
Now she has more friends." She also thought that the 

children had gained a greater understanding and awareness of 

different cultures. 

The year three/four teacher was uncertain of the impact 

of the program, saying "I'm h o p i n g  that it does help them 

- - -  t'hink that we all do have likenesses and differences, and 

that they will have more respect for each other. I feel 

that it has, but whether it really has is -difficult to 
ii 

gauge." She did credit the program with the fact that 

relations among students had improved, according to the 

sociogram which ,she did monthly. 

The year 'five teacher responded that "It's certainly 

made them more aware of likenesses and differences among 
* 

people, and hopefully~it's given them a chance to think 

about the positive aspects of being .different, and also the 

' similarities among people. I'm not totally sure of vhat , 

- impact it's had on them in terms of the playground and in 

the classroom. I 'm hoping it has, and I'm sure it has to an 

extent. When a situation does-arise, I can relate back to a 
3 



discussion that we had, and it gives them a basis to work 

from." 2- - 
The year six teacher felt that while it was difficult 

to know what the impact was in the short term, the efforts 

made at this point could signal the beginning of changes 

that would take place later: 
m 

It's really difficult to tell in a short term, 
what impact has developed. I'm trying to be careful 
not to have too great expectations in terms of 
behavioral changes, visibly watching attitudes change. 
You do see some softening and some awareness with some 
children, in terms df dealing with one another. I 
think that basically the main objective should be to 
put across the information, to develop the 
.comprehension and understanding of the background of . 
the different peoples involved. Just lack of ignorance 
changes attitudes, and even if it doesn't change it 
straight away I think that there will be a long term 
effect on these children, especially if they continue 
to have multicultural education. Their increased 
awareness and increased knowledge will stop them 
agreeing with assumptions that other people naturally 
make, because they'll know better. When other people 
make racist commerits about clothing or generalizations 
about groups of people, they'll know better. Even 
though they may not outwardly express it at the 
beginning, they'll know in themselves that that's just 
not true. That, I think, is the beginning of 
behavioral changes later. 

One thing that goes along with the who-le objective 
of the program is the working with the jigsaw groups. 
It reirrforces the awareness of other people, the 
responsibilities dealing with- other people. Through 
the activities [of the jigsaw process1 the information 
that you are putting across, concerning-Indo-Canadians, 
is reinforced. They must be aware of the feelings and 
the responsibilities they have to the other people in 
the group. There's a great mirroring effect there. 

The year seven teacher expressed the view that the 

impact of the program varied, depending on the student: 

On some students it had a significant impact.' On 
others, like the one I said that wasn't going to change 
her eating habits for anything, that kind of closed 
mindedness probably is remaining within her other 



d e a l i n g s .  I c o u l d  be  wrong on  t h a t ,  b u t  t o l e r a n c e  and 
open  m i n d e d n e s s  was what  I r e a l l y  wan ted  t o  t e a c h  o u t  
o f  i t .  Would t h e y  be  o p e n  minded a b o u t  t h i n g s  a s  yukky 
l o o k i n g  as r a i s i n s  i n  g i n g e r  a le?  Some o f  them a re  a 
l i t t l e  b i t  more t o l e r a n t .  T h e y ' r e  a l o t  more 
r e s p e c t f u l  o f  what  o t h e r  p e o p l e  t h i n k .  The t h i n g  t h a t  
a l w a y s  w o r r i e s  m e  is t h a t  t h e y  can  be  r e s p e c t f u l ,  b u t  
t h e y  c a n  s o m e t i m e s  s t i l l  s a y  h u r t f u l '  t h i n g s .  T h a t  
w o r r i e d  m e  i n  t h e  m i d d l e  o f  some o f  t h e  d i s c u s s i o n s .  

I ' d  say i t  was a b e l l  c u r v e .  The o n e s  t h a t  
l i s t e n e d  a n d  t o o k  e v e r y t h i n g  i n  d i d  c h a n g e .  Now t h e y  
probably had  more t o l e r a n t  a t t i t u d e s  t o  s t a r t  w i t h .  
And s o  you  m i g h t  h a v e  more o f  t h e  c u r v e  moving  t o w a r d s  
t h e  c h a n g i n g .  Move t h e  b e l l  of  t h e  c u r v e  o v e r  t o v a r d s  
improved  a t t i t u d e s ,  I ' m  n o t  s u r e  w e  d e a l t  w i t h  t h o s e  
o n e s  a t  t h e  b o t t o m  o f  t h e  c u r v e .  A l o t  o f  i t  h a s  come 
f rom home, a n d  y o u ' r e  n o t  g o i n g  t o  c h a n g e  a n  a w f u l  l o t  
o f  t h a t .  H o p e f u l l y  f o r  t h e  p e o p l e  t h a t  n e e d e d  L O  f & l  
b e t t e r  a b o u t  t h e m s e l v e s ,  t h e y  d i d  ge-t s o m e t h i n g  o u t  of 
i t .  

Q u e s t i o n :  

Do you t h i n k  t h e  'p rogram a f f e c J e d  o t h e r  s t a f f  members? 
I f  s o ,  p l e a s e  d e s c r i b e  y o u r  p e r c e p t i o n s  of  what  
o c c u r  red?  

The k i n d e r g a r t e n  t e a c h e r . m a d e  t h e  o b s e r v a t i o n  t h a t ,  of  

a l l  t h e  s t a f f s  s h e  had  e v e r  b e e n  on,  t h i s  was t h e  most  open  

. a n d  w i l l i n g  n o t  o n l y  t o  t a l k  a b o u t  m u l t i c u l t u r a l i s m  b u t  a l s o  

t o  a d d r e s s  t h e  i s s u e  o f  r a c i s m .  

The k i n d e r g a r t e n / y e a r  one  t e a c h e ( 1  f e l t  t h a t  t h e  f a c t  

t h a t  e v e r y o n e  was s t a r t i c n g  s o m e t h i n g  new had g e n e r a t e d  

i n c r e a s e d  i n t e r e s t ,  a w a r e n e s s ,  a n d - e n t h u s i a s m .  She n o t e d ,  

a s  a n . i n d i c a . t o r  o f  t h a t  f e e l i n g ,  t h e  f r e q u e n t  i n f o r m a l  
% 

e x c h a n g e s  t h a t  t o o k  p l a c e ,  e v e n  i n ' t h e  h a l l w a y ,  r e l a t e d  t o  

the m u l t i c u l t u r a l  p r o g r a m s  t h a t  p e o p l e  were imp lemen t inqc .  
2 

The y e a r  o n e / t w o - t e a c h e r  a l s o  e x p r e s s e d  t h e  v i e w  t h a t  

t h e  p rog ram had g i v e n  t h e  s t a f f  s o m e t h i n g  new t o  t h i n k  

a b o u t ,  wh ich  had  g e n e r a t e d  a n  e n t h u s i a s m .  She s t r e s s e d  t h a t  



- 

the sharing sessions had really helped in this regard, and 

said that what she really enjoyed was nthe camaraderie of it 

all," the sense of coming together as a group. 

The year two/three teacher found this difficult to 

gauge, but felt that the program expanded peoplets teaching 

abilities. She saw the fact that people got together to 
- u 

discuss things and exchange ideas as positive. 

The year three/four teacher thought that the program 

had helped the staff to further their understanding of 

multiculturalism, of the students, and of one another's 
a 

backgrounds, and to have respect for that. "We've come a 

lot closer to understanding what it's all about,ll she said. 

The year five teacher commented that the program had 
- 

'"affected the staff in a very positive way," noting that, 

"everybody seemed really excited about what they were doing, - 

and just generally felt good that they were contributing in 

some way, and at least doing something about it." 

The year six teacher noted that he had seen teachers 

from a number of d l  ferent cultural heritages become very /f 
1 

enthusiastic abouba-the program, on a personal as well as a 
>= _. 

professional level "That," he said, "makes for very 
1 

effective teaching and very rewardlng teaching." 

The year seven teacher ,thought that many staff members 

had gained confidence. "There was a lot of tentative 

feeling about it," she said, concluding that l1[now1 

everybody feels more confident, and really more together 

about it all." 



Quest ion: 
F 

Do you plan todntinue a program in multicultural 
education in your classroom in future years? If so, 
taking the above questions into consideration, how 
would you change it from the program you implemented 
this year? 

There was a resounding flYes,ff from all the teachers and 
P 

many ideas of what they would do with the program In the 

future: 

(a) development of a well-planned program, to begin in 

September and continue through until June 

( b )  utilization of many different entry points 

(c) integration into many subj~ct areas 
I 

(dl tracing of cuItural origins 

(e) celebration of many different special days 

( • ’ 1  a closer relationship with parents and increasing parent 

involvement 

( g )  greater use of resource people from the community 

( h )  use of newsletters to reach-out to the community and 

extend the request for resource people 

( i )  walking field trips within the local community to see 

who is operating the laundromat, working "I the bank, 

and so on 
' F  

(j) field trips to various parts of Vancouver such as the 

Italian community, the Indo-Canadian community, and 

Chinatown 

.(k) visits into homes of different cultures 

(1) greater use of the library 

(m)-provision of more books and resources 'to the library 



L, $ 

(n) use of more films* 

. The principal said: 

~ e x t  year I want to have a look early in the year again 
at materials and see if there aren't some new ones that 
we might use, particularly at the middle grades, grades 
three, four, and five, .because that was where we had 

.the least choice in terms of materials. I'm hoping to 
ask the teachers to include in their previews what 
entry points they're going to use, and where tney see 
those relating t1o other subject areas. That will be 
speculation,*probably, because I expect some of that to 
happen incidentally. 

We'll proceed much the same way we have this year. 
We'll certainly be calling you and asking for advice 
occasionally. In September we want to have a meeting 
with you and see if there are any new materials we 
might try out. We'll keep track of what we're using, 
and then attempt toward the end of next year to assign 
certain materials to certain grage levels. Otherwise 
I'm afraid that what we're going to run into is a 
situation where kids are saying, "We've done this 
before." I know that you can do things from a 
different perspective or in more depth, but children 
get turned off if they think they're simply being re- 
run through something. That hasn't been a problem to 
date because we haven't used as,many of the materials 
before as we have this year. 

Question: 

How did your discuisions with me affect your program 
planning and implementation? How would ydu change the 
role which I played another time. What is the minimal 
support you think another staff might need in order to 
embark successfully on a similar project? 

The entire staff and the principal expressed 

appreciation for the support and encouragement received. 

Much of what they would require in future assistance from a 

resource person reflected the needs that had been fulfilled 

this past year. 

A resource person should be experienced and qualified 

but must also ha,ve a "soft approachw in order to explain the 

subtleness of this type of program. Right from the 



beginning he or she should bring in the element of anti- 

racism, and help teachers develop strategies to deaf with 

racial slurs. 

A resource person's basic role is to generate ideas, 

interest, and enthusiasm and to advise on format, lesson 

plans, and time scheduling. He or she is there to give 

direction, to get the program started and, possibly, to work 

in a lesson or two. If a teacher is uneasy about something 

or-feels at a standstill, i,t i s  important to be able to turn 

to someone to get help, even if it is by phone. 

Every teacher stressed that an important role of the 

resource person was either to provide resources or else the 

information on what was available. They also added t h a t  

after about the first month when the staff is feeling rather 
..a 

overwhelmed by everything'they w a n t  to do, a l l  the materials 

to be used, and all the time required, would be a good time 

for the resouice person t o  provide a vorkshop. 

It was realized that in the future a resource person 

would  not b e  , a b l e  to spend a g r e a t  deal-of time w i t h  the 

teachers, but the reactions varied from needing a visit once 

a week, once every two weeks, to once a month. 

O t h e r  ideas as t a  sources of support included 

recognition of the important role played by the school 

principal, the valu'e of planning and starting the program in 

September, and the need to provide time for the formulation 

of a bibliography of materiais avail in the school 

library. It vas also recognized tha came through 



sharing with one another, and through reaching out to and 

involving the community. One teacher described the 

prevailing feeling as that of a #pioneering spiritn, and 

stressed that for that to continue, it had to be 

-communicated to other people. 

Quest ion : 

What do you see as the key elements in a successful 
program of multicultural education? 

This open-ended question was addressed to the seven 

participating teachers. Responses were analyzed for the 

emergence of conmon themes relating to the establishment and 

maintenance of such a program. These themes are listed 

below, in order of frequency. 

( a )  willing, committed, enthusiastic staff................ 5 

( b )  common purpose, realistic goals . . . . . . . . . . . . . . . . . . . . . . .  5 
( c )  sharing, camaraderie, group discussions.. . . . . . . . . . . . . .  5 
( d )  duration, consistency, ongoing ........................ 2 
( e l  r e s o u r c e s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  2 

( f f  resource person.. ..................................... 2 
Several teachers also spoke of the goals of.such a 1 

program, three of them making reference to the building of 

respect, empathy, and understanding, and another to the 

recognition of bias and discrimination. 

Question: 

What advice vould you give to other individual teachers 
who were considering placing greater emphasis on 
multicultural education? 



The grade seven teacner said: 

I think that 1 m b 3 s ; t y  &ha& anykALn+LhaL- w a n t  
to do is better than nothing. A lot of people hold 
back on it Because they feel inadequate about it. Just 
go ahead and start with it. It's going to take awhile 
before they really feel comfortable with it anyway. I _ 

It's like doing your first math lesson teaching adding 
or multiplication, and until you teach kids all the 
relationships, until you see the relationships, nothing 
fits together. Nothing gels, nothing makes sense. 
Individually it does in your mind, but you don't see it 
un-ti1 you've done it for awhile. And it's the same 
thing with multiculturalism. I don't think it starts 
to mean anything to you until you actually have a lot 
more behind you. Then you see where you should have 
gone and what you should have done. 

Drawing on his experience of the past several years, 

the grade six teacher stressed the integration of 

multiculturalism i n t o  many areas of the curriculum: 

I WOUR~ encourage people not just to look at it as one 
area of the curriculum, but to get some objectives in 
mind and start looking at other subject areas for 
integrating what you're doing. A multicultural lesson 
can he from a reading story, social studies material, 
science, or, for example, in P. E. you can do games 
from around the world. ~he're are so many different 
ways of integrating multicultural education into the 
curriculum. 

He a l s o  felt it important that individual teachers 

trying to implement multicultural programs on t h e i r  own, 

find ways of sharing what they were doing, possibly with 

parents or other teachers. 

The importance of inteqra'tion into varied subject areas 

and of sharing and support were themes echoed by other 

teachers. Other items stressed were: 

( a )  the establishment of clear goals and objectives 

t b )  the necessity consistently to correct racial slurs 



(c) the emphasis of respect and understanding of one another 

as opposed to straight information about other cultures 

(dl the val-ue of usi,ng manageable entry points 'such as the 

tracing of cultural roots through family trees, the- 

celebration of special days throughout the year, the use of 

sensitizing films such as First Face,,or the use of 

adaptable curriculum units such as New Friend2 

(e) the nee& for lots of ideas and resource materials 

(f) the usefulness of connecting with a resource person or 

persons. 

Question: 

If you-were in an'other staff, would you encourage the 
staff as a whole to find a place for multicultural 
education in their school philosophy, and to d,evelop a 
program in accordance' with that? If so, how do you 
think you might go about that process? 

All teachers agreed that they would like to encourage 

another staff. They gave a good deal of thought to how they 

would go'about winning the support of that staff, realizing 

that they might be resented if they pushed too hard. 

Strategies for winning this support included: 

(a) raising the issue with staff discussions, including 

those relating to the development of school goals and 

philosophy 

(b) inviting an experienced resource person or several 

teachers from one's previous school to talk about their 

programs 



d 
( c )  leading by example, developing a core group of those 

interested, obtaining support of the principal, and then 

going to the staff. 

One teacher, in stressing the importance of 

establishing a positive climate around the issue, said "You 

have to be good in P.R.... You can't go in and say, 'You 

have to do this.' I wouldn't do it that way, because peop l e  

resent things tha't are laid on to them.. . .  Do a 
brainstorming session, see whether they don't come out with, 

'That's it! Gee, this is what we need to do.' 

Another teacher expressed the view that the acceptance 

of multiculturalism at the school level was closely linked 

to district policy and the question of whether 

multiculturalism was really perceived as a priority within 

the school district. 



Chapter 6: Analysis of the Findings - .  

It is clear, on the basis of the teachers' c~mmen~ts, 
"i 

that they were pleased with the multicultural action plan% 

which they had collaborated in developing and implementing. - 

It is also clear that they considered the ongoing support 

which they received through the process of development and 

implementation to be of value. In this section of the 

study, process and outcomes are examined and analyzed in 

relation to the literature on multicultural education and 

professional development. 

Multicultura1 Education 
* .  

June Wyatt ( 1 9 8 4  1, cited in the literature review, 

points out the broad diversity of approaches which exist 

with respect to multicultural curriculum. T h i s  diversity < 

exists also within the context of this project as a natural 

consequence of the fact that teachers were encouraged to 

develop programs congruent with their own needs and stages 

of development.. One of the interesting outcomes of the case 
,--fY 

%tidy 15 the transition which took place in many teachers' 

thinking as they experimented with various approaches, 

reflected upon those experiences, and planned for the year 

a h e a d .  Every teacher was able to suggest ways in which he 

or she planned to change the program rn the future in order 

to improve it. Though a diversity of perceptions and plans 



continued to exist, a number of commonalities among many of 
i- 

the participants also'emerged. These common themes are: 

(a) the incorporation of students' language and culture into 

the curriculum 
* 

{ b )  the participation of parents and the community 
% -  , . 

(c) the use of instructional strategies which promote 

reciprocal interaction among students and between students 

and teachers, motivate students to use w i t t e n  and verbal 

- . language activeiy, encourage students to generate their own 

knowledge, and-provide experiences vhich vill a d d r e s s  both 

students' feelings and their intellects 

(dl the use of assessment processes to facilitate advocacy 

on behalf of students rather than legitimize the location of 

"problemstt in the students 

i e )  the integration of  a muitf~ultural "approach" i n t o  many 

areas of the school program 

( • ’ 1  the sensitivity of the teacher 

Each of these themes is analyzed in relation to the 

literature on multicultural education. 

Incorporation of minority students' language and 

culture, urged by both Cumrnins (1986) and McCreath ( 1 9 8 6 1 ,  

was the dominant feature of the kindergarten/year one 

teacher's program, It came to play an important role in the 

year one/tvo classroom and assumed varying degrees q f  

importance in other programs. The two teachers who put 

significant e f f o r r  into t h i s  aspect of their programs both 
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, 

declared their intent to intensify the efforf n e x t  year, 

indicating that tKey found the approach to be valuable. 

The active involvement of parents and the community is 

advocated by many writers (Curnmlns, 1986: McCreath, 1986; 

.. Wyatt, 1 9 8 6  ) . Not surprisingly, the teacheqg who stressed 

incorporation of language and culture were also those who 
?' 

stressed involvement of the minor.ity community. The 

kinde~garten/~ear one teacher, in particular, who azready 

had an extensive program of parent involvement, formulated 

ambitious plans to survey all of her parents the next year 

and involve as many of them as possible in the classroom. 

I t  must be acknowledged, however, that this characteristic 

did not emerge within all the programs, nor did it emerge in 
- 

all the plans for the future. While one may speculate as to 

the reasons ,.hr this, it is reasonable to suggest that since 

extensive community involvement requires some departure from 
+' 

traditional school practicres, it may initially require a 

fair degree of support. 

Prominent in the literature on multicultural education, 

are the voices of those researchers and theorists who are 

advocating instructional strategies intended to enhance the 

level of communication in the classroom and the school, and 

involve students more actively in their own,learning. These 

vriters call for educational processes characterized by: 

( 3 )  reciprocal interaction between students and between 

students and teachers (Aronson, Blaney, Stephan, Sikes & 

Snapp ,  1 9 7 8 ;  Cummfns, 1986) 



( b )  the active encouragement of all forms of language use 

(Curnrnins, 1986) 

( c )  students' active participation in generating knowledge 

and guiding their own learning (Cummins, 1986) 

( d )  experiential activities which call upon the students1 

emotions as well as their intellects ( I j a z ,  1984). 

Many of the programs incorporated one or more of these 

approaches to instruction. The jigsaw process of co- 

operative learning, for instance, so impressed the year six 

teacher that he planned to utilize it in other areas of the 

curriculum in the future. The class discussions held by the 

year five teacher generated a great deal of student 

interaction and use of language. The simulation activity 

used with the year seven students was an experiential 

activity that had an impact on both their feelings and their 

intellectually-based understanding. The New FrJ-ends program 

at the year twa level encouraged students to communicate - 
verbally in large group activities and to work 

collahoratively generating written and verbal language i n  

small groups. The discussions that took place in all 

classrooms, around the videos and films shown and around a 

wide variety of issues, encoufaged reflection and the 

communication of ideas in both written and verbal form. 

Generally, teachers felt very good about the pedagogy 

related to their programs and planned not just for 
-x - ?$ 

mainkenance but for expansion in the year ahead. 



The question,of assessment, raised by Cummins (19861, 

is a difficult one and involves many factors beyond the, 

scope of this case study. It is encouraging to note, 

however, that the focus of the staff in this school was not 

on changing students to fit the school or on removing 
- 

"inappropriate" students, but on changing the'institution of 

,.A 

the school itself so as better to meet the needs of a l l .  the 

students. 

Another issue identified in the literature relates to 

the desirability of ,integrating multicultural education.into 

all aspects of the, school program, as opposed to "teaching" 

the selected content in specified courses to be taught in 

the specified grade and subject areas (McLeod, 1986; Kamra 

and Wood, 1987). Many of the teachers who participated in 

the prgject came to share this point of view based on their 

own experiences. This conviction was clearly expressed, 

both in terms of their own plans for the future and in terms 

of the advice they would give to others planning to 

implement a program of multicultural education. 

The importance of teacher sensitivity is stressed in 

the' literature relating to multicultural education 

(HcCreath, '1986; Special Committee on Visible Minorities in 

Canadian Society, 1984). Questions relating to the issue 

were not posed nor was the issue directly addressed at any 

point in the collection of data. None the less, teacher 

comments about their students and their references to the,ir 



own growth in the process of implementing their programs 

indicate their high level of sensitivity. 
I ' 

The literature cited above and the experiences of these 

participants all point to the question of educational 

process, as much as that of content, as being critical in 

the attainment of the objectives of multicultural education. 

This is paralleled in the literature on staff development in 

which process is once again a pivotal question. 

Professional Development 

In response to the question of what factors contributed 

to the success of th'is in-service experience, many of the 

answers which,emerge are tied to the school as a base for 

the program. First of all, the focus devel-~ped as a result 

of  a desire on the part of the school staff to respond 

effective.1~ to needs existing in their school community. 

This focus meant that the entire project had a very direct 
3, 

and practical meaning, and was tied to the sense of 
P 

commitment or "pioneering shared. 

Five of the seven what they 

perceived as key elements in a su program of 

multicultural educatiin mentioned a willing, committed, and 

enthusiastic staff and a sense of purpose. 

Participants in this school agreed that the winning of 

staff support would also be a key to succwess in introducing, 

such a program in another school. Most of those interviewed 

felt that such approaches as good public relations or 



"leading by example" would be important elements in , 

obtaining support from.both teachers and administrators, but 

one teacher linked the support to district policy and 

whether multicultural education was in fact perceived as .a 

district priority. 

These varylng perceptions reflect the diversity of 

viewpoint also present in the literature. The issue of how 

to win support for multicultural education is important 

since we know that at this time some teachers and 

administrators are not prepared to make more than a head nod 

in the direction of multicultural education (Fisher and 

Echols (1989). Hope comes from the direction of those 

writers who suggest that it is possible to mandate the focus 

of professional development activities, and still win the 

support of teachers through their ir~volvement in processes 

relating to the development and implementation of the in- 

service and the quality of the experience itself (Anderson & 

Fullan, 1984; Loucks-Horsley et a1.,1987). 

Rated equally important by the participants was the 

element variously termed "shar ingn, "camarader ieft, or 'group 

discussionf1. The collegiality and collaboration implied by 

these terms was a factor in the work of all the teachers, 

and of immense importance to most. It was this factor, in 

fact, which most participants credited with generating and 

maintaining much of the enthusiasm that characterized the 

program. 



This perception is reinforced by the literature. 

Anderson and Fullan (1984) stress the importance of a 

consensus on goals, particularly in situations where 

variability in practice is promoted and multidimensional 

innovations sought, as is clearly the case with this study. 

Many writers agree that where teachers are to be partners in 

the bringing about of change, in-service must be related to 
? 

this endeavor, and collegiality and cbllaboration 
a 

<-. .& 
characterize the process (Wideen, 1987; Gibbons & Norman, 

1987, Griffin, ' 1 9 8 7 ) .  Shovers, , ' J~yre,  a n d  F~~tnl tet t .  ( l 3 8 7 ) ,  

wh i l e  Lhcy d u  r i v l  c u r ~ z i d c r  i t  essential that teachers 

organize or direct the in-service program, agree that 

"social cohesion and shared understandings" do facilita$e 

teachers' willingness to try out ideas. 

The need for collaboration with a resource person was . 
0 

raised repeatedly in the interviews. This point is implicit 

in much of the literature relating to school-based staff 

development and explicitly stated by Fullan (1979). 

The principal played a decisive role in selection of 

multicultural education of a focus for the school, in the 

planning and in the delivery of the in-service component, 

and in the implementation of the program. It is important to 

note that she approached this role as a facilitator rather 

than as a top-down leader. At staff meetings as much of her 

effort went into active listening as into the communication 
X ~ .  

* C  

of her ovn thoughts or feelings. Her underlying feelings of 

enthusiasm and commitment were communicated in small as well 



as large ways. There was the consistent focus on the raison 

dletre for the program: the students. 

The importance of the role of the principal is well 

recognized in the literature. Griffin (1987) and Fullan 

3 
(1987) tie such leadership to collaborative processes, a 

concept well borne out in this study. Fullan (1979) 

emphasizes the need for the principal to give active direct 

support to in-service, and other writers comment upon the 

importance of the principal as a key participant (Hunter 

1986; Loucks-Hcrrsley e t  a l .  1987; Wood, 1982). 

The question of duration of the in-service program was 

not broached directly; however, virtually all of the 

teachers recognized the need to plan and implement an 

ongoing multicultural program, and pointed out that to do 

this some form of support was necessary. Estimations of the 

minimal support necessary varied from weekly to monthly 

visits from a resource person in order to give dlrection'and 

support to the program. Components of that support included 

facilitation of workshops and group discussions, 

collaboration with teachers on an individual basis or in 

small groups, and provision of resources. 

This perception is widely endorsed in the literature, 

with writers calling for staff development programs which 

are thematic, systematic, comprehensive, intensive, context 

sensitive, and long-term (Fullan, 1987,1979; Griffin, 1987; 

Loucks-Horsley et al., 1987; Hunter, 1986; Wood, 1982; 

S p e i k e r ,  1978). 



In this program workshops  were  not l i m i t e d  t o  t h e  

presentation of theory, but extended in o the realms of P 
assessment, goal setting, and the of an action 

plan. Round robin staff basis for 

another kind of workshop during the implementation phase, 

and the sharing that occurred facilitated the further 

development of understandings. Collaboration between 

individuals and in small groups characterized the program to 

an increasing degree as time progressed, and assessment and 

planning fox maintenance in the next school-year became a 

focal point as the current one pulled to a close. 

~ h o u g h  program components vary, the concept of a 

p l a n n e d  and systematic approach t o  in-service is r e p e a t e d l y  

advocated in the literature (Showers, Joyce & Bennett, 1987; 

G r i f f i n ,  1 3 8 7 ;  Wood McQuarrle Jr. & Thompson, 1452, 

P 
Lawrence, 19?83. The usefulness of an approach which 

P 
p r o v i d e s  for support in implementation is borne out by the 

Fxperiences of those participating in this case study. 

Generally s s e a k i n g ,  the findings, of the case study 

validate many of the themes running through the.contemporary 

literature on both multicultural education and in-service. 

The study suggests that school-based staff develop'ment can 

D e  an effecti-~e vehicle through which to brlnq about school 

znange, that collegiality and collaboration can be powerful 

forces in mainraining both the level of czthusiasm and the 

momentum toward change, that the-efforts o•’ a supportive 

principal have a genuine impact, and t h a t  a systematic and 
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ongoing proqram which incorporates the elements of training, 

assessment, goal setting, planning and support during 

implementation can create the conditions for the successful 

implementation of a multicultural approach to education. 
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Summary 

This case study describes a school-based program of in- 

service in multicultural education from the development of a 

multicultural action plan through its implementation. 

The purpose of the study was to assess the impact of 

in-service in multicultural education which ( a )  was school 

based, taking into account the unique needs and resources of 

the school, ( b )  was action oriented, (c) provided on-going 

support, and (d) had the feature of evaluation at regular 

intervals, with revi-sion as necessary. 
P 

The site of the study, a school located in a suburb of - -- 
Vancouver, had approximately 205 qtudents enrolled in eight 

classes. Focusing on multiculturalism for the third year, 

the school staff was seeking to become more effective in 

countering racism and promoting appreciation of diversity. 

The in-service project took place over a five-month period 
I 

The researcher vas a participant ohs~rver/change agent. 

With close collaboration characterizing the process, the 

researcher roles were to (a) facilitate workshops, ( b )  work 

vith teachers in formulating and implementing individual 

action plans, (c) provide access to resources, ( d )  

facilitate staff sharing and planning, and ( e l  gather and 

interpret data on the planning, implementation, and 

evaluation of the project. 



The initial intent of the study was to gather and 

analyze data relating to the impact of the in-service and 

attendant curriculum implementation upon teachers, students, 

and parents. To this end, appropriate data was gathered. 

It became clear, however, that the scope of such a stt~dy was 

too large with too many variables to be considered, and that 

much of the data relating to student change would be' 

influenced by the fact that this project marked not the 

first but the third year of the school's multicultural 

project. For this reason the decision was made to narrow 

the topic, focusing upon the participating tewhers and 

principal. 

Sources of data used to describe the in-service and 

curriculum implementation vere (a) anecdotal notes relating 

t o  individual programs and the project as a whole, (b) 

excerpts from questionnaires about classroom multicultural 

programs and written communications within the school, (c) 

video tapes of multicultural ,lessons, and (dl media coverage 

of the school multicultural program. The finding's were 

based 'primarily on interviews in which teachers reflected 

upon various aspects of their classroom programs, the in- 

service program, multicultural education in general, and 

their thoughts and aspirations regarding the future. 

To varying degrees, characteristics of classraom 

programs vere p a r e n t  i n v o l v e m e n t ;  incorporation of students' 

language, culture, and experience into the program; the use 

of i n t e r a c t i v e  teaching strategies such as the jigsaw form 



of co-operative learning; a variety of forms of class 

discussions; and experiential activities such as role plays. 

Teachers became avare of a need to infuse a multicultural 

approach throughout the curriculum and developed strategies 
f 

for dealing with racism. 

The findings of the case study validate many of the 

themes running through the contemporar.y literature regarding 

professional development. The study suggests that school- 

based staff development can be an effective vehicle through 

which to bring about school change, that collegiality and 
- 

collaboration can be powerful forces in maintaining both the 

level of enthusiasm and the momentum toward change, that the 

- efforts of a supportive principal have a genuine impact, and 

that a systematic and ongoing program-which incorporates 

along with presentation of theoretical information, the 

practical components of planning and support during 

implementation, can make a difference. 
& 

1 

I While one may not make generalizations on the basis of 

a case study, such a study can undeniably perform the 

function of showing what is possible. The findings of this 

study suggest' that support during the period of 

implementstion can be of great value in bringing about 

change in schools, particularly vhere multidimensional 

changes are sought, as is the case with multicultural 

education. This vould suggest that further'research in the 

area, including the development and utilization of varying 

means of providing support, is varranted. 
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Appendix: Annotated Bibliography 

Teachers were asked to identify and informally rate the 

curriculum materials which they had utilized. 

Print materials. 

Allan, J., d Nairne, J. (1985). P.romotinq ~~lticulturalism: 
A Manual of Classroom Discussion and To~ics. Vancouver: 
University of British Columbia. 

The manual describes methods and provides lesson plans 

that school counsellors and teachers can use to promote 

multiculturalism and to deal with-bhe issue of racial 
\ 

prejudice and discrimination. 

The year five teacher found that the format outlined in 

the manual made it easy to get the students in'volved in the 

discussions, and facilitated bringing into the discussion 

the experiences of the children in the classroom and on the 

playground. He also liked the fact that the program did not 

tell the students vhat to think, but aided them in 

identifying problems and alternative ways to handle 'them. 

Anderson, H., Seesahai, Pf., & Williams J. ( 1 9 8 4 ) *  Social 
Studies Unit: Indo Canadians. Unpublished sanuscript. 

This unit calls upon both process and content to convey 

the values of multiculturalism. Through the jigsav process, 

a form of co-operative learning, students become' 

interdependent teachers and learners. 

The year six teacher vas enthusiastic about the unit- 

the irpact of vhich exceeded his expectations. He found the 



approach a powerful way .to teach social studies, observing,- 

that the children responded genuinely and with interest, and 

that their sensitivity to the universality of emotions was 

increased as a result of the activities. 

Hood, B. (1984). Ex~lorinq Likenesses and Differences with 
Film. Canada: National Film Board. 

This unit brovides overviews and practical suggestions 

for the .ukilization of a variety of films available through 

. the National Film ~oard and other sources. The emphasis is 

upon an exploration of the likenesses and differences to be 

found in all people in general, and the varied ethnic and 

minority groups among Canadian people in particular. The 

emphasis is placed, upon realizing the dignity of all people. 

Classes from years two to six viewed and discussed 
- 

films introduced in the booklet from varying perspectives. 

Generally speaking, the teachers were well satisfied with 

both the booklet and the films it identified. 

The unit is'available through the .B. C. Te.acherst 

Federation. 

Hay, E. (Ed.) (1985). E m l o r i n s  differences - individual 
differences: An exDerience in human relations for children. 
Vancouver: British Columbia Teachers' Federation. 

First establishing the commonalities of all members of 

the human family, this activity book promotes an 

understanding and respect for individual diflerences. The 

book outlines ninety experiences appropriate for elementary 

students. 



T e a c h e r s  u s i n g  it a t  t h e  k i n d e r g a r t e n ,  y e a r  one ,  and 
0 

year two l e v e l s  found  many n g r e a t n  i d e a s  i n  i t ,  J 

w e s t e r n  E d u c a t i o n  Development Group (1984 1 .  N e w  F r i e n d s  and  
T e a c h e r ' s  Guide  t o  N e w  F r i e n d s .  Vancouver: A l t e r n a t i v e s  t o  
R a c i s m .  

T h i s  g r a d e  two program traces t h e  a d v e n t u r e s  of  a s m a l l  

b u t  diverse g r o u p  of c h i l d r e n  w i t h  whom s t u d e n t s  c a n  

i d e n t i f y .  The t e a c h e r ' s  g u i d e  s u g g e s t s  a  wide v a r i e t y  of 

i n s t r u c t - i o n a l  s t r a t e g i e s  t o  h e l p  s t u d e n t s  u n d e r s t a n d  t h a t  

C a n a d i a n s  come from d i f f e r e n t  c u l t u r e s ,  races, a n d  

r e l i g i o n s .  The s t u d e n t s  b r i n g  t h e i r  own e x p e r i e n c e s  i n t o  

t h e  program and i n t e r a c t  w i t h  one  a n o t h e r  a s  t h e y  l e a r n  t h a t  

e a c h  g r o u p  makes i ts  own c o n t r i b u t i o n  t o  t h e  r i c h n e s s  and 

v a r i e t y  of  l i f e  i n  Canada.  

The g r a d e  two t e a c h e r  l i k e d  t h e  u n i t  v e r y  much, n o t i n g  

t h a t  i t  i n v o l v e d  t h e  c h i l d r e n  a n d  a f f e c t e a  t h e i r  

i n t e r a c t i o n s  b o t h  i n  a n d  o u t  of  t h e  c l a s s r o o m .  She  f & t  

t h a t  it g a v e  h e r  a b a s i s  f rom which t o  work and p r o v i d e d  a n  

e x c e l l e n t  s p r i n g b o a r d  from which t o  i n t r o d u c e  i n n o v a t i o n s  t o  
. 

h e r  program. 

Problems were  t h a t  s h e  d i d  f i n d  it n e c e s s a r y  t o  d o  

a d d i t i o n a l  r e s e a r c h  t o  s u p p l e m e n t  t h e  i n f o r m a t i o n  p r o v i d e d  

i n  t h e  t e a c h e r ' s  g u i d e ,  a n d  th.at  s h e  o f t e n  had t o  modify  

l e s s o n s  which  c a l l e d  f o r  advanced  s t u d e n t  s k i l l s .  



.b Videocdssettes and Fi 1.s 
Films or'cassettes not included in the booklet 

Ex~lorinq Likenesses and Differences with Film are described 

below. 

Hi Perspectives Media Group Productions (Producer). (1982). 
New Canadian kid: The video   lay [Videocassettel. Vancouver. 

Based on the original stage production by Green Thumb 

Theater for Young People, this play dramatizes the immigrant 

student's experiences including those relating to cultural 

dififerences and- racism. The value of friendship is also 

highlighted. 

This production made a tremendous impact on both 

students and teachers. Though it was somewhat advanced for 

the primary levels, teachers still considered it to be 

useful. Intermediate teachers rated it an excellent 

resource. 

National Film Board of Canada (Producer). (1976?). First 
faceq[Film b.Videocassette1. Ottawa. 

This short, unnarrated production draws a sympathetic 

portrayal of a young Asian girl as she is taunted by tvo 

~aucasian 'boys. 

 h he teachers enthusiastically endorsed this film. They 

found it to be excellent because of its emotional impact. 

It vas used from kindergarten through to year seven. 



Saltzman, G. 4 Yateman, R .  (P roduce r s ,  D i r e c t o r s  d E d i t o r s ) .  
1 1 9 7 7 ) .  Another k ind  of m u s i c  [ F i l m ] .  Toronto:  C i n e f l i c s .  

Th i s  movie t e l l s  t h e  s t o r y  of two you ths  from d i f f e r e n t  

e t h n i c  backgrounds who become f r i e n d s  when t h e y  d i s c o v e r  a 

common i n t e r e s t  i n  m u s i c .  

Teachers  r e p o r t e d  t h a t  both pr imary  and i n t e r m e d i a t e  

s t u d e n t s  en joyed  t h e  movie, t h e  o l d e r  ones  because  t h e y  were 

able t o  i d e n t i f y  v l t h  t h e  age group  p o r t r a y e d ,  t h e  younger 

ones  because they l i k e d  t h e  m u s i c .  


