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Abstract 

The purpose of the study was to explore teachers ' awareness, attitude and their practices 

towards multiculturalism in education. To realize the objectives data was collected from 

Eshet government primary school }i'om the principal, teachers and students through in 

depth interviews, and observation. Relevant documentary sources were also analyzed. 

The participants for intervinv were selected purposely based on their willingness, 

cooperation, academic pelformance and responsibility. Fourteen participants i. e. the 

school's principal, nine teachers and four students were interviewed. 

The finding disclosed that teachers' awareness towards multiculturalism in 

education was limited but encouraging. The study revealed that teachers' have good 

under standing of students' diversity mainly in terms of culture, gender, economic status, 

language and exceptionalities but, showed reservation to talk about their awareness of 

ethnicity and religion. The reason for teachers ' reservation was, talking about ethnicity 

and religion as potential to }i'agment the social cohesion of peoples. Teacher- student 

relationship was good. Moreover, teachers' have desirable attitude to words diversity 

and multiculturalism. On the other hand, teachers' practices to present the lesson from 

diverse points of views, the techniques of leaching, teachers apply, their practice to use 

teaching aids }i'om multicultural perspectives and efforts to create good relationship 

among students of diverse cultures were no/ as much as expec/ed to be. Consequently, for 

instance, there was lack of mutual respection among students during the classroom 

in/eraction. Possible attempts have been made /0 identify those factors for teachers' 

failure in practicing multiculturalism in education. These were absence of training, 

giving due attention to coverage of the course and lack of understanding. Finally, 

possible solutions were proposed to improve the observed state of affairs. 

II 



T ABLE OF CONTENT 
Page 

Aclillowledgments ................... ..... .... ... .... ..... .. .. .. .. ....... ........ .......... .. .......... ............... ........ i 

Abstract. .... .... ................................. ...... .. .. .......... ............... ......... .. ... ................ ..... .............. .. ii 

Table of content. ................................. ....... ...... .... ............. ......
...................... ..................... v 

CHAPTER ONE 

I . iNTRODUCTION .... .. ... ............. .............. ...... ............. ............. .... ...... ......... ................
.... . I 

1.1. Background of the Study ...... ........... .. .... .......... ... ...... .. ....... ..................... .. ................ 1 

1.2. Statement of the problem ... .. ...... ...... ...... ........................... ..............
..... ... ................. .4 

1.3. Objectives of the study ..................... ........... ... ... ..... ... ....... ... ....
..... ............. ....... ........ 6 

1.4. Basic Questions for the Study ........... ... .... ............... ............ .......... ......
... ............ .. ..... 6 

1.5. Significance of the Study ................ .... ... .. ...... .... .. ................... ........... ...... ................. 7 

1.6. Delimitation of the study ......... ........... ..... ............... ............. .. .....
.............. ................ 7 

1.7. Limitation of the Study ........................ .. .... ... ........ ......... ... .... ....... ..... .... .... ........... ..... 7 

1.8. Operational Definition of Terms .. .............. .......... .... ........... .... ................
.. ...... .. ....... 8 

CHAPTER TWO 

2. Review of Related Literature ............. .... ...... ............... ... .... .. ...... ......... ........ ... ....... ........... . 9 

2. 1. What is Culture? .. ......... .... ........ ......... .. ....... ...................... ........... .............. ...... .... .... 1 0 

2.2. What is Multicultural Education and what is it for? ....... ......... ....... .......... ............... 11 

2.3. The Importance of Multicultural Education ........ .... ..... ....... ....... ..... .... ... ... ..............
 11 

2.4. Postmoderni sm: as a Theoretical Pace maker fo r Multicultural Education .... ..... .. .. 12 

\ 
2.5 . Major Ideological Positions of Education in a Pluralistic Society ....................... ... 15 

2.5. 1. The Assimilation Ideology ..................................... .............. ...... .. ... .............. 15 

2.5.2. The Plurali st Ideology ...... ....... ... .... .... .... .. ..... ..... ... .... .... ... ........ ..... .. ..... .. ...... .. 16 

2. 5.3. The Multiculturalism Ideology ............... ... ........ ................ ... ...... ... ... ........ ..... 18 

2.6. The Prerequisites for the Implementation of Multicuitural Education ...... .. .... ... ........ ..... 20 

2.6.1. Knowledge of Multicultura l Education .... ................. ......... ................ ....... ... 20 

III 



2.6.2. Attitude toward Multicultural Education ........ ......... .. ........... ..... .. ................. 20 

2.6.3. Basic Skills of Multicultural Education ........ ........... ..... ...... .. ........................ 2 1 

2.7. Major Dimensions of Multicultural Education ...... .... ... ........... ...... ... ....... ... ... ... ....... 22 

2.7. 1. Content Integration ...... .......... ..... ..... ............... .. ..................... ........... ............ 22 

2.7.2. Knowledge Construction .. ........ ... .. .. ..... ... .. .... ......... ..... .... .... ... .. .. .. .... .... ..... ... 23 

2.7.3. Prejudice Reduction ........................... .............. .. ....... ... ... ....... .... ................... 23 

2.7.4. Equity Pedagogy .. ... ... .... ...... .. .. ... .. .. ... ... .... .. .... ........... ... .... ... .. .. .... ............. .... 24 

2.7.5. Empowering School Culture and social Structure .. .... ... ................ .. ............. 25 

2.8. Multicultural Education in the Ethiopian Context... ... ... ... ... ........... ..... ... .. ......... .... .. 25 

CHAPTER THREE 

3. METHODS OF THE STUDY ....... ...... ... .. .... .. .. .... ... ... .......... .... .. .... ... .... ... ... ... .. ...... ..... ... ... 28 

3.1 . Methodological Approach ............ .. ... ... ...... ...... ......... ....... .. ....... .... ............ .. ............ 28 

3.2. Design of the Study ..... .. .......... ...... ........ ..... ....... ....................... .. .... .. ........ ... ......... ... 28 

3.3. Data Collection Techniques ........ .... .... ... ...... ..... ............ ....... .. ... ................ ..... .......... 30 

3.3. 1. Observation .. ....... ..... .... ... ..... .. .... .......... ... .. ..... ... .... ... ... .. .... .... ... ... ... ...... ...... ... 30 

3.3.2. Interview ... ...... .. .. ... ................... .. ..... .. ... ....... ..... ... ... .... .. .. ........... ..... .............. 31 

" 3.3.3 . Documentary Sources ........... ...... ........................ ...... ... ... ....... ... ... .......... ' .. ...... 32. 

3.3.4. Background of the Research Setting .... ... ................. ... ...... .... .... ....... ............. 32 

3.3.5. Selection of Research Setting ..... .. .............. ..... ...... .......... ............... ...... ........ 33 

3.3.6. Recordings (field notes) ......... .... ....... ...... ... .. ... ...... ... .... .. ...... ..... ....... ....... ...... 34 

3.3.7. Access to the Research Setting and Procedural aspects .................... ...... .. ... 34 

3.4. Organization of Data ........ .... ............................. ........ ......... ...... ............... ....... .... ....... 36 

3.4.1 . Transcription and Translation of Interviews .... ........ ...... ...... ............... ........... 36 

3.4.2. Data Analysis .... .. .... ............... .... .. ... ... .. ..... .. .. .... .... ..... ......... ..... ............ ... ....... 36 

CHAPTER FOUR 

4. FINDINGS OF TI-IE STUDY ......... .. ...... ........... ..... .......... .. ...... ..... ... ........... ..................... 37 

4. 1. A Day of Impression ... .. ... .. ..... .......... ..... ... .... ..... ... ... .. .... ... ......... .. ... .... .... ..... ....... ........ 37 

4.2. Mixed Feeling: "Tomorrow was a Good Day" ... ......... ..... .......... ..... .. .. .... ................... 39 

IV 

J 



4.3. Beyond the Horizon ................ .............. ................ ... ............ ... ......... ........... ................ 48 

4.4. Things do not Fall Apart.. .......... .... .............. ... .... ... .. .. .. .. .... ........ ... ............ .. ... ............. 53 

4.5. No Paradox: Sympathy for Multicultural Education .. .. .. .... .... ..... ... ....... ... .. .. ..... ......... 60 

4.6. Attitudinal Issues ....... ........ ......................... ....... .... ................. ........... .. ...... ... .. ...... ... ... 63 

CHAPTER FIVE 

CONCLUSION AND IMPLICATIONS 

5. 1. Conclusions ............................................... .....•..... .. ......................................... .... ........ 68 

5.2. Implications ..... ............... ........ ..... .................. .... .......... .. .................... .............. .... ...... . 70 

BIBLIOGRAPHY ...... ... ... ... ................ ...... ....... ............ .. .... ... ....... ...... ....... ...... ...... 71 

APPENDIX 1 Consent form for Research Participants ....................... ... .......... .... .... . 78 

APPENDIX 2 Awareness Oriented Interview Guide to Teachers ... ... .... ..... ... ..... ...... 79 

APPENDIX 3 Attitude Oriented Interview Guide to Teachers .. ..... ... .............. ... ....... 80 

APPENDIX 4 Interview Guide to the Principal ................ .... .... .. ......... ............ .......... 81 

APPENDIX 5 Interview Guide to Students ........................ ....... ............. .. .... .. .... ...... .. 82 

APPENDIX 6 Focal Points for Classroom Observation ............. ... ....... ............ ......... 83 

APPENDIX 7 Focal Points for Classroom Observation .... ... ..... ..... ... .... ........ ... ....... .. 84 

v 

I 
I 

J 



CHAPTER ONE 

Introduction 

1.1 Background of the study 

Diversity is one of the unfoldi ng identifications of the peoples of Eth iopia. Thus, Ethiopia 

is a country of di versity where different cuJtUl'al, etlmic, and linguistic groups exist. 

There are over 80 etlmic groups in the country all having distinct cul tures of their own. In 

countries of diversified population like Ethiopia, it is recommended that the educational 

program be designed from multicultural perspectives. Supporting thi s, Bennett, cited in 

Alemayehu (1998) states that in a society where there is cultural diversity, the nature of 

education should be multicultural in character that educational subjects should be taught 

from the stand point of all cu ltures. Similarly, Gagliadi (1995) writes that, in a 

multicultural form of education, time will not be set aside to study special subjects about 

multicu ltural diversity, but all subjects wi ll be des igned and taught from different cultural 

backgrounds. 

Educators support multicultural form of education for vanous reasons. First and for ,...., 

most, it directs schools toward the cultural enrichmcnt of all students. This is appreciating 

of different cultures, which should be viewed as pools of collective experiences, 

knowledge, wisdom and vision of other people, can make own lives richer (Pai and 

Adler; 1997), which makes education relevant to all learners. Secondly, it promotes 

cultural diversity as a fact of life in pluralistic society because it offers the ideal of 

citizens working together in a common polity while retaining their membership in distinct 

cul tural communities that accord one another mutual respect (Fullinweder; 1995). 

Therefore, it develops in learners a sense of pride in learners ethnic and cultural 

identities. Third, it reveals cultural diversity as a valuable resource that should be 

preserved and extended. This in turn gives opportunity to the learners to comprehend and 

appreciate cultural diversity (AACTE, 1973) 

Accord ingly, in order to promote multicultural education, schools should reinforce the 

assumption that knowledge is a social construction (Christine and Siteer, 1996) in which 

all groups within a society should participate in the construction of this knowledge 
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(Banks, 1997). Knowledge reflects the social , cu ltural IU1d power positions of people 

within a society and that is valid only when it "comes from an aclUlowledgement of the 

knower's specific positions in any context, one always defined by gender, class and other 

variables (Tetreault, 1993). Thus, knowledge is neither neutral nor static. It is culturally 

based, perspectives, dynamic and changing (Banks, 1997). Moreover, multicultural and 

feminist theorists maintain that knowledge is both subjective and objective and that its 

subjective components need to be clearly identified (Code; 1991: Hooks, 1990, Kind and 

Mitchell : 1990). Due to this, lUlowledge is some thing that can be discovered in an 

objective manner by those who are trained formally to discover it (Christine and Sleeter: 

1996). Therefore, students must become act ive constructors as well as thoughtful 

consumers of social, historical and political knowledge (Banks, 1997). 

Like wise, to educate students for a complex multicultural world, we need to include the 

perspectives and voices of those who have not been traditionally included (Banks and 

Banks, 2001). Thus, diversity accepts that there is a body of knowledge all students 

should learn; but that teachers should teach that knowledge in whatever way works so 

students understand and learn it. 

Hence, all teachers, in all subject areas need to take action to help students to develop 

more democratic, racial attitudes ( Manning and Baruth; 1996). Therefore, it is important 

that the multicultural envirolUllent should demonstrate a genuine respect and concern for 

all learners, regardless of their racial, cultural or etlmic backgrounds. 

The school envirolmlent should support school learning and socialization for all students. 

A supportive school envirolUllent is one in which the moral of both teachers and students 

are high. 

Similarl y for multicultural education to be implemented successfully the attitudes and 

behaviors of teachers must be changed (Banks; 1989a) because teachers make a 

difference in the life's of most students. 

Accord ingly, Roberts, et al (1994) suggested that teachers need to have a working 

knowledge and understanding of the culturall y diverse students. Since knowledge appears 

to be somewhat basic, it is a prerequisite to developing appropriate attitudes and skills 

(Manning and Baruth, 1996). Supporting this Banks (1 981 ) writes to work successfu lly 
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wi th students from diverse etlmic backgrounds teachers should be knowledgeable about 

the ethn ic characteristics of their students. If teachers are not aware of the cultures of the 

learners they teach, they may affect the self concept of students and fail to plan 

instruction from multicultural perspectives (Banks; 1978). Notwithstanding, teachers who 

plan to have cross-cultmal experiences should be aware of both the problems and 

promises of functioning in a different cultures. Functioning cross-culturally in the final 

analys is is usually rewarding and personally revealing. Thus, it is important for teachers 

to have developed awareness and thorough understanding about multicultural education 

as well as build up expertise in all the three areas [i. e. knowledge, attitudes and skill s] so 

that they can provide learners with most effective learning environment (Manning and 

Baruth ,1996). Supporting this, Banks and Banks (200 1) suggested that, among others, 

teachers' positive feelings towards all students reduces stereotypes and works to 

eliminate prej udice and biases. Thus, teachers' atti tudes towards multicultural education 

playa major role in shaping the attitudes and beliefs of students toward cul tural diversity, 

that a teacher who is farsighted enough to provide encouragement to cultura lly different 

students can make a real differences in the child 's potential, eventually the child will 

learn to behave in his or her own ability (DeGaetana et al,1984). Therefore, well-versed 

teachers' multicultural knowledge, attitude and ski ll s alongside positive perceptions 

enable them to objectify perception of other cultmes with out prejudices. 

The implementation of multicultural education in schools also requires the total 
~ 

transformation of schools such as a reform in formal cmriculum and curricular materials. 

However, acco rding to Banks (1981) this is not an end by itself. For instance, 

multicultural sound materials and other components of the instructional program are 

ineffective in the hands of teachers who lack the skills, attitudes, perceptions and content 

background essential for a positive multi ethnic school environment. Such teachers may -
fail to use multicultural materials effectively. Thus, the attitude, values and commitments 

of the teachers play a great role fo r the effective implementation of multicultural 

education in schools. The teachers ' values and perspectives mediate and interact wi th 

what they teach and influence how message are communicated to and perceived by their 

students. Because the teacher mediates the messages and symbols communicated to the 

students through the curriculum it is important for teachers to understand their own 
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personal and cultural values and identities in order for them to help students from diverse 

racial , ethnic and cultural groups develop clarified identities and relate positively to each 

other. Research by Rubin indicates that increases in self- acceptance are associated with a 

reduction in prejudice (Banks, 1997). Thus, teachers need to evaluate their own 
~ 

knowledge, understanding, practices and acceptance of multicultural education in order to 

effectively implement multicultural education in schools. 

Therefore, teachers' awareness, attitude and profess ional skills on multicultural education 

appear to be crucial for successful implementation of multicultural education in schools . 
..--

1.2 Statement of the problem 

Different multicultural educators argue that schools are multicultural by nature where 
.-' 

students come ii'om diverse backgrounds. Therefore, it is a necessity to design the school 

program from diverse perspectives to treat all students equally so as to improve their 

academic achievement regardless of cultural and other markers of diversity (Ban.ks, 1981 ). 

Taking this into account, the idea of the implementation of multicultural education in the 

Western nations became a phenomenon of the 1970's (Baker, 1979). Even though, 

modern education was introduced to Ethiopia nearly about a century ago; the education 

system which was in place in the past could not promote equal educational opportunities 

for all citizens of the country. For many decades the educational system was dominated 

by the single-cultural assumption. Regarding this the Education and Training policy -
(ETP) stated "It is known that our county's education is entangled with complex 

problems of relevance, quality, accessibility and equity" (MOE, 1994). Among others the 

ETP gave the right for all ethnic-linguistic groups of the country to receive education in 

their own language in the elementary grades. This in turn has given the opportunity for 
~ 

cultures of different ethnic groups to be refl ected in elementary schools where instruction 

is offered in different languages. Thus, there was a policy provision to address the issue 

of diversity in the Ethiopian school system that multicultural education goes beyond 

language diversity and so it is time to give full attention to multicultural education in the 

Ethiopian schools, most importantly in the elementary grades. The practice of 
r-

multicultural education at early years has a two fold advantages . First, enable all students 

to be treated equally in the teaching learning process and the school's programs. Second, 
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helps to minimize group tensions that occasionally occur in higher institutions among 

students of divers' ethnic backgrounds. Regarding this McCormic (1984) suggested that 

multicultural education is assured fuller meaning; it must begin, when children first enter 

school , otherwise the intermediate grades are too late in the educational li ves of students, 

since attitude and values and beliefs as they relate to diversity have already been formed. 

Therefore, it is important to think thoroughly the need for multicultmal education in the 

primary schools. 

If this is to happen, the role of teachers in multicultural education has paramount 

importance because teachers awareness, attitude and practices affects the learner in 

particular and the learning environment in general (Manning and Baruth,1996). 

Moreover, Research suggested that a teacher's perception of the particularity of a new 

teaching practices influences implementation (spark, 1988). 

On the other hand, in Ethiopia there were few research works on teachers' awareness, 

attitude and practices towards multicultural education. Some of those worthy to mention 

here are Alemayehu (1998), on the attitude of teachers' trainers towards the 

implementation of multicultural education and Beyene (2007) Educational practices in a 

multicultural community. However, for instance Alemayehu treated only culture as the 

major marker of diversity and Beyene limited his investigation around language 

diversities. Due to this I felt, there is a gap that needs to be assessed in order to present 

comprehensively current status of teachers' awareness, attitude and practices in terms of 

at least seven major markers of diversity (i.e. ethnicity, culture, gender, socio-economic 

status, language, religion and exceptionalities. 

Fundamentally however, l' am convinced to conduct research on the issue emanated 

from the story told by my instructor in the mini-course I took on special needs education. 

The story happened to one fami ly. In this family a child was born with special problem 

that the moment he heard a louder sound, he used to fall on the ground and a sub­

consciolls for a time being and finally wakes up normal. As a matter of fact his family 

knew the problem of their child and brought him up carefully with special care. 

Nonetheless, at the age of seven, the fami ly decided to send their young boy to schoo l. To 

tllis end at the begillJ1ing of new academic year his father brought him to the nearby 
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school for enrollment. Soon the principal accepted the appeal and the boy was enro lled. 

Finally at the time of departure, the father, very close to the school principal, told him all 

the problems his young child encountered. Very impatient the principal was, barking over 

the father 's and strictly warned him not to bring the child to school on the pretext that the 

boy wi ll disturb all other students in the classroom which he doesn't want to happen. As 

the result, with no option the father took his young boy with additional upsetting 

incidence to his home. 

The whole story was happened in Addis Ababa, the capital of Ethiopia. It was a big 

impression for me and as soon as my instructor finalized the story I began to think over 

the problem of diversity. I thought there might be quite a number of mistreatment within 

the school compounds. Right, that very day onwards I have been thinking to explore the 

degree of awareness, attitude and practices of teachers in primary schools of Addis 

Ababa. 

1.3 Objectives of the study 

The main objectives of the study 

I. Explore teachers' perceptions 10 multiculturalism and identifying promlSlng 

opportunities to implement multicultural education in the primary grades. 

2. Describe the lived experience of teachers in primary grades in preparing and presenting 

instructional strategies helps to serve the diverse student population in the classroom and 

presumably valuable for students to developing multicultural competencies. 

3. Add a drop to the body of lmowledge on the prevailing thought of multicultural 

education in Ethiopia by portraying the awareness, attitude and practices of teachers in 

Eshet primary school. 

1.4 Basic questions for the study 

To attain the objectives of the study the following basic questions are raised. 
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I. What is the awareness of teachers in multicultura li sm in education in Eshet primary 

school? 

I. What is the attitude of teachers in Eshet primary school towards multiculturalism 

in education? 

2. What does the practice of teachers in Eshet primary school looks like in preparing 

and delivering instruction from multicultural points of view? 

1.5 Significance of the study 

The major significance of the stud y is: 

1. Portray the current understanding and awareness of teachers towards multicultural 

education that would serve as a parameter for policy makers to think over the 

issue in depth so as to design appropriate measures on time. 

2. Provides base line information about the existing professional knowledge, attitude 

and skills of teachers on multicultura l education, that can be used to design 

intervention programs in the form of on-the-job training 

3. Call the attention of researchers to issue of multicultural education in Ethiopian 

context. 

1.6 Delimitation of the study 

This study was intended to understand teachers' awareness, attitude and practices on 

multicultural education in Eshet government primary school in Addis Ababa. T 

deliberately selected and confined the study to Eshet primary school because of its 

accessibility. Here, the issue of qualitative research demands the researcher to make 

detail observation of the natural world which obviously requires suffi cient time to carry 

out the research work. 

1.7. Limitation of the Study 

The major limitation of the study was lack of conceptual delimitation in that attempts 

were made to trea t seven markers of diversity. If the study had treated one or two 

variables, it would have been better in its depth. 
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1.8. Operational Definition of Tenns 

I . Multiculturali sm: the status of several ethnic, racial, religious or cultural groups 

co-existing in harmony in the society. In this study it was seen in terms of 

teachers' views and commitments in valuing students ' cultural diversity as a fact 

of life in classroom settings with out di scrimination. 

2. Multicultural Education:- Incorporates the idea that all students regardless of their 

gender and social class and their ethnic, racial , or cultural characteristics should 

have an equal opportunities to learn in school (Banks and Bonks,2001). 

3. Multicultural Attitude:- A pre-disposition to act in a positive or negative way 

toward the implementation of multicultural education in primary schools. In the 

study, it was seen in terms of teachers' views, values and their commitment to 

create culturally appropriate learning environment as well as teachers' role as a 

positive role model for students to learn respect and concern for all peoples. 

4. Multicultural Awareness:- Involves teachers ' values, myths and stereotypes and 

world view. In the study it was seen in terms of teachers ' values, myths, 

stereotypes and world view towards multicultural education to teach students of 

divers' cultural backgrounds. 

5. Multicultural practices: The actual performance of teachers' classroom instruction 

from multicultural perspectives . In this study it was seen in terms of: 

• Teachers' lesson presentation practices to culturally diverse 

students. 

• Teachers' efforts to create conducive classroom atmosphere from 

multicultural perspectives. 

• Teachers' utilization of various teaching techniques so as to 

accommodate diversity. 

• Teachers---Students' relationship in a diverse school setting. 

• Relationship among students in a multicultural context. 
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CHAPTER TWO 

Review of Related Literature 

This chapter is devoted to review of relevant theoretical concepts, perspectives, 

assumptions and principles with the aim to offer theoretical framework for the study. 

2.1. What is Culhu·e? 

It is necessary to discuss the meaning of culture in order to describe what multicultural 

education suggests theoretically since culture is the root of multiculturalism and 

multicultural education. As Pai and Adler (1990) explain, there are many different 

definitions of culture but there is no single definitions that all social scientists would 

heartly accept. Some definitions, however, are fairly widely accepted. A more dynamic 

definition might be: That culture is: 

Ever changing values, traditions, social and political 

relations and world view created and shared by a group of 

people bound together by a combination off actors (which 

can include a common history, geographic location, 

language, social class and lor religion (Nieto,1995). 

This defi nition of culture reveals that a group of people that form a community 

interrelated to construct the meanings by which they exist together that help them to 

understand each other. For Nieto (1995) there are cu ltural elements that are commonly 

shared by all members of the group and each cultural group has its own unique 

understanding of cultural milieu where they live in. Thus, from thi s, we can deduce that 

in any multicu ltural society there are always commonly shared cultura l values and the 

lwique aspects which are enj oyed by a particular group of the society. The fundamental 

concern of multicultural education is to deal with both the common and wlique cultures 

of society at equilibrium, because multicultural education educates the worth of similarity 

(shared cultures) and differences (unique cultures). It neither allows an out right 

domination of the dominant culture nor undermines the minority cu lture. It rather, 

appreciates and va lues diversity with in unity. For this multicultural education gives 
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much emphas is for providing equal educational opportunities for all students in the class 

room in pruticu lar and the school in general regardless of race, ethnicity, gender, socio­

economic status, language, cu lture and any other di fferences. This ultimately improves 

the academic performrulces of all students . 

2.2. What is Multicultural Education llfid what is it 1"0'· 

The search for a single definition of the idea of multicultural education must be a very 

difficult task, because vari ous groups and ind iv iduals define multicultural education in 

numerous ways. Some definitions rel y on the cultural characteristics of diverse groups, 

wh ile others emphasizes social problems, political power, ruld the reallocation of 

economic resources, some limit multicultural education to characteristics of local schools 

and still others provide directions for school reform in all settings regardless of their 

characteristics. Thus, there is no one comprehensive definition of multicultural education 

that can be accepted by all classroom teachers and education scholru·s . For this study 

however, the fo llowing definitions are fou nd to be more relevant and hope fully provide 

an insight to the core issues to be di scussed. 

According to Bemlett (J 990) Multicultural education in its most comprehensive form is 

an approach to teaching and learning based up on democratic values that foster cultural 

pluralism, it is a commitment to achieving educational equality, developing curricula that 

build understanding about ethnic groups and competing oppressive practices. 

Multicultural education mllst begin with out right rejection of the view that educational 

institution should melt away cultural differences at the expense of the dominant core 

culture and maintaining the true ex istence of cultural diversity . By so doing, therefore, 

multicultural education directs schools toward the cultural enriclmlent of all students. For 

Baptiste (1979) multicultural education is institutiona li zing a philosophy of cu ltural 

pluralism within the educational system that is grounded in principles of equality, mutual 

respect, acceptance and understanding and moral commitment to social just ice. 

Multicultural education promotes acceptance of cultural differences as a resource for 

teaching leaning process with out any sort of discrimination which rejects the 

perpetuation of teaching from the dominant culture. Therefore, the educational programs 

must balance both the common and etlmic cultures. 
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The definition given by Banks and Banks (2004) is not very different from the above 

conceptions. For these writers multicultural education is a reform movement that is trying 

to change the schools and other educational institutions so that students £i'om all social 

class, gender, racial, language and cultural groups wi ll have equal opportunities to learn. 

They further pointed out that multicultural education involves changes in the total school 

or educational environment as a system and is an on going process. The above definitions 

have valued multicu ltural education and viewed it as a process that requires a total school 

transformation so as to provide educational equality for all students regardless of culture, 

language, race/ethnicity, gender, socio-economic status, exceptionality etc. Therefore, for 

this study multiculturalism is taken as a school reform movement which va lues the 

common and etlmic cultures to be practiced in a pluralistic stLldent population in the 

urban schools aiming at providing equal educational opportunities for all learners with 

out discrimination. 

2.3. The Importance of Multicultural Education 

I found it important to enumerate some of the most important use of multicultural 

education to show how it is valuable to catch up the central theme of the idea of 

multicultural education in particul ar and the dimensions of thi s study in general. 

)0 begin with mul ticultural education educates culturally diversified students in a way 

that will enhance personal development by emphasizing on developing self­

understanding, positive self concepts and pride in one ethnic identity. Students who fee l 

good about themselves are likely to be more open and receptive to interactions with 

others and to respect their cultures and identities . As it was written in NCCS (1992) 

documents, multicultural education promotes the core values that stem from the 

principles of human digni ty, justice, equality, freedom, self determination and 

democracy. Furthermore, according to Lynch (1983) multicultural education enhances, 

multicultural social competence and can ease by teaching skills in cross cultural 

communications, interpersonal relations, perspective taking, contextual analysis, 

understanding alternative points of view and frames of references, and analyzing how 

cultural condition's affect values, attitudes, beliefs, preferences and expectations. 
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As Boggs et al (1985) write multicultural education can improve mastery of reading, 

writi ng and mathematical ski ll s; subject matter content, and intellectual process ski lls 

such as problem solving, critical think ing and conflict reso lution by providing content 

and techniques that are more meaning to the life's and frames of references of ethnically 

different students. 

As Gay (1988) pointed out, multicultural education promotes educational equality and 

excellence. It drives from the notion that educational excellence is unattainable for any 

student when certain groups are denied a fair chance to receive the highest quality 

education possible and when some contributions are systematically excluded from the 

nation and human systems. 

The last but not the least, multicu ltural education promotes personal empowerment fo r 

social reform. This will be acoomplished by cultivating in students attitudes, values, 

habits and skill s so that they become social change agents who are committed to 

reforming society in order to eradicate and racial disparities in opportunities and are 

wi lling to act up on tlus commitment. To do so the students need to improve their 

knowledge of ethnic issues as well as develop decision making abilities, social action 

skills, leadership capabilitics, a sense of poli tical efficancy and a moral commitment to 

human dignity and equality (Banks, 1991b). Thus, students need to understand and 

appreciate why etlmicity and cultural pluralism are sa lient features of human life in a 

pluralistic society, but also how to translate this knowledge into decis ions and actions 

related to key socio-political issues, events, concerns and situation. 

2.4. Postmodernism: As a Theoretical Pace Maker for Multicultural Education 

The term postmodernism refers to one of the philosophical approaches, which brought 

with it, a questioning of the previous approaches (i.e. premodernism and modernism) to 

knowledge. In stead of relying on one approach to knowledge, it advocates for an 

epistemological pluralism which utilizes multiple ways of knowledge. This includes the 

premodern ways of revelation and modern ways of science and reason along with many 

other ways of knowledge such as intuition, rational and spiritual. Thus, postmoderni sm 

may further be defined as a movement that seeks to repudiate western epistemology and 

its related ontologies and axiologies as the so le basis for humanity, human understanding 
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and human experiences Akinlude (2001 ). Because as Akinlude writes, the postmoderni sts 

rejects the modernist taught of the supremacy of the dominate culture [white western 

cul ture] as the center of the universe that the dominant groups creates or constructs the 

"World" or the "real " and does so its own image in terms of its ways and its social 

hi storica l experiences. Thus, the goal of postmodernism as Akinlude (2001 ) noted that: 

Is the construction of a paradigm that doesn't recognize 

race as "reality" and seeks to implement a socio cultural 

epistemology that is inclusive of all perspectives and that 

will deconstruct modernism and reposition power in a more 

equitable way (p.84) 

Therefore, in many ways postmodernism consti tute an attack on modernist claims about 

the existence of truth and value claims that stem from the enlightenment of the 181hc. In 

disputing past assumptions postmodernist generally play a preoccupation with the 

inadequacy of language as a mode of communication. To this end, Jacques Derrida 

origi nated the philosophical method of deconstruction (take part to analyze and critique), 

a system of analysis that assumes a text has no single, fixed meaning, both because the 

inadequacy of language to express the author's original intension and because a reader's 

understanding of the text in culturally oriented that influenced by the culture in which the 

reader li ves (Bishop; 1996). Thus, the postmodernist believes, texts have many possible 

interpretation as the legendary saying goes "beauty is in the eyes of the beholder", where 

there are endless number of interpretations that is, there is no fi nal meaning fo r any 

particular sign, no notion of unitary sense of tex t, no interpretation can be regarded as 

superior to anyone. 

Furthermore, Giroux (1993) writes the dominant culture has defined a privileged canon, a 

body of literature and ideas that is seen as true and good. This canon has marginalized the 

voices and ideas of those with little or no power. For instance, the wri ting and thinking of 

the oppressed and the poor have not been seen as having equally worth with the vo ices of 

the dominant culture. To substantiate Pai and Ad ler (1990) write. 

The posmodern perspective argues against efforts to strive 

towards objectivity. What has been defined as school 
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knowledge, as universal and true, has in jact, been defined 

by those in power. From a p ostmodern per:,pective; it is 

necessary to deconstruct both those power relations and 

the canon oj knowledge that has emerged jiwn them. Only 

by seeing kno'wledge and language with in historically 

constructed contexts can we begin to know only by 

attending to diverse voices can we really begin to 

understand the world and our lived experiences (p. J 65). 

Therefore, postmodernists argue for the need for multiple narratives so that subordinated 

and excluded groups are given voices and opportunities to discover their worlds and 

histories. 

Moreover, the postmodernists question the va lidity of the worth in SCience and 

rationalism that originated during the enlightenment and that become associated with the 

philosophy known as modernism. They also question whether anthropo logy is, or should 

be science. Because all Imowledge is necessarily shaped by culture, they argue 

antlu'opologist crnm't be objective in their research. Due to this postmodernists deny 

objective truth because objectivity is an illusion fi nd it is impossible to be discovered by 

science. Science according to the ideological argument subverts oppressed groups, 

females, ethnics, third world peoples (Sp iro: 1996). Therefore, there is no true objectivity 

and the authentic implementation of the scientific method is impossible (Bishop, 1996). 

According to postmodernists, therefore, people should break traditional frames of 

references which considered as "class" due to its special characteri stics. These include 

li terature, painting, music etc. People should also oppose stylistic unity and struggle to 

overtlu'ow of categories that are the resul t of way of writings artificially created by those 

who were in power to sati sfy their own interest at the expense of the oppressed groups. 

Thus, postmodernists argue, that there is no absolute truth, any thing written has the same 

status as any thing else, no point of view is privileged. Hence, society urge to reject what 

are seen as the fa lse imposed unities of Meta narratives and hegemony. 

Therefore, the postmodernists deny a linear narrative that only serves a group in power 

rather they appreciate a mul tiple narratives that permits diverse voices. They also 
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believed in that Imowledge is strongly influenced by one's cultural background. These 

and other issues makes postmodernism as a theoretical foot stept for multicultural 

education. It is an educational movement claims educational equali ty for all students 

regardless of ethnicity, culture, language, gender socio-economic status, and 

exceptionality etc, stresses the relationship of these markers of diversity to one's learning. 

2.5. Major Ideological Positions of Education in a Pluralistic Society 

In a multicultural society education may be organized in one of three ways. It could be 

structured from the ideological position of the assimilations (exists to the left extreme of 

the continuum, claims dominate culture) or plurali st position (exists to the ri ght extreme 

of the continuum, claims multi mono cultures) or from multicultural position (equilibrium 

position along the continuum, claims the common and diverse cultures). Thus, the 

question of diversity in education may be responded by a country tlu'ough any of these 

three approaches according to the political ideology of the country. In this regard, for a 

better conception a brief summary of these major ideological positions in education 

presented as fo llows: 

2.5.1. The Assimilations Ideology 
I 

Assimilat ion means complete abandoIUnent of cultural differences; it means a new 
) 

cultural group giving up its identity and adopt ling] totally the identity of the domimmt 

group (Fullinwider; 1995). This means an eHmic minority being who lly absorbed into the 

dominant culture, no longer distinct as a separate group (Baker; 1993 and Macionis; 

199 1 ). 

By this assimilation sees the modernized state as being universalistic rather than 

characterized by etlmic pluralism and believes that strong ethnic attachments are 

dysfunctional with in a modernized democratic state (Banks; 1975). Accord ing to the 

assimilation stand etlmicity promotes divisions exhumes etlmic conflicts and leads to 

balkanization of society. Thus, assimilation believes that the best way to promote the 

goods of society and to develop commitments to democratic ideals is to pro mote the fl.III 

socialization of all individuals and groups into the shared culture (Bml.ks; 1994 in Steven 

and wood; 1995). 
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Furthermore, as Banks (1981) pointed out, Assimilationists usually assume that micro 

cultural groups with characteristics that cause its members to function unsuccessfully in 

the common culture are deficient; deprived and pathological and lack needed functional 

characteristics. Thus, to tackle this, they suggested that the primary goal of the common 

school, li ke other public ally supported institutions should socialize individuals into the 

common culture and enable them to function more successfully with in it. 

Likewise, the Assimi lationists believe that curriculum materials and teaching styles 

should relate to the common culture i.e. emphasis should be on the shared culture within 

the nation state because all citi zens must learn to participate in a conm10n culture requires 

universal skills and competencies. The curriculum should stress the conm1l1l1ality of the 

heterogeneous all people share in the nation state. It should also help students develop a 

commitment to the common culture and the skill s to participate in social action designed 

to make the practices in a society more consistent with its professed ideology. 

Nonetheless, the assimilations assumption that learning styles are uni versali stic rather 

than to some extent culture specific is questionable. Further, the assumption that all 

stlldents can learn equally well from teaching materials that reflect on ly cultural 

experiences of the majority group is also ques tionable and possibly detrimental to 

minority group children with strong identities and attachments. 

2.5.2. The Pluralist Ideology 

The cultmal pluralist ideology exists on the right extreme pole of the continuum. It 

represents some sort of cultural separati sm, in which cultural groups, retain most of their 

original differences and interact with other groups only for purpose of impersonal 

economic exchanges or political bargaining (Fullinwider; 1995). Thus, the pluralist 

stresses the ri ghts of the ethnic group over the ri ghts of the individual and an etlmic group 

can attain inclusion in and full participation with in a society only when it can bargain 

from a powerful positions. 

According to Kallen (1956), the cultural plural ist assumes that an individual's 

membership in and attaclm1ent to primary etlmic and cultural group life and the sociall y 

encouraged involvement in it, promote those characteristics in a person usually associated 

with a healthy personal ity type, self esteem, sense of belongingness, respect for other 
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purposefulness and critical thinking. Here Kallen's explanations goes to say that, 

pluralism claims that strong primary group ties lead to a sense of security and rooted 

identity, is true that respect for others follows from such ties. That is a personality 

characterized by tolerance and openness to different others necessary to a truly 

democratic society is dependent up on the opportunity of individuals to encounter and 

interact with a variety of culturally different others. 

The cultural pluralists also assumes that it is valuable to have many ways of life in 

competition and that such competition leads to a balance of equilibrium in the social 

order i.e. friendly contact and open competition among and between groups can only one 

or more culture (s) or cultural group (s) doesn't seek to destroy other. Therefore, there is a 

freedom of association in which a matter of identifying particular cultures to be 

considered unworthy of perpetuation. So loyalty to a larger society a nation is a function 

of and dependent on ly, socially funct ioned loyalties rooted in a multiplicity of diverse 

ethnic and cultural groups. These diverse ethnic cultural and retail groups are integral 

parts, which strengthen the whole society. To thi s end, proponents of cultural pluralist 

ideology ague that schools must treat all cultures, ethnic groups, linguistic variations 

equally with out any kind of discrimination. They believe the curriculum should also be 

drastically revised to reflect the cognitive styles, cultural history and present experiences 

and aspirations of ethnic groups, especially the visible minorities (Banks; 1981). That 

learning materials be culture. Specific and that the major goa l of the curricul um should be 

to help the chi ld to function more successfi.Jlly with his or her ethnic culture. As Banks 

(1981) further explains, the pluralist believes that the curri culum should stress events 

from the point of view of specific etlm ic groups and promote ethnic attachments and 

allegiances. It should also help students to gain to help their etlmic, group to gain power 

and to exercise it wi thin larger civic society. However, in hi s works Banks (1981) argues, 

though the pluralist ideo logy is useful because it informs us about the impotence 9f 

ethnicity with in a society and the extent to which an individuals' etImic group determines 

hi s or her life choices, it fails to pay adequate attention the fact that most members of 

etlmic groups in modern societies participate in a wider and more universalistic culture 

than the ones in which they have their primary group attachment. So, the pluralists 

exaggerates the extent of cultural plural ism with in a pluralistic society and fail s to give 
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adequate attention to the fact that gross cultural, if not structural, assimilation has taken 

place in a pluralistic society. Exaggerating the ex tent of cultural differences between and 

among ethnic groups might be as detrimental for school policy and curricular reform as 

ignoring those which are real (Banks: 1975). 

2.5.3. The Multiculturalism Ideology 

Multiculturalism is positioned in the middle of the continuum, leaving aside, the 

assimilations to the left and the plurali sts to the ri ght extremes. Thus, multiculturalism 

reflects both of these positions and yet avoids their extremes. By this, multiculturalism 

gives an equal value for the common and ethnic cultures. In elaborating this position 

James Banks (1975) writes: 

The multiculturalism assumes that while the ethnic group 

and the ethnic individuals are strongly influenced by the 

common culture during their early socialization, even if 

they never leave the ethnic community or enclave (p. 1 72). 

Accordingly, Banks clearly shows that whether we believe or not an individual child 

should be affected by the common culture and his or her etlmic culture that multicultural 

education celebrates similarity and differences. Because as it was written in the ASCD 

(1976) documents multicultural education recognizes the rights of different cultures to 

exist as separate and distinct entities and knowledge their contribution to the societal 

entity. It evolves fi'om fundamental understandings of the interactions of di vergent 

cultures within the cultures of the plurali stic society. 

Therefore, a multicultural perspective rejects the beliefs that all deviations from the 

norms of the dominant society or group are deficits or pathological conditions rather than 

difference ( Pai and Adler; 1990). It is to say that, cu ltural practices that deviate from our 

own should not be considered deficits because cultures represent different but legitimate 

ways of dealing with essentially similar human problems. 
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As Lee and Gropper (1974) cogentl y conclude; 

Each culture should be evaluated in terms oj the degree /0 

which it has prepared the two [different} cultures would 

appear to be equally adequate (p.385). 

The above description clearly cemented the notion that "difference is not deficit" , which 

is an engine idea of multicultural education, it does not hold that, any and all cultural 

differences, regardless of their harmless effects on others should be treated as mere 

differences. Nor does it imply that there are no objective and rational bases for justifying 

basic conduct. Rather its purpose is to remind us that cultural differences should be 

respected and considered enriching to human experience. Implicit in this belief is the 

notion that we should consider the possible consequences of our actions on others, for 

their deeds will eventually affect our own well being (Pai and Adler; 1990). Hence any 

inhumane and unjust actions out rightly be justified. 

Having this in mind, the multiculturalists argue that culturally different students in the 

society must learn to function according to the dominant as well as their own cultural 

norms, depending on their purpose and the circumstances in which they find themselves. 

For this, educators must believe that all children in our schools are there (0 learn their 

own culture that the patterns that deviate from the dominant norms are treated as deficit 

to be eliminated (ibid: 44). And the school and society should be concerned with helping 

all children rega rdless of race, e(hnicity and gender to function effectively in a wide 

range of socio cultural and intellectual environments and divergent contexts with out 

doing violence to the worth of their own culture and self-esteem. In such a way that 

multiculturalism promotes to create an equal educational opportunities to all students 

without any sort of discrimination and improve the academic ach ievements of all 

learners. 

To accomplish this, the multiculturalists believe that the curriculum should reflect the 

cultures of vario us etlmic groups and the common culture students need to study all of 

these cultures in order to become effective participants and decision makers in a 

pluralistic society. 
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2.6. The PI'erequisites for the Implementation of Multicultural Education in Schools 

The implantation of multicultural education in the primary grades requires teachers' 

competencies in all of the three areas i. e. knowledge, attitudes and skills. Supporting th is, 

Manning and Baruth (1996) noted that, teachers' competencies for effective multicultural 

education fa ll into three categories, knowledge, attitude and skill , each being 

complementary and necessary for the existence of the other. These make teachers to 

develop, concept of multicultural education, sensitive cultural diversity and skills 111 

providing instruction fro m multicultmal perspectives . To this effort teachers themselves 

are required to possess the knowledge, attitude and skills. Hence, fo r, teachers to be 

effective in a multicultmal classroom setting they need to have some basic knowledge 

about cultural diversity and positive attitude toward it. They also need to have 

pedagogical competence in translating cultural knowledge into instructional plan for use 

for students. Thus teachers' expertise in all these areas enables them to have good 

knowledge of the cultural resources of students, develop respect for cultural differences 

and enhances their teaching ski ll s and strategies that enable them to use wisely these 

cultural resources in the teaching learning process. 

2.6.1. Knowledge of Multic lIltlll'a l Rducation 

According to Manning and Baruth (1996) multicultural knowledge includes an 

understanding of learners; culture, race, ethnicity, social class etc. And teacher should 

comprehend the implications of these characteri stics (identities) on the teaching learning 

process. In other words, teachers need to have a working knowledge and understanding 

of the cultura ll y diverse students . They need to understand what culture is and how it 

affects the interaction of culturally diversified students and the interaction of students 

among each other. They should also know and understand the ramification of raci sm, 

di scrimination, prejudice, and injustice and what it means to be culturally different 

learners (ibid: 214). Because as Gay (1986) explains, instructional activities cann't be 

facilitated in the absence of a clear understanding of how to provide classroom 

instruction from culturally diverse points of view. Hence, a classroom with institutional 

process un aware of and insensitive to the existing cul tural differences or wi th essentially 

monoculture teaching and learn ing activity may negatively affect students whose cultural 
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backgrounds and experiences are different from the one being stressed. This is because, 

according to Darder (1991), cultural diversity in the classroom is frequently considered 

by most teachers as some thing which has negative impact in educational process. Due to 

thi s most teaches still hold the notion of the melting pot assumption in which cultural 

differences need to be melt down and create a monoculture nation state. It appears 

common knowledge that effectiveness of teachers in multicultural classroom is greatly 

enhanced if they understand the cultural diversity that prevails in the classroom than say 

encapsulated in their own cultural milieu. Thus, in a multicultural setting, teachers need 

to understand the cultural backgrounds of their students. They need be aware of the 

cu ltura l experiences that students bring to the classroom. 

2.6.2. Attitude toward Multicultural Education 

According to MaIUling and Baruth (1996) multicultural attitudes includes, developing 

positive attitudes and values, creating culturally appropriate learning environments and 

modeling for children to learn respect and concern for all. It helps teachers to identify and 

clarify their own etlmic and cultural identities and develop positive attitude toward other 

cultural groups (AAeTE; 1973). 

However, thi s can't be realized unless teachers themselves develop positive allitlille 

toward cultural diversity. This implies that no teacher can teach positive attitude toward 

cul tural diversity to his or her students unless he or she possess it himself/herse lf (Burger; 

1994). Substantiating this Johonson, et al (J 974) suggest that teaches must develop 

positive attitude toward ethnically different students and other cultures, since they are the 

most important variable in the students' learning environment. To this effect teaches 

should be aware of their personal biases and stereotypes and should objectively examine 

their attitudes regarding race, ethnicity, culture, gender, socio-economic status, language, 

exceptionality etc. They must also dig out the direct and the indirect effects of their own 

cultural backgrounds on their performance to teach successfully in the diversified student 

population. In a real sense however, teachers often bring to the classroom biases and 

prejudices toward people different from themselves. These attitudes influence the 

communication of accurate and objective information about etlmic groups in education 

settings (Pai and Adler: 1990). Therefore, it is necessary for teachers to get rid of 
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negative attitudes toward cultural diversity, since such attitudes curtain to unclerstand 

students' cultures and accept their particularities (Galard i; 1995). 

2.6.3. Basic Skills of M ulticultural Education 

according to Manning and Baruth (1996) multicultural skills include recogmz1l1g and 

responding appropriately to lemners strengths and weaknesses, responding to the 

relationship between learning styles and cultures and providing school experiences based 

on learners orientation's toward school and academic success, selecting standardized tests 

and evaluation instruments with the least curricular bias and utilizing teaching methods 

that have proven especially appropriate for culturall y diverse children and adolescents. 

Accordingly Manning and Baruth (1996) suggested that, daily teachers must understand 

many complicated areas, learning styles, the dangers of ability grouping and the benefits 

of cooperative learning. In relation to this Tayler (1889) suggested that cooperative 

learning procedures can reinforce the efforts of culturally diverse children to continue 

their school work successfully. Children who work cooperatively in gro ups, rather than in 

iso lation are usually motivated to help others carry out the assigned of chosen project. 

Likewise, people who help one another by joining forces to achieve a common goal 

generally feel more positively about each other and are willing to interact more positively 

when performing co llective tasks (Pai and Adler: 1990). Thus, it is important for teachers 

to develop multicultural skill s to treat culturally diverse students at equal status for better 

academic success. 

In general it can be said that, the degree of implementation of multicu ltural education in 

schools lmgely depends on the knowledge attitude and pedagogical skill s of teachers. 

However, teachers' awareness of the dimensions of multicultural education should not be 

over looked. 

2.7. Major Dimensions of Multicultural Education 

To define the concept of multicultural education in general terms is not a guarantee for 

effective conceptualization and implementation of multicultural education curricu lum 

program and practices. Hence, James Banks (1997) identified five dimensions of 

multicultural education assuming that these can help practitioners to identify and 

22 



formulate reforms that implement multicultural education in thoughtful, creative and 

effective as well as delineate the scope of the field. These are: 

I. content Integration 

2. The knowledge construction 

3. prejudice Reduction 

4. An equity pedagogy 

5. An empowering school culture and social stTucture. 

2.7.1. Content Integration 

This dimension of multicultural education emphasis the need that contents should be 

selected and systematically organized as to meet the interest and learning capacities of 

the culturally different students as well as the curricular objectives. The contents included 

in the curriculum must be complete and accurate to show the contribution of all cultmes 

of the society in the cultural development of the nation state. The completeness and 

accuracy of the contents in the curriculum enhances senses of belongings of all students 

in the teaching learning process. No group (s) is/are being excluded in the curricul um. 

Therefore, students of diversified cultures develop positive attitudes towards the teaching 

learning process that permits to deal with those cultural elements of their own as equal as 

any other cultural gronp. A full-fledged integration of contents about all cu ltural groups 

enables students to learn about their own cultures and the cultures of others which is an 

essential learning opportunities for them to understand and appreciate each others 

cultures for the cOlllmon good of the society. 

2.7.2. Knowledge Construction 

Knowledge construction accepts the notion that all knowledge is socially constructed, 

created in the minds of human beings to explain their experience and thus, can be 

challenged. Therefore, teachers in a plurali stic classroom setting need to follow different 

methods, arrange appropriate classroom activities and questions to help students to 

understand, investigate and determine how impl icit cultural assumptions, frames of 

reference, perspectives and biases within a di~cipli ne influence the ways in wh ich 

knowledge is constructed (Banks; 1997b). Thus, when the knowledge construction 



process is implemented teachers help students to understand how knowledge is created 

and how it is influenced by the social, ethnic, and social class, positions of individual and 

groups. So that, the knowledge construction process should reflect the experiences, 

events and issues taught are viewed from the perspectives and experiences of a range of 

retail, ethnic and cultural groups. To this end, the knowledge construction dimension of 

multicultural education allows all learners to read and think critically. Students' critical 

thiuking enables them to be active participants in the meaning and knowledge 

construction of their own. 

2.7.3. Prejudice Reductiou 
, 

As a matter of fact children develop stereotypes at their early ages and bring these to the 

class rooms which can affect their interaction among students whose cultural experiences 

are different. These children learn stereotypes from their families and the communities 

where they live in. So it is important for teaches to eliminate students stereotypes towards 

others and help them to develop positive attitudes to words their own cultures and the 

cultures of others. Among others teaches need to portray the cultures of different groups 

at equal status. They need also show due respect for all cultures and cultural practices. 

This in turn enhances mutual understanding of stlldents and enables them to appreciate 

and work cooperatively with others. 

2.7.4. Equity Pedagogy 

It is obviously true thai in a pluralistic, classroom students come from different cultural 

backgrounds. They are different in many ways. They have their own values, hopes, 

dreams etc. Thus, teachers should recognize these variations and treat them accordingly. 

Under, such circumstances, it required teachers to use different strategies simultaneously 

to help all students at equal bases so as to promote the curricular objectives. If teachers 

work to and listen the diversified interests, feelings, emotions, hopes etc then it will 

create satisfaction among students of different cultures to strive equally to all others and 

work for their academic achievement at best . Thus, teachers should accept students' 

differences in order to treat them equally with out discrimination. 
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2.7.5. Empowering School culture and social structure 

This dimension of multicultural education is the central engine, which enables the other 

four to function effectively. Thus, educators must examine the structures of education 

that impeded learning and empower students and families from diverse racial, etlmic and 

gender groups (Banks; 1997b). 

The fundamental purpose of thi s dimension is to create schools that fo ster the fullest 

development of all students where the school culture and social structure are powerful 

determinants of how students live, behave and work together with others in harmony 

under the gu idance of a commonly shared norms. To thi s effect the whole school should 

coordinate efforts to enhance positive interactions between teachers and students and the 

entire school community as well as fit the teaching learning activities to the life of the 

society. 

2.8. Multicultural Education in the Ethiopian Context 

Ethiopia is IUlown to be a country of diversity where there are over 80 ethnic groups in 

the country all having distinct cultures of their own (Alem: 1982). Though, modern 

education was introduced at the begilming of the 20th century it had not been given 

attention to the cultural diversities of the people of Ethiopia until very recently. 

Supporting this, j-Iamdessa (1 982) cited in Alemayehu; 1998) writes that the educational 

activities of the country were calTied out from one dominant cultural perspective. For 

better insights, however, the features of the nature of Ethiopian education since the 

advent of secular education to this day were summarized as follows. 

During the reign of Menelik the second (i.e. when modern education first introduced) 

educational contents and teachers were imported from France were completely alien to 

the cultures and peoples of Ethiopia. The entire curriculum contents did not smell 

Ethiopian. It was rather the carbon copy of the French education system. Adding to this, 

the most severe to the broad masses of the Eth iopian population was, the Ethiopian 

Orthodox Church stoutly dominated the education system and the ri ght of education was 

only given to the male members of the nobilities. Here, leave alone girls of the poor, girls 

of the noble fam ilies had not had the right to attend schools, and similar dispari ties 
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existed between the rural and urban areas, where urban areas were advantageous than the 

rural villages. Therefore, it can be said that the educational system of Menelik the second, 

was neither Ethiopian in content nor equally benefited all the nation, nationalities and 

peoples of Ethiopia (MOE: 1961). 

On the other hand, during the period of Emperor Haileshillasie the first, a remarkable 

progress was made in the education system of Ethiopia in general. It was this time that 

the curriculum began to relate to the Ethiopian culture and Amharic was to serve as the 

medium of instruction in the primary schools of the country. However, this was some 

thing aloft for the majority of Ethiopians that gave neither equal educational opportunities 

nor recognized cultural diversities of the people as a whole. In this regard, Balsvik (1985) 

vividly puts: 

The fact that all instruction in the primmy schools was in 
Amharic, the official language, severely hampered the 
learning capacity of all those children whose first language 
was not Amharic. The appalling number of primary school 
drop-outs, especially between the first and second grade, 
must to some extent be related to problems of 
communication (p.lO). 

Thus, according to Balvisk's description, which was a description whom he had had an 

eyewitness as served as a teacher for a couple of years in Assella and the capital Addis 
i 

Ababa emphatically explained how Emperor Hailesellasie's melting pot Amharic 

impositions drastically affected the non-Amharic speaking people of the poor but it 

doesn't mean children of the poor Amharic speaking people truly benefited from the 

assimi lations policy of the Emperor. In relation to this, it is found necessary to see the 

exact reflection of primary grades to higher education. In the same way Balvisk (1985) 

describes: 

The students who reached Ethiopia universities were 
mostly male, predominantly Christian, and largely the 
Amhara and Tigre ethnic groups, which were over 
represented in the university compared to their numerical 
strength in the Ethiopian population. The Muslim 
communities and the Oro mas were underrepresented, as 
the numerous other groups (pp, 48-49). 

Therefore, the educational system of Emperor Hailesellasie could be summarized as the 

time where the cultural diversities of most of the nations, nationalities and peoples of 
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Ethiopia were undermined. Instead the melting pot assumptions of the dominant Amhara 

culture dominated the entire education activities of the country. 

On the other hand, the time of the Derge, was known by three remarkable developments: 

Firstly, the govenunent made a clear separation between the state and church by the 1974 

Decrees. Secondly, the govenU11ent gave due attention to the expansion of education to 

the rural parts of the country. Thirdly, it executed special program to mass education 

tlu·ough out the country. In relation to this, though the Derge government recognized 

officially the existence of nations, nationalities and people with their unique culture and 

languages it was onl y used for political purpose (ESCHER; 1986). Because the 

educational system of the country was highly centralized by the socialist ideology for this 

Amharic was serving as medium of instruction for the assimilation of the different 

cultures of the country. 

However, with the advent of the new EPRDF government a new education and training 

policy was introduced in the education system of the country which gave legal ground for 

all nations, nationalities and peoples to enjoy equal rights in the country's education 

system. To thi s end, the media of instruction changed from Amharic to mother tongue of 

the nations, nationalities and peoples of the country at primary schools (i.e. grades 1- 4) 

except in some regions. Thus, the contents of the curriculum were/are developed to 

reflect the cul tural settings of the community as well as issues help to develop the 

country's unity (Tekeste; 1996; in Beyene: 2007).Therefore, the new education and 

training policy provided legal ground for nations, nationalities and peoples of Ethiopia to 

participate equally in the education system of the country. 
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CHAPTER THREE 

3. METHODS OF THE STUDY 

3.1. Methodological App"oach 

Qualitative research paradigm is an inquiry process of understanding social or human 

problem, based on building a complex, holistic picture, formed with words, reporting 

detailed views of informants, and conducted in a natural setting (Wester, 1991 in 

Desalegn,2000) . It means that qualitative methods of research places emphasis on 

understand ing tlu'ough looking closely at people's words, actions and records. It examines 

the patterns of meaning, which emerges fi'om the data that are often presented in the 

participants' own words. Its task and actions are to present those constructions of the 

world as the participants originally experienced it. Thus, qualitative researchers study 

things in their natural settings, attempting to make sense of or interpret phenomena in 

terms of the meaning people bring to them ( Denzin and Lincoln, 1994). 

This study therefore uses qualitative method of research, as approach enables the 

researcher to study teachers' awareness, attitudes amI practices on multiculturalism in 

education at Eshet primary school, in its natural setting attempting to make sense of or 

interpret phenomena in terms of the meaning people bring to them. Lecompt and Pressle 

(1993) stressed this idea when they state that qualitative research can be employed in 

educational research when the concern is with people, because controlling and 

manipulating activities of human beings are somehow difficult. Bagdan and Kiklen(1 992) 

also stated that using the natural setting of humans as the direct source of data, which is 

primarily characteristics of qualitative research, is reconunended in educational research. 

3.2. Design of the Study 

As Yin cited in Solomon(2004) suggested a case study in general is a preferred strategy 

when how or why questions are posed, when the investigator or the researcher has 

minimull1 control over events, and when the focus is on a contemporary phenomenon 

with in some real life context. Since this study explore phenomenon in a context rather 
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than specific variables, closely related issues to teachers' awareness, attitude and practices 

on multicultural education, a qualitative case study is thought to be appropriate. In a case 

study, a researcher makes a detailed exploration about a single case rather than making 

general explanations about a population. In other words, Wiersman (1995) noted that a 

qualitative case study has focused to research on a few cases and many variables that 

takes few research settings and makes detail explanations around and in the research 

settings. Yin (2003) also stated case study as an empirical inquiry that can be utilized to 

investigate a contemporary phenomenon within its rea l life context. Yin further explained 

the case study inquiry that copes with the technically distinctive situation in which there 

will be many more variables of interest as one result relies on multiple sources of 

evidence with data needing to converge in a triangulation fashion . This means that the 

case study as a research strategy comprises an all - encompassing method covering the 

logic of design, data collection technique, and specific approach to data analysis. 

Moreover, Solomon (2004) writes that a qualitative case study is an analysis of a bound 

phenomenon such as a program, a person, or a process of implementation. Gomm et al 

(2000) al so stated that the case of case study might be an individual, an event, an 

institution or even a whole national society. According to this explanation, a case study 

usually refers to research that investigates a few cases, often just one in a considerable 

depth. 

This research, therefore, considered one research setting i.e. Eshet government primary 

school. Nine participant teachers were selected from both cycles. Four participant 

students were al so selected from the second cycle of the primary grades (5 - 8), one 

student from each grade. The school principal was one of the research participants 

invo lved in this study. Hence, fourteen participants were involved in the entire course of 

the study. The study was carried out with an extensive review of the literature so as to 

develop a conceptual framework which is a necessary move in any research work, 

followed by developing data gathering instruments and strategies of the researc!l. For 

successfu l accomplishment of the study, J made frequent contacts with different peoples 

who were found to be important to get preliminary information about well - informed 
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participants for the entire study. Following this, data was collected, studied, organized, 

categorized and analyzed. 

3.3. Data Collection Techniques 

Hamersle cited in Solomon (2004) writes in a qualitative research there is no one and 

final instrument that is used to gather information rather varieties of instruments 

recolmllended to be used. Interviews, observations and document analysis, are the major 

tools of data for qualitative research. By selecting complementary methods, a researcher 

can cover the weakness of one method with the strength of another. Thus, a good 

qualitative case study wi ll often include multiple methods of data collection and it is 

recommended that no single source has a complete advantage over all the others. In this 

regard, Merriam (1988) stated that, documentation, in depth interview, observations and 

FGD are key ways of collecting qualitative case study data. Therefore data for this study 

have been gathered through observation, interview, and document analysis. 

3.3.1. Observation 

According to Merriam (1988) observation is a major means of collecting data in case 

study research. This means it gives a first hand account of the situation under study. 

When combined with interviewing and document analysis, it allows for a holistic 

interpretation of the phenomenon being investigated. 

Hence, I used classroom observation as data collection instrument in the study along side 

interview and document analysis . Observation has been conducted in 9 sections, each 

section and each participant teacher was observed twice. It was an open observation in 

which I was recording all situations found to be relevant to the study using a hand written 

notes. Throughout, the observation sessions I have been tried to record information as 

factual as possible focusing on five focal areas: 

• Teaching techniques of the teacher. 

• Teachers' practices to present the lesson from divers points of views. 

• Teachers' practices to use teaching aids from multicultural perspectives. 
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• Teachers - student relationship inline with multicul tural ism. 

• Relationship among students 

In the study nine teachers were selected for observation. Each of the nine teachers was 

observed twice with different topics . The classroom observation took me a month. I made 

observation alone. Thus, in fo rmation obtained thro ugh observation presented in narrative 

form. 

3.3.2. Interview 

Merriam (1988), explained that in qualitative case studies, interviewi ng is a major 

sources of data needed for understanding the phenomenon under study. Supporting thi s, 

(Best and Kahan, 1999 as Cited in Tibebu, 2006), write, the major way in which 

qualitative evaluator seeks to understand perception, feeling and knowledge of people in 

program is tIu'ough in-depth and intensive interview. 

Interviews are fo und to be an important instrument to understand people's awareness and 

attitudes using their words and gesture. In the course of this study I used semi-structured 

interview in order to obtain va luable information about their undcrstanding and feelings 

about multiculturali sm in education, so as to relate to their actual classroom practices. For 

thi s, I used tlu'ee types of participants. These were teachers, students and the school 

principal. Accordingly, detailed interview was conducted with nine participant teachers. 

The interview was conducted on same day after observation. With the consent of the 

participants, the interview has been audio-recorded. This helped me to minimize loses of 

information during the interview process. I interviewed each participant teacher twice. 

Almost all interview questions were related to multicultural awareness and attitude. 

Similarly I interviewed four participant students each only once. Interview questions to 

students were related to instruments for teachers ' awareness, attitude and instructional 

practi ces. Moreover, I interviewed the school principal once. The points of the interview 

were related to awareness ancl attitude of the school governance about students' diversity, 

the efforts of the school to serve the culturally di verse students on equal bases and the 

challenges and opportunities to execute multicultural education programs in the school. 
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3.3.3. DocumentaJ'Y Sources 

The role of document analysis as source of data in a research endeavors is 

unquestionable. In this regard Yin (2003), writes document analysis are important and 

relevant sources of qualitative case studies. This is to say that documentary sources could 

serve a useful purpose in yielding information that is helpfu l in explaining social or 

educational practices. 

Therefore, in this study, to collect information about vision and mission of the school, the 

number of teachers, the total number of students and the entire hi story of the 

establi shment of the school, I analyzed all relevant documents found currently in the 

school archive. 

3.3.4. Bad,ground of the Research Setting 

Eshet primary school is found in Addis Ketema Sub-city in Kebele 16117 locally ca lled 

'Kuwas meda' ('lJ.f1 UILR). The school is situated in an area of 7625 meter square. It is 

approximately about fi ve kilometers away from the city center (Piazza) and is access ible 

for public transportation. The school has six buildings; the first five were built in 1994 

E.C. with the accommodation of staff, li bra ry, laboratory and other supporting classes 

with 22 classrooms. The front building, which was built in 1999 E.C, is a fo ur floor 

building consisting of IS classrooms, cafeteri a and department offices. The architectural 

des ign of th is building is very splendid ever built in the capital under government 

ownership. It is chari smatic and fascinated one. The school totally has 35 classrooms, on 

overage the size of each classroom is 57 square meter. There were 2259 students 

registered for 2000 E.C. out of which 1003 and 1256 were male and female respectively. 

There were also 67 teaching staff out of which 36 are males and 31 females. 

The school is one of the six government primary schools in Addis ketema Sub - City, 

which has been serving students from grades I - 8, who usually come from fami lies of 

the sub -city . Therefore, a considerable number of students who came from low -income 

families have been benefiting from the schoo l. 
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Visions and Mission Statements of Eshet Primary School 

Vision 

Striving to become model school among all government primary schools in the Addis 

Ababa City Administration in terms of providing quality education and its internal 

organization 

Mission 

Preparing students who can satisfy the highest academic achievement and who will be 

disciplined, healthier dedicated to mother land. 

3.3.5. Selection of Reseal'eh Setting 

As I have already mentioned, Eshet primary school is one of the six government 

primary schools in the Addis ketema sub - city. Of these primary schools the selection 

of Eshet govenunent school as a research setting is justified due to the following 

reasons. 

I. The setting is found in mid way for students of the Addis ketema sub - city that 

students came from all parts of Merkato areas. As it may be all known residences 

of Merkato secure their livelihood by trade activities. The residents originally 

came from different parts of the country. Therefore, Merkato is a place where 

multicultural communities are living together. It is a place of cultural interaction 

where peoples of ' Gurage' , 'seiete ', ' kembata' , ' Hadya', ' wolayta ' , ' Tigre' , 

'Amhara ', 'Oromo' , 'Harm'i', and many others were live. If that is the case, one 

can simply assume that the school must be the reflection of this composition of 

peoples whose ethnic and cultural backgrounds are diversified. Thus, I believed 

that Eshet primary school is the right setti ng to explore teachers' awareness, 

attitude and their practices on multiculturalism in education. 
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2. It is found adjacent to my work place so that, I could have easy access to visit the 

school over and over again which is required of a qualitative researcher. This 

helped me collect ample information needed to make a more reliable and valid 

conclusion. 

3. As an educational expert, I had a very close contact to the research setting for 

about four years and hence, I have better access to different information and 

relatively good knowledge of the school than other schools in the sub-city. This, 

therefore, contributes to obtain valuable information which ultimately enhances 

the quality of the study, because in a qualitative case study, the involvement of the 

researcher is very active and essential as the primary data gatherer of the study at 

large. 

3.3.6. Recordings (field notes) 

In a qualitative research, nearly all qualitative researchers produce field notes (Solomon, 

2004). Likewise it did happen to me. Quite a lengthy time I was taking field notes on 

issues I believed valuable to the study. Moreover, when people talk about the teaching 

and learning processes usually tend to focus on the formal curriculum but the role of the 

informal curriculum ("hidden curriculum") is very much detrimental in shaping the 

intellectual and behavioral patterns of the school children. Accordingly, in this study I 

thoroughly analyzed the entire school context in line with the theoretical frameworks of 

multiculturalism in educational setting. 

3.3.7. Access to the Reseal'ch Setting and Procedural Aspects 

Following the approval of the research proposal and research instruments, I went to the 

research setting with letters of cooperation both from the Department of Teacher's 

professional development and curriculum studies and the Addis ketema sub - city 

Education office. As planned a formal permission was received from the school principal. 

The next step was gearing to searching for those reseaJ"Ch participants who could provide 

valuable information to the study. For thi s I made prolonged discussion with the school 

principal , vice principal and unit leaders; on how to select well - informed participants. 
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Though this was so challenging, I was able to select important research participants 

thanks to the relentless efforts made by the already mentioned individuals and my own 

prior knowledge of the school communities since I have been served as educational 

expert in the sub - city for about fo~r consecutive years. In this way key participants were - -
selected carefull y. The requirement for selection of teacher participants was their 

willingness and cooperation to participate in the study. Next I carri ed face- to face 

discussion to each of the participant teachers and the school principa l. I briefed the 

objective of the study and eventually secured permission from all of them. Regarding 

selecting the students' participants, I was supported by the school vice principal and one 

of the unit leaders. They suggested four students from second cycle (5-8), each from 

each grade based on their academic performances and individual abi li ties of articulating 

ideas in the manner showing strength and confidences. I was convinced to select 

parti cipant students from the second cycle (5-8) of primary grades because at this level 

students are presumably physically and mentally matured to give their reliable opinions. 

As done with the teachers' participants, I conducted a face to face discussion with each of 

the students at different times. From the fo ur students one was refused to be a participant 

student because serve as a shopkeeper after schooling. Due to this in similar fashion 

another participant student suggested by those individuals mentioned above and I got 

permission from the newly suggested student and he served as a research participant until 

the data collection. 

Such adjustments were fo llowed by classroom observations. The classroom observation 

geared to the entire activities in the classroom and I recorded what ever was going on in 

the classroom. Eighteen sections were observed at different times. Some participant 

teachers are likely to be observed for a second time. 

To overcome language barriers and to have common understanding and fo r the 

participants to express their feeli ngs and ideas Amharic language was used as a medium 

of communication language. 
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3.4. Organization of Data 

3.4.1. Transcription and Translation of Interviews 

All the recorded interviews were transcribed by myself word by word in Amharic and 

noted on a note book which is labelled by date, time, place and pseudo names of the 

participants. 

Tl'anslation 

Data obtained through interview were translated from Amharic to English and written 

down in another notebook that was labelled in the same way as the notebook fo r 

transcription. The translation is done by myself and an assistant who is I st year master 

student in the department of foreign language. 

3.4.2. Data Analysis 

In my analysis, as r have already mentioned in the methodological part, data were 

obtained from observation, Interview and document analysis were described, interpreted 

and analyzed. I used direct quotations of the interviewe8!; and describe the school context 

to see all related conditions towards multiculturalism in the school compound. In the 

entire analysis of the data my own personal interpretation has a sign ificant place relying 

on the data gathered. 

36 



CHAPTER FOUR 

4. Findings of the Study 

The malll objective of this study as indicated earlier is to investi gate the awareness, 

atti tude, and practices of teachers' towards on multiculturalism in education in Eshet 

primary school. Therefore, this chapter is devoted to reporting the data and my own 

interpretation thereof. 

4.1. A Day ofImpression 

As it has been mentioned so far, I have used the over all school context as sources of 

data. Being eager as most begilUlers do, I arrived at the school early in the morning. I 

stood at the main gate of the school , and watched my watch. It was too early for the other 

staff members to arrive there. I could not walk instead I sank deep in to my own heart and 

I fe lt the hotness as well as the intensiveness of my eagerness to make thi s study sensible. 

The onl y individuals whom I met then were the tlu'ee school guards. I greeted them and I 

got into the school compound. I wanted to take a seat some where around the principal's 

otlice, but 1 could not do so as I thought since my eyes were trapped by the beautiful 

flowers, well kept and smartly arranged plants and some touching and meaningful 

scholarl y quotations written on different materials. I was really impressed, and I started 

reading the quotations line by line. The instructi ve power of these quotations forced me 

to jot down many of them. Some of these are read as fo llows. 

«na>l:71] t""?MAhn:/' ')'9"UC+ I'U em:/" } °'l.fl'T'C (\.e·,'u 
1'9";J·m·;/,n:/, Af! MOj' '1m·» :: 

While I was recording the above quotations, students were beginning to get into the 

schoo l. I could read di fferent things from their faces. Some of them wanted to know what 

I was doi ng. But they simply pass by. Some others came near to me and tried to see what 
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I was doing. Still other students were talking to each other, by accompanying their chat 

with lovely laughter. Even if! was some how impressed by the students' actions, my vital 

target was to examine the central contents of those quotations. Of course, all these 

incidents made me understand the instructive power of the hidden curriculum. However, 

even if I was impressed with the greatness of the stated sayings, I sti ll fe lt some sort of 

discomfort. For the time being I did not clearly identify the cause why a sword of pain 

pierced my heart. Therefore, once again I stood there to see deep into the quotations. This 

time my eyes started to uncover all the covered truths. All of a sudden the big question 

"Is this world really created only for men?" gave me a huge blow on my head. The pitiful 

thing here was that though I knew where my pain came from, j could not give a clear -cut 

answer in that very instance. All the sayings directl y addressed only men. Are women 

still thrown under the unchallenged shadow of men? It was not the right time for me to 

give response to such and other gender related questions. While I was wandering from 

one question to the other, the bell was rung to announce the beginning of the first period. 

Since I had fixed a program with the grade 8 Amharic teacher, I rushed to her class to --observe the teaching - learning process. She has already informed me that I could find 

the class at the fourth floor of the building. Widely opening my eyes, I could not help 

except appreciating the attractiveness of the new building 

I could say it was tiresome to pass through from one floor to the other to find the 

particular class which is located at the fourth floor. I came across different bui ldings in 

my life, but I did not see such a building which is as steep as this one. When I compare 

thi s building with the building of faculty of education (Addis Ababa University), I could 

say without much exaggeration, walking on the stages of OCR is relatively as equally 

transported by lift. I did not bother and think of my self while I was climbing that 

building. However, I was deeply touched when I thought of disabled students who might 

be assigned in the fourth, third, and even in the second floor of this building. While I was -
thinking about the forgetfu lness and recklessness of the designers I felt the kind of 

physical and psychological pain disabled students particularl y those who might be 

supported with crunches and wheelcha irs have. Entirely engaged with this inescapable 

difficulty that the disabled students might face, I arrived at the intended class. The 
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Amharic teacher allowed me to go in. However, instead of mentioning how the 

observation was going on, I would like to wind up the issue that related to uncomfortable 

building for the disabled students. During the break time, I saw a student using a crunch 

on one side and holding the edges of stages with his other hand almost crippling down to 

the earth. And I learnt that he got great difficulty to walk on the smooth land (ground), I 

was irritated by the scene I observed. I murmured and said to myself that: "I was ashamed 

of the responsible individuals who could not think of disabled students". While I was 

preparing my self for this study, I went through various written documents such as 

(Block, 1994), which reflected the situations of disabled persons in the real world. I fe lt 

that these facts put their impact on my attitude towards disability. Since the purpose of ... 
learning is to bring about behavioral changes, the rays of happiness started to penetrate 

my mind even if my heart was still hanmlered with the terrible difficulties that disabled 

students faced in that particular school. Be this as it may, in my interview with the school 

principal what I have realized that the school authority was well aware of student's 

diversity and works towards to this. Nonetheless, the school contexts did not confirm the 

words of the principal that the actual written quotations in the school compound were 

practically male oriented and still speak louder. 

4.2. Mixed Feeling: "TomolTow was a Good Day" 

{ As it was mentioned earlier, each teacher was observed twice. However, discussing on 

the detailed performance of all the observed teachers with the readers might be tiresome. 

Therefore, in order to avoid such kind of constraints, I have discussed the observation of 

four selected teachers. 

I-laving been interrupted with touching condition of the buildi ngs which are not 

disability-friendly, I explained that I had an observation program with grade eighth ,.... 
Amharic teacher. I was politely invited by the Amharic teacher to go into her class. 

When I got in, all the pupils stood up and greeted me to show their cultural respect to me. ,---.... 
Responding to the students' greeting, I took a seat which enabled me to observe the 

physical settings of the c lassroom. I began my observation by examining the sitting 

arrangement of the students. I also checked whether the chai rs matched with their way of 
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sitting. I could say that the chairs were well - arranged. It seemed that they gave relative 

comfort for the learners. Since the building was recent, the classroom was neat. And the 

windows allow the room to get enough light. 

The Amharic teacher started her teaching by revising the previous lesson. While she was 

revising the lesson, she sometimes raised questions. I witnessed that most students raised 

thei r hands to answer her questions. However, when I carefully examined the significant 

relation between the students' rate of participation regarding their sex, I realized that 

female students' participation was relatively lower than boys. Following the revision 

session the teacher moved to the day's topic -reading poem. She gave a chance to one of 

the female students to read the poem loudly. Accepting her teacher's request, the student 

read the poem loudl y. And her class- mates clamped their hands to admire her reading 

ability when she fini shed the reading ..... This time I was forced to recall my freshman 

English instructor who stri ctly advised us not to read any paragraph loudly. He often told 

us that loud reading could minimize our understanding of the written material" I 'Iav ing 

this in mind, I did not want to sti ck to identifying the right method of reading since it was 

not the central target of thi s study. Instead I focused on the main message of the poem 

which was entitled "Memihiru" (O'O\l"U';,) . Therefore, in my effort while I was examining 

the content of the poem, I wrote some part of it that impressed me most. Especially, I was 

highly attracted by the fo llowing part of the poem. It reads as follows. 

IVd' .I'..'/::,!I' 'P,} Ml'i,~ '} hh'flC' : 

<'I,e.l.'.h?" <'I,eM :',: Ni>l~ 1'C' "/C': 

\' 'i'lL l' C"i "'l. il1' C \' ,', O'D &. O'D L : 

.I.'." }:" &.n1&·OJ·'} "l'~ " ,,} ,i";' L : 

fl / l" :/' uol· ,eq";J't:\ /1 ,1' 'h'i.l'.o+ ,eL<'It:\ : 

iluo. 7.!';t'.I.'.(\ ,n:" {.t19" f,'{'& .t:\:: 

Since the poem was too long to put down the whole of it here, I preferred to take the 

above stanza as an example. Most part of the poem was dealing with men scienti sts, and 
.; 

it sa id nothing about women scientists li ke the famous Merry Quree. I did not bother to 

know who the poet was. However, as a critical listener I fe lt pain when I came to know 

that the writer totall y ignored the well-known female scientists who contributed a lot to 
r 

40 



the well-being of our world. As it was explained above, the Amharic teacher was a 

woman. Then I had expected her to comment on this gender stereotype poem. 

Nonetheless she said nothing about that. Consequently, I began to think that as it 

happened to many women, the cruel knife of patriarchy might also blind her. As feminists 

fi rmly claim in a society like us where male dominancy is visible, women could 

internalize their secondary position and they may accept it as something normal (Tyson, 

1999). It might be the cause that made her kept silent rather than criticizing on the poem 

which was entirely addressing men scientists. This teacher has also committed another 

mistake. The teacher saw three girls talking to each other. The girls were sitting side by -side. She shouted at them, and directly moved to them. Without asking what made 

them talk each other she warned them to keep quiet and to write the dictation. 

Furthermore, she discouraged them by telling them that they were known for their 

dullness ( ... 1,<].1 l-,lili'ilU· 1-, ·\~~.U· 9u 1iI:lU'\Il :Y· U·). Honestly speaking, these female 

students did not COI1Ulli t a serious mistake that made the teacher so aggressive. In that 

very moment, I was forced to judge whether she was well acquainted with modern way of 

teaching and the practical principles (approaches) of multicultura li sm . As to my 
.--? 

knowledge both modern methods of teaching and multiculturali sm enabled teachers to be 

problem solvers and to di sconnect the chain of boss - servant approach between teachers 

and students. Therefore, when I saw the approach of the Amharic teacher through the 

lenses of multiculturalism and modern way of teachi ng, I could say that she was still 

swimming in the ocean of traditional teaching methods. 

Even if 1 came to thi s class for my first observation, things I was facing were beyond my 

expectations. The teaching - learning process was accompanied with di fferent events. 

One of the girls stood to clean the chalk - board. However, she was stopped by one of the 

boys . He snatches the duster from the girl. To anybody's surprise the teacher saw how the 

boy misbehaved. But she said nothing to him. I could read from that girl 's face how deep 

she was disgraced by the boy's unfair treatment. However, the allotted time was over, as I 

had done at the beginning of the class I thanked her and left the class. 

After [ had left the Amharic teacher class, I directly moved to grade one, because the 
'--" -

environmental science teacher appointed me to observe the class in the second period. 
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Like the Amharic teacher, this one also began her lesson by revising the previous topic. 

Here again the science teacher forwarded various questions, and students were trying to 

respond to the questions. In the mean time, the teacher gave chance to one female student 

to answer a question. Unfortunately, she could not give the expected answer. -Unexpectedly one of the students said "no" just to highlight that her answer was wrong. 
r-' 

Although the teacher knew that opposition came from one of the boys based on the nature 

of the voice, she could not clearly identify him. However, she told students that it was not 

good to discourage students who are giving answer. Hav ing completed the revision 

sess ion she passed on to the day's lesson. Frankly speaking, her approach was quite 

tiresome. The students were let to be passive learners. When I saw the students sitting 

arrangement, I heart fully expected that there would be group discussion. It was because 

the students were forming groups. The sitting arrangement of each group took a circular 

shape, which enabled students to see each other. I could not reason out why students were 

allowed to sit in such a way if they did not get chance to discuss with each other. l.!!..a self 

- contained class where a single teacher teaches almost all of the subjects, students should 

be given ample time for discussion like activities. Not only in a self contained class but 

also in other classes I did not see most teachers giving group work for their students. 

When I came back to the science teacher, her teaching approach was not totally 

interactive. Let alone those little children I my self got tired of her limitless explanation. I 

stared to see what was written on the walls. On my left, I saw pictures of a boy and a girl. -I thought the pictures might have been drawn by one of the te~hers . The picture of the 

boy looked very big, looking like a ~tling fi ghter. Contrary to this the picture of the 

girl was very thin, and looking as if she was hiding herself in her own dress in fear of 

something. These pictures made me think again what I saw before two or three minutes. 

Among the students who sat in front of me i.e. one of the boys stood and hit a girl on her 

head. Actually the girl seemed physically stronger than that little boy. But she did not 

react to the attack. This incident made me feel that the pictures on the wall might make 

female students accept that they were physically weak and fragi le. While the teacher was 

continuing her explanation, I was moving from one thought to the other. She had been 
'--

left with almost less than five minutes, but she went on writing the class - work on the 

board. While I was thinking of thi s and other related things, a student called his teacher 
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and told her that he fi nished hi s exercise book. I was surprised with the teacher's 

response. She asked the boy why he came to school with out buying an exercise_book. 

She warned him to buy it the fo llowing day and to copy the exercise on a piece of 

paper for the time being. However, my big doubt was that how far the teacher was sure 
~ 

whether that student was economically capable of buying the exercise book unless she 

knew his fami ly background. I looked deep into the eyes of that boy as if! had an angelic 

power to know who he was. However, I stopped staring at him because another student 

asked his teacher if she had eraser. Unfortunately before the teacher gave him any 

response the bell was rung, and I left the class bearing all those memorable events in my 

heart. 

My next plan was observing the aesthetic teacher who taught grade fi ve students. As the 

above two teachers did , the aesthetic teacher also pol itely invited me to go in. As usual 

the students greeted me and I took a seat. Before she began the lesson, she checked the 

personal hygiene of the students. My eyes followed her when she tried to find a student 

who might wear a dirty uniform. Frankly speaking all the students looked neat in their 

blue-black uniform. As I guessed, there was not any student who was blamed for wearing 

dirty uniform. 

There is different sub - subjects under the mall1 umbrella of aesthetic. Among these 

different subj ects I got the chance to observe the music class . By singing the song that 

entitled «III·IH nUII'llC rl ·Fi9" 9"iliL » which is one of the beautifu l songs of the ever 

famous vocalist Tilahun Gessesse, the teacher came to declare the opening of the lesson . 

The way that the teacher started the lesson contributed a lot to make the .classroom 

atmosphere attractive. While the students were singing the above song, the teacher 

ordered a boy and a girl to go to the front side of the class. When the student stood to go 

there, I read proudness and se lf- confidence on their faces. I eagerly expected what wo uld 

come next. Without any exaggeration my eyes could not believe what these lovely 

youngsters did. As they took the floor they began to dance the marvelous dance of the 

ninety fifti es "Maringe e ha-cha". They performed it well and the entire scene was very 

much attractive. At the end of the song the students clamped their hands to express their 
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aston ishment to the dancers. Nex t to the above impressive activity the teacher asked her 

students to sing the fo llowing song. 
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I did not want thi s song to be finished soon. I was taken to some where with the sweet 

melody of these elegant youngsters. Not only the sweetness of the students' vocal which 

threw me to the world of dream but also the content of the song itself made me stay in my 

dream. Of course, the song was about mothers who could fill their children hearts with 

endless fo untain of love. Moreover, in this song the writer has asked us to stand together 

and to tear the black curtain which keeps our mothers in the world of darkness. Any how 

life often does not treat us as we wish. Then it was must to finish the beauti fu l song, and 

to pass to the other activities. Therefore, the teacher began to correct the home work and 

all of a sudden the class room atmosphere became calm. However, the teacher was smart 
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enough to understand the mood of the class room. Therefore, she asked all the students to 

stand up and to make simple exercise with their hands. After the students had relaxed 

with this simple sport, she started to explain about the types of musical symbols. Wh ile 

she was giving explanation thro ugh lecture method, she sometimes raised questions. [ 

could say the students' participation was still encouraging. However, since some of the 

students did not bring their text books, they , moved to their fri ends to share their text 

books, I fe lt that the teacher was not happy with these students. Therefore, she said to 

them, "Dear boys and girls we need fa exercise how to help each other. However, in the 

name of this blessed experience we do not need to come to class with out our text books. " 

I liked the way she advised her students because she did not use any touching words. I 

fe lt her motherly approach made the students feel free. The s11100th relationship between 

her and her students was reflected through different events. For instance, one of the 

students told the class that he fo und errors related with the musical symbols on his text 

book. She directly moved to the student and checked his text book. When she found that 

what the student claimed was ri ght, she asked the class to clamp for him. She also 

encouraged other students to find out if there was any printing error in their textbooks. 

After she had wisely solved this incident, she began to elaborate some teclmieal terms. 

During her explanation she told students each term in Amharic and its equivalent 

meanmg 1Il English. In the mean time she reminded students that improving their 

knowledge of English would help them to know about music since music by itself is the 

language of the world . Of course, she also tried to save her students from 

misunderstanding her by telling them that giving attention to English language does not 

mean undermining their mother tongue. While she was telling them the usefulness of 

treating each language equally, the bell was rung and I left the class with her. Since it was 

their rest time, we were almost eroded with the flood of pupils. While we were walking 

together, a li tt le boy suddenly came and tightly embarrassed the teacher's neck and kissed 

her on her cheek. I was surprised with her motherly treatment, and I simply saw what she 

did. Until we arrived at the teachers' staff, about six boys and girls came to greet and to 

express thei r love to her. Her response to these different students greeting was all the 

same. While I was impressed with her immeasurable tTeatment, my eyes were caught by 
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another similar event. The other teacher who led to the staff like us was surrounded and 

embarrassed by fou r or five students. They were chatting and laughing each other. This 

time I could not stop to think of my life in earl y grades . When I examined the longest 

distance between me and my teachers, I almost came to the decision that I and these 

students have lived in two diffe rent worlds Therefore, I was fo rced to say "Tomorrow 

was a good day". 

M~ourth observation was arranged with six grade civic teacher. I got in to the class 

'Io'gether with the teacher. As usual after I t:Ok my seat, I began to observe the physical 

condition of the classroom. I did not see any free seat in the class room. The number of -female students was a little bit greater than boys . In th is class some female students wore 

'hijab' . Of course, the students in the 'hij ab' did not sit in away to show their differences 

from other students. Rather they randomly sat with other students . While I was thinking 

of the incred ible harmony among different religions in our country, the teacher asked 

students to present thei r group work which they have been given in the previous classes. -----As to the teacher two groups were expected to present fo r that class. After he explained 

how they needed to present their group work, he moved to the back benchers and sat with 

hi s students. 

Therefore, the first group members who were nine in number went to the front side of the 

class. They made themselves ready for the presentation. The wearing style of these 

students was quite unusual. They were not in their uniforms. One of the girls in this group 

covered all part of her body ex~t her face. She wo re a long Muslim dress which 

covered the entire part of her feet. A boy who put comb on hi s long hair and who brushed 

hi s teeth with stick stood beside the girl. I sensed that these students represented the 

-----different nations and nationalities of Ethiopia. I did not get difficulty to identify whom 

they represented. As I guessed the girl whom I mentioned above represented the people 

of Afar. She began to explain the re ligion, the wearing styles and the way of li fe of Afars. 

The other group members also gave speech on how Afars build their house, how they 

prepare their food and how they celebrate their main holidays. Finally other students 

ra ised different questions to the group. The group members gave responses to the 
-.... 
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questions turn by turn. When the group finished its presentation, we all clamped and 

appreciated them. 

The second group having ten members took the floor by representing the people of 

Oro mo. Similar to the first group these students also gave a brief explanation about the 

Oromo. They told the class about the language, the different wearing and feeding styles 

as well as the well known holidays of the Oromo. Apart from this, the students explained 

the historical 'Gada' system which I believe the first indigenous and egalitarian 

democratic ruling system in the world. Through the eyes of these youngsters, I saw how 

Ethiopia could regain its strength if multiculturalism is implemented through the 

curriculum. And I thought countries like Ethiopia with an ample opportunity to be 

decorated with countless natural and cultural gifts should lie down the foundation of its 

educational system on multiculturalism. It is quite an unfortunate fo r Ethiopians to stand 

on the grave of the golden 'Gada' system that is indigenous Ethiopians and yet stretching 

their hands to the western world to grasp the residual of democracy that could not go with 

our cultural integration. 

Once again, I would like to take the readers back to the civic class. I could say that I heart 

fully admired the second group's presentation. It is because it would not be as such 

simple to explain about the people of Oromo who are populous and known by widely 

diversified customs and traditions. I think the level of difficulty became more visible 

when I compare their age, experience and class level with the topic that they dealt with. 

After we had expressed our great appreciation to the second group, the floor was taken by 

the civic teacher. I saw rays of satisfaction emitting from the eyes of the teacher. He was 

almost screaming with happiness when he talked about the interesting presentations of 

the two groups. While he was concluding the lesson, he said to the students that they need 

to know their culture first and the cultural diversities of Ethiopians and the people of the 

world. As to him the values of any people in any country could be manifested in the form 

of culture. Furthermore, he reminded his students that there would be a danger of 

misunderstanding the cultural values of people. According to his explanation if people's 

cul ture is misunderstood their history might also be distorted. Finally he told his students 
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that historians should be free from biases and they should depend on genuine facts when 

they write the history of any people. 

Be this as it may, by integrating my personal understanding with the information that I 

have got from the observations I would like to show how the participants of the study 

understood the essence of multicultural education as fo llows: 

4.3. Beyond the HOl'izon 

According to Manning and Baruth (1996) in a pluralistic classroom teachers should have 

factua l knowledge about learner's differences sllch as culture, race, ethnicity, social class 

and gender and the professional commitment to have educational experiences that reflect 

these differences. Notwithstanding, in all my interview with teachers and the principal, 

what I had seen in evidence was that in most cases their awareness to diversity was varied 

but confined to limited elements of diversity. 

The question I raised to Roomane, one of the participant teachers, was that if she had ever 

aware of students' diversity that they were different in many ways whi le teaching. She 

responded as follows: 

1 understand the diverse composition of my students. Owing 

particularly to my membership in the girl's club when 1 was 

a student 1 could have a better understanding of gender 

issues. 1 help students of exceptionalities. With regard to 

ethnicity, 1 sort them out based on their physical look, 

particularly their tattoos and fly to teach them the way they 

can understand my lessons. 

I have seen that what she said about gender sensitiveness was true . In the classroom 

interactions she had triad to give equal chances for girls as to their male counter parts so 

that girls in her classes expressed themselves freely than any other classes I have 

observed so far through out my stay in the scho~ Roomane further explained that she 

had a student whose first language is oromiffa gave her a blank paper by only attempting 

one question out of ten when she was conducting test. What Roomane did was searching 
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for a classmate whose first language is ormiffa, and she assigned him to read and 

translate the test to the student. As the result she (the student) attempted all the questions 

and scored a good result even better than others. In my interview with Roomane I have 
.,-

understood that she had noticed students' diversity in many ways and tried to treat her 

students accordingly as much as she could. -
However, . She will never manage if language problem or other diversity based problems 

be the problem of a number of studenl1; In thi s case, therefore teachers in pluralistic 

classrooms such as Roomane need to have designed culture sensitive strategies which 

may allow the culturally diverse students to work together and improve their language 

proficiencies as well as to share their cultural experiences. ---
In thi s regard multicultural education promotes that teachers cultural understanding of 

students enables them to motivate their students and able to prepare teaching strategies 

that equally serve the diverse student population (Gollinck and Chinn: 1986). 

I have also rai sed the same question to another teacher participant, Mogesa. He sa id. ----
1 ve,y wall knmv about students' diversity. 1 understand 

their differences in terms of gender, religion, economic 

background and 1 also know exceptional students. For 

example, there was a one-eyed student. 1 understood his 

sight problem and let him sit in ji-ont. 1 don't call visually 

impaired students blind. If may students happen to address 

them that way, I prohibit them ji·om doing that. But 1 have 

not gone beyond prohibition of students not to repeat 

again. 

The response of the school principal, Mekoyanesh, was not different from the teacher 

participants. She said. 

The school administration understands diversity. There is 

enough understanding particularly about students' 

differences in their economic background. It is well known 

that many come ji-om poor .fcrmilies as a result of which 
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they face problell'ls in their pursuit of education. Efforts 

have been made to assist them. Regarding exceptional 

students, we do the best we can to assist them. In J 999 E C. 

teachers and other staff, in collaboration with Cheshire 

Home, bought a wheelchair for a student with disability 

who was walking (crawling) with crippled legs and hands. 

Atlending his school properly, he is now an out standing 41h 

grader. 

I have seen what the principal said about the disabled student was true. He was a grade 

four student helped by wheelchair. I spent half an hour, talked about his experiences in 

the school. All the way he told me that he was a ranked student stood 1~"1 every year. 

He was working hard and enthusiastically inspired by the supportive ness of the school 

community and decided to reciprocate the best deeds of them by achieving encouraging 

results though out his academic career. When he appreciated the school community, he 

said, "Best deed shines for ever". 

Through out the interview sessions with all the research participants I had got almost 

similar responses in relation to their understanding of diversity. Most of them frequently 
r---./ 

mentioned their awareness about gender, economic status and exceptionalities. Most of 

them by passed ethnicity and religion. I made informal conversation with all the 

participant teachers to identify why they reserved to talk about ethnicity and religion and 

its relation to education and what I have understood that their reservation was caused by 

their fear that any mistake conunitted towards any ethnic or religious group may affect 

the ethnic and religious cohesions of peoples. Teachers' reluctance or deliberate omission 

of issues related to ethnicity and religion was not by any means recommendable, because 

a person's humanity cannot be isolated or divorced from his/her culture or ethnicity. One 

CaImot hUmaIl with out culture and ethnicity, and one cannot have culture and ethnicity 

with out being lllunan (Delpit, 1992). Stressing her point Delpit further states, if one does 

not see color, one does not really see childrerv-' 

Accordingly, teachers' factual knowledge about diversity and its implication in the 

students learn ing should be complete. For the seemingly end of the horizon is an 
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ind ication of our eyes capacity to see at a distance and by no means is it an indication of 

the end of the wo rld . There must be a lot of things across the horizon that needs to be 

known about students' diversity that serve as a positive asset fo r cul turally diverse 

classroom to offer equal educational opportunities fo r all regardless of any difference. 

The present empirical ev idence does not seem to confi rm this fact. Evidently Asebech 

one of the participant teachers, says: 
/' 

J clearly understand students ' diversity. 1, for example, 

notice students whose mother tongue is not Amharic when 

they jClce problems to actively participate in class. J tly to 

anticipate problems of students of exceptionalities. J also 

understand students' differences in their economic base. J 

also tried to help these students to learn actively and 

equally in classroom interactions. 

Similarly another participant teacher, Meherret, said: 

f understand students are diverse. However, J do not think 

of this diversity every moment. J understand their status of 

livelihood because they tell me. J can easily see persons 

with disabilities and tly to assist them. 

In my interview with Meherret I have found out that her momenta I understanding of diversity 

emanated fro m her commitments to portion coverage and academic issues . Meherret told me that 
~ 

she gave due attention for academic matters that her foc us on academic matters will resu lt to 

students success. Nevertheless, teachers' extreme devotion to portion coverage and academic 

matters without considering students diversity should not be resu lted in students success, under 

such conditions teachers deny diversity and seem to consider all as homogeneous that may push 

teachers to treat all at equal basis. 

From the responses of the interviewees what I had found is that teachers' factual understandi ng 

of students' diversity was partial. However, human experience does not show the fact that the 

wagon must came before the horse. Thus, teachers' in multicultural classroom settings need to 

have factual kn owledge about students' diversity fi rst. Failure of knowing any of these markers 

of diversity may lead to the exclusion of any group or ind ividual students from benefiting the 
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merits of cultural interactions. It must be a failure in the true sense of multiculturali sm in 

education. Evidently one of the participant students, Endayesh, responded to the question if her 

teachers gave equal opportunities for all students during classroom interaction, she said , "In the 

teaching learning process, many teachers give recurrent chances to high achieving students to 

ask and answer questions. They do not give these chances to other students. " 

However, according Manning and Baruth (1 996) it is important for all educators to know how all 

students learn. They are expected to recognize the cultural diversity of students and their unique 

learning styles. Accordingly, they need to determine the most appropriate instructional 

approaches and techniques. In spite of the fact that my interview with the participant students 

evidenced that teachers used to ignore the uniqueness of every individual student learning style . 

That was why the response of another participant student Birtuye, goes similar with Endayesh's 

ideas. Birtuye said, "The teaching-learning process /c,VO/'S high achieving students. It is never 

balanced at all. " 

In my interview and observation what I have identified that teachers ' awareness of students' 

diversity was limited and mostly focuses on academic issues. In relation with this one of the 

participant teachers, Yor/nase said, "1 know that students diversity in terms of gender and 

economic status, but 1 focuses on academic issues" . Thus the responses of Yopnase and other 

participant teachers vividly evidenced that teachers understanding of diversity resides with in a 

single horizon, which seem to have curtained teachers to see across the horizon that students 

have many other differences that may affect their learning in many several ways. Limitation in 

teachers' awareness of diversity obviously leads to their failure to plan and implement 

appropriate teaching strategies and techniques that serve all learners equally. Likewise, I have 

not observed any classroom teacher that slhe capable of using different cultures as positive 

sources of lmowledge to teach diverse student population, equally except the civic education ---teacher. Most of the participant teachers in actua l practice were not in a position to present the 
~ 

lesson according to different cultural perspectives. In this regard I am convinced to share with 

readers one of my lively classroom experiences. The subj ect taught was Biology and the sub­

topic was abortion. The teacher spent almost the whole period by explaining ideas of abortion as 

per the textbook. However, the teacher failed to organize a small group work to make students 

discuss on abortion and share their experiences from the points of views of their cultural 

backgrounds, even if in a pluralistic classroom a cooperative learning strategy is appropriate. 
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However, most teachers, including this one, did not give due attention towards cooperative 

learning strategy. Consequently, the allotted time was over with out hearing di verse vo ices. Due 

to this the content of the lesson remained incomplete and inaccurate to say the least from the 

point of view of multicultural education. Therefore, for teachers to teach effectively in a 

pluralistic classroom setting, they need to know beyond two or tlu'ee markers of diversity 

because each of this diversity affects students learning. So that, they will be able to design 

appropriate teaching techniques to serve the culturally diverse learners. 

4.4. "Things do not Fall Apart" 

Teachers' factual knowledge about students' diversity must not be an end by itself; rather, it 

must serve as a spring board to invest professiona l commitment to use students' cultural diversity 

as educational inputs . Thus, teachers need to know how culture influences and shapes all 

dimensions of learning. They should incorporate it in the teaching learning process, because 

when cultural values and experiences of students are understood and incorporated into 

instructional lessons, the students invo lved will perform better academically (Gollinck and 

ChilUl, 1986). 

In relation to this, MaIUling and Baruth (1996) write what required of teachers in a multicultural 

classroom setting as follows: 

Educators usually do not question the supposition that 

cultures play major role in learners over all achievements 

and attitudes toward schools. The ultimate challenge, 

however, is to realize cultural diversifies as strengths on 

which to build a solid education. The .first step in achieving 

such a goal is to realize the effects 0/ diversity and to 

respond with a sense 0/ positive ness rather than viewing 

diversity as a hurdle to over come (p.256). 

From the above quotation one can easily deduce that to address diversity teaches should make a 

special effo rt to understand the relationship between culture, gender, etlulicity, language, religion 

and other markers of diversity. 

53 



Be this as it may, I raised question to Belaya, one of the participant teachers that if he had ever 

realized that students' diversity would have been related with their education? He responded as 

follows: 

1 understood that students' diversity is closely related with 

their education. 1 personally know students who stay late 

renting bedrooms for passengers near the city's bus 

station. Let alone studying hard to succeed at school, they 

do not even get enough sleep. 

It was true that Belaya's view was evidenced how social class difference also playa significant 

role in determining how a person acts, lives, thinks and relate to other. Therefore, children of 

poor economic background having to meet the most basic needs on a day to day basis easi ly lead 

to fee lings of helplessness, dependence and inferiority (Sue, 1981; in Manning and Baruth, 

1986). This implies that a student coming from a lower socio-economic level may, indeed, 

understandably consider "diffe rence" as inferior or wrong. Consequently such feelings can have 

on learners' sense of personal worth, which force them self alienation that ultimately leads to 

poor academic achievement. Because a person's self concept affects behavior, school 

achievement, and social development, just to name a few aspects (Belmett, 1986 in Marming and 

Baruth, 1986). 

Tiu·ough out my stay IJ1 the school particularly in all the interview sessIOns all participant 

teachers and the school principal underlined the influence of economic status of the students' 

families up on the academic achievements of their school children. Of course, participants 

concern was not occurred in a vacuum to say that, many of the school's children came from the 

Addis ketema sub-city particularly from Merkatu and its surrounding areas such as Kebele 

08/09118, which is found around the locality of Ehele Berenda; kebel 1011111 2; areas west of 

Amede Gebeya stretching up to Mesalemia; kebel 13115, found surrounding Add is ketema 

secondary school extends up to Gojjam Berenda; kebele 14/20, areas on the vicinity of 

St.Paulows Hospital. These are areas where in most cases low in come families res ide. I know 

personally these portions of the sub-city, are almost slum areas, where the residents lead poor 

living conditions. For everyone who was in a position to visit these parts of the city s/he could 
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imagine the famous noble of Charles Dickens called The Little Dorite, a book in which Dickens 

vivid ly presented the worst living and working conditions of the poor in Victoria England. 

Furthermore, Ergete strengthened Belaya's position saying that: 

Students' cultural diversity is closely related with their 

education. A student who came Fom a well-to-do family 

doesn't bother what to eat. A sludent with poor family 

background, on the contrmy, is so possessed with worries 

that s/he hardly pays attention to his/her schooling. 

Besides social class differences in reality learners have many differences that affect their 

perceptions of learning and achievement, their ways of learning and knowing and their over all 

learn ing and achievements, (Ibid: 24 1). Here one of the differences among school children is 

culture and its influences up on one 's behavior and schooling must be powerful. Culture 

influences and shapes all dimensions of learning and teaching processes employed in schools. 

Though students whose cultural experiences different from the main stream students often faced 

cultural alienation because the school usually operates as per the cultures of the main stream 

group and ignore the apparent differences of others. Thus, those students who cultl\]'ally different 

practically make themselves alienate from the group and become less attentive for their academic 

work which ultimately resulted to poor academic achievements. In relation to this Endayesh, one 

of the participant students said. 

I experienced cultural conflict when 1 first began school in 

Addis Ababa. 1 had not ever seen girls wearing trousers. I 

was worried for some times that 1 was with people velY 

much unlike to my rural cultural experiences. Due to this, it 

took me longer time to interact with my female classmates. 

Quite a number of weeks I kept myself alienated from them. 

It was a bad day for me. 

All the incidences in which Endayesh encountered was undoubtly over shadowed her academic 

performances because she was forced either to set aside her cultural habits as a condition for 

succeeding in school or comply with marginality, alienation, and isolation, none, of these 

responses is conducive to maximizing the human well being and academic success of students 
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(Kallen, 1970; in Manning and Baruth, 1996). Thus, the educational performance of culturally 

diverse groups is related to the degree of incongruence between groups values and traits and 

those of the educational system: the better the much, the greater the likelihood of academic 

success (Hernandez: 1989). 

Hernandez, further explains that efforts to improve the performance of culturally different 

students aim at increasing the congruence between the schools and the various cultures. Other 

wise, the mismatches of one's values and traits versus the education system brought about a 

diverse effect to the academic life of an individual student. The response of Asebech, one of the 

participant teachers cemented tlus fact. She said: 

There is a greater relationship between students ' cull ural 

diversity and their education. if we, for example, take 

language, there was a student who could speak only Afan 

Oromo. He often left classes because of his problem of 

language. He then began all over again. Finally, he left 

schoolfor ever. It doesn't still get oJJmy head. 

I have seen that Asebech was entered into a state of emotion. Her emotion was not expressed in 

the fo rm of intimidation rather motherl y kind. Sh" wa~ immersed into deep scrutiny of what I 

called "culturally victimized boy". However, she woke up into a faulty smile and added: 

Economy wise, there are troubled students particularly the 

numbers of orphans (at school) is Significant. A certain 

international organization used to buy uniforms for them 

currently however; they come in rags they get Fom their 

neighborhood. I do not ask them why they come in shabby 

clothes though. They feel inferior because they do not have 

uniforms. They do not feel that they are equal with other 

students. They lack confidence. Even when exercise books 

are bought for them, they do not feel happy about it. Over 

all they exhibit weak academic peljormance. 
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Moreover, in the aformation discussion Mogesa explains: 

Rightly, students ' cultural diversity is highly related with 

students' education activities. There was a student whose 

mother tongue was 'seletegn '. His accent, while speaking 

in English was influenced by his mother tongue. As a result, 

students often ridiculed him. Therefore, he gradually 

reji'ained fi'om speaking. 1 knew that his pelformance 

declined in the end. 

From the participants opinions it could be said that students' failure in school could result from 

cultural differences. The dialect of the student mentioned above was not accepted and 

appreciated as a mere difference by his classmates. Rather it was considered as source of fun by 

which his language difference was regarded as weakness. Under such condition the role of 

teachers in inculcating multiculturalism in the minds of their students among other remain 

sign ificant. What Akalewa, one of the participant students said indicates teachers' fai lure to do 

so? He said: 

Ilhr;;tl fUIfdyq: uuf'l,tl (1If1·/I uu'n'lnC lit) tJuIftJ ,J· litl ,'f.tl!lu:: 

!lUti '},Pi' !lu UIf '}!lU '/'U'Id T,P'i' (l.IIutlll fl.11-J/t/J11-J- tltJ··Y: 

1,uIfdY'f ,P17I1HI;h)/ f/;/'tl/:: /Jut/II· ;, '} Y, '} -J'hhtl 11,U"} uu1i'f. (if) 

Mel/llu;']: lit1.r >"1'/1. '} u/·{U;/'rJ (til) )!'llJtl(M):: ;, '} 'ltJ. 711 J'71 

t/J!OUJ{J-J) liuIfC1f/u '/'IJ'J'tllI1/'/'IJ'J')!fi1-/ ;, '}Jf,f}!lll 1J'C"}1!1U 

IItJuIf, 'It)/ lItJ!lu'J-r!tI )!liu'I'I':hJHi'iuIf'I':l'tJf.:: 

Akalewas' response clearly ind icates that there is no mutual respection among students during 

classroom interactions. Any student who committed mistakes in his/her attempts to give answers 

or make a long speech or lack of fluency in speaking English often ridiculed by hi s/her 

classmates. 

Under such condition the role of teachers is found significant in creating respectfu l atmosphere 

among students of different cultural experiences. So teachers need to have made timely 

intervention by planning and practicing appropriate instructional strategies. Among others, 

cooperative learning strategies is one of the techniques recommended in a pluralistic classroom 

setting in which students of varied cultural backgrounds able to work together in a small group. 
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By doing so, teachers can provide favorable opportunities for students to work closely and share 

their experiences. So, the more students work together the better they understand each other. An 

increase in the horizon of knowledge of understand ing of others obviously leads to good 

interactions and respections of oneself and others; which is a so le demand of multicultural 

education. 

Therefore, it urge all teachers to know and practice multiculturalism in the classrooms in order to 

be able students to understand each others cultures and appreciate their differences, so as to 

function effectively in a pluralistic society such as ours. 

Furthermore, I raised an interrelated question for the participant teachers. First to Roomane, do 

you say that incorporating content, with an emphasis on developing units of instruction (lessons, 

modules, courses) about the history, heritage, contributions, and social issues of ethnic groups in 

the schools' programs and in the teaching learning process promotes equality among different 

students and thereby improve their educational performance? She said : 

Overall I think practicing cultural pluralism in the school's 

program and the teaching learning process will contribute 

to the prevalence of equality among students. If it is 

possible to provide information on the culture and history 

of all the students, then it will be easy to treat all as equal. 

Besides, because students will be able to understand one 

another's culture, their horizon of knowledge will logically 

widen, so no one will develop a feeling of being 

discriminated. In the final analysis, all students will 

become hard working and succes~fitl. 

According to multicultural educators, one of the pnmary and persistent reasons for the 

movement to include cultural pluralism in the school's programs is to correct what they call "sins 

of omission and commission". Fi rst, teachers must provide students with information about the 

history and contributions of ethnic groups who traditionally have been excluded from 

instructional materials and curricula. Second, they must replace the di storted and biased images 

of those groups. 
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Thus, teachers in a mul ticultural classroom should present accurate and complete info rmation 

along side the contribution and values of all cultu res with out biases. As a matter of fact it seems 

impractical fo r teachers to present accurate and complete information about each and every 

ethnic group in a class duration of 40 minutes. Nevertheless, it is poss ible for teachers at least to 

underli ne that the nation is the product of the sum total of all cultures. To realize this, among 

others, teachers need to explo it the untapped cultural experiences of their students, who believed 

to have enumerable resources in thi s regard. Because the teacher doesn't deal with "all" of the 

other person's culture, but relies on a partial and limited knowledge that is it self dependant on 

the context and the parts played by the actors (Schutz.M, 1987) 

For the same question, Yonnasse, a teacher partici pant, responded that: 

Incorporating cultural pluralism in the teaching learning 

process will help improve the pelformance of all students. 

This is because it enables to accept all students' cultural 

identities as equal. No culture will be presented superior 

than others. If that is the case, all students equally strive 

fo r success. 

In my ubserva tion with all the participant teachers I have not seen teachers' efforts neither 

presenting the lessons from diverse cultural perspectives nor any bias in support or against any 

cultural group. However, conceptually, the participant teachers have had a very good impression 

in the utilization of teaching cultural plurali sm fo r the ir students . 

Qui te in terestingly, participant students are also do have the understanding of the importance of 

cul tural pluralism. For instance, Abbabaw, a participant student, said "If all are seen as equal 

and if their cultural identities are respected, in class and in the school environment at large, then 

every body will register academic success. " 

Adding to this, Endayesh, a participant student said «UCJ '}<;o hUCJ,?" ~,f,{l?" UCJ'}<;'OJ' " .uU, 

m,h·t\'/:I' {jO'l,:t h ' I"J'/' ()</>O'l 1'/.-)' t-,.I!.L 7/t-, .I!.L f:;' /OJ·m,-i' fuufllt\! ?'uoflltl ~I~/ ra<U;1 

ffi ,t-, 1,. 'IaN) ~,Nh put, di fferently both the participants seemed to be lieve in the va lue of 

pluralism that allows teachers and students to raise cultural issues in the classrooms which in 

turn enables them to learn and share cultural experiences in order to under stand and appreciate 

each other. 
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For instance, Asebech, a teacher participant, said: 

During the classroom leaching-learning process, 1 think, il 

is velY usefol to discuss cultural issues giving equal values 

to all cultures. If that be the case, then evelY body will 

equally participate in the process to enjoy beller 

peljormance. 

Furthermore, Mogesa valued pluralism says: 

Practicing cultural pluralism in the teaching learning 

process is tantamount to enabling students to have 

multicultural mentality. Teachers should raise differences 

and talk about them. However, the process is not simple as 

such. When, 1 teach, 1 tell students that all religion are 

equal. This creates care and respect among students. 

Therefore, it enables students to work hard at school. 

Through out, my interview with all the participant teachers their awareness about cultural 
pluralism was not as simple as any thing. They discussed it in many different ways. So, I have 
realized that teachers' impression and insights about cultural plurali sm was not a shallow one. 
They had been able to raise different issues in relation to pluralism in education which are related 
to those theories developed by educational scholars. Therefore, it could be said that teachers' 
understanding of plurali sm and multicultural educational theories are on the same boat, where 
the boat carries all together sailing forward but they do not fall apart. That, all the participant 
teachers see cultural pluralism as a positive reinforcement to teach culturally diverse students so 
as to understand cultural differences as a positive aspects of the pluralistic society and thereby 
improve their academic achievements. 

4.5. No Paradox: Sympathy for Multicultural Education 

Instructional activities cannot be faci litated in the absence of a clear lU1derstanding of how to 
provide classroom instruction from culturally diverse points of views (Gay, 1986). Hence, a 
classroom with instructional process un aware of and insensitive to the existing cultural 
differences or with essentially mono cultural teaching and learning may negatively affect 
students whose cultural backgrounds and experiences are different from the one being stressed. 
Thus, it is a crucial issue for teachers to prepare each class lesson and present it according to 
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different cultural perspectives to serve equally all students in the classroom. Since 

multiculturali sm celebrates similari ty and differences teachers should consider both the common 

and minority cultures in the preparation and delivery of instructional activities. 

Put differently, teachers' consideration of both the common and minority cultures proved that 

they openly accepted differences as positive resources to teach cultura lly different students 

equally. This in turn creates in the minds of students a sense of recognition and belongingness. 

They can equally strive for better academic achievements. Accordingly, Asebech, a participant 

teacher, said, "If teachers know how to teach and respect similarities as well as differences 

among their students, their relationship with t~em will be smooth. Then students will peljorm 

better. 

The participant teachers as they were personally different came up with a variety of means the 

way how to incorporate multicultural education in the schools programs. Eregete, a participant 

teacher suggested that: It is possible to inject multicultural educational programs in the teaching 

learning process. For instance, when teaching health and physical education, it is easy to link 

physical activities with cultural games. 

Eregete, as health and physical education teacher more precisely enumerates those cultural 

games that can be incorporated in the formal health and physical education curricula. These are 

cultural cricket (f'7'l L1;).'P;:l') cultural wrestling (fJ UI'\ (p' '}' '1A) and many others. In fact, as he 

said, the inclusion of these and others cultural games allow students to interact among each other 

and able them to work for a common goal that valuing culture based games, which is lively than 

worshiping the camera trick wrestling's of the western media. Consequently, students of different 

cultures can make proud of their own cultural practices and the nation state at large. 

Asebech, another teacher participant, also said : As to me, social studies are the most appropriate 

discipline to teach multicultural education in the schools. The subject by its curricular natures 

gives room for culture, ethnicity, equality; gender issues etc. 

What is true is, Asebech was/is a social studies teacher, currently teaching in grade one, and she 

found the subject the most appropriate subject to teach multicultural ism. In my interview with 

Asebech what I have understood that she did not see other subjects as appropriate as social 

studies. Is it subject partisanship? 
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On the other hand, Zebenu, another participant teacher brought the possibility and inclusion of 

multicultural education to language, civics, health and physical education. But, many other 

participant teachers particularly suggested multicultural education into the school's rules and 

regulations. Some other, wanted to include multicultural education across all subjects than into a 

single discipline. 

However, there were participant teachers who doubted the actual implementation of multicultural 

education in the school's programs and the teaching learn ing processes. These teachers see it, as 

a very different task for teachers to practice it, though; scholars say the implementation of 

multicultural education does not require the teacher an additional effort than the actual activities 

except maintaining the accuracy and completeness of each lesson. But, Yoonase said, "if is 

possible to include multicultural education in the teaching learning process but it demands 

teachers very carejitllesson preparation and presentation, it could not be an easy task. " 

In general the participant teachers seemed afraid of the actual implementation of multicultural 

education in schools. The fear might have emanated from the notion that any new practice meant 

adding another task on teachers which they dislike at all. In reality the introduction of 

multicultural education is not adding of courses of stud y to the already existed curricula. It rather 

requires a total curriculum reform in all subject areas to accommodate the cultures of the 

diversified student population in the teaching-learning programs. It is not intended to add burden 

on teachers. It rather meant to make students proud of their own cultures and appreciate the 

cultures of others. It is to use the cultural diversities as inputs to the instructional process. It is to 

make the students academically competent and thereby work effectively for the common good of 

society. Thus, it is a timely requirement of the pluralistic society of the 2 1 st century. On top of all 

these, however, in the course of this study I have informally talked with these teachers. From the 

conversation what I have identified that the truth of their fear was not the issue of adding burdens 

but, they do consider students' diversity a very complex task to handle in the teaching learning 

process and the school' s programs. Nevertheless, what I could say about sllch a fear is 

f'UTJ YOJ ·'/:+ V7C ~"eC;lj:.;hlu ; just to say no one is missing the unknown. 
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4.6. Attitudinal Issues 

In a multicultural classroom the attitudes of teachers remain crucial in that teachers positive 

attitudes, values towards culturally divers students enables them to create culturally appropriate 

learning enVirOll.l11ents and modeling for children to learn respect and concern for all people 

(Manning and Baruth, 1996). However, this could not be reali zed unless teachers themselves 

develop positive attitudes towards cultural diversity. Hence, no teacher can teach positive 

attitudes toward cultural diversi ty to his/her students unless she/he possesses it himself/herself 

(Burger, 1994). Thus, first teachers should be aware of their personal biases and stereotypes and 

should objectively examine their attitudes regarding race, ethnicity, culture, gender, socio 

economic status, language, exceptionality etc. 

[ raised related question to participants. For instance, responding to my question regarding 

whether he agrees wi th the claim "Any deviation from the dominate norms were treated as 

defic it" , Ereget said: 

Difference must not be deficit. If there were peoples who 

considered difference as deficit, then they must be poor at 

thinking. J believe difference is strength because any 

difference seen in any one of us should be a source of 

knowledge for others. 

For the same question Zebbabe responded as: 

J never consider difference as deficit. For example, if we 

treat girls equally as their male counter parts, then they 

will pelform betler in the leanings. 

Based on the above responses of the participant teachers it could be said that they were out 

rightly disagreed with the claim that "difference is deficit". Rather, they considered difference as 

strength in which cultural differences can provide a variety of options to broaden one 

understandi ng of his/her own culture and the cultures of others. Thus, according to them all 

cultures serve the purpose equally. 

Accordingly, the multiculturali sts argue that cu lturally different stuqents in the society must 

learn to function accord ing to the dominant as well as their own cultural norms, depending on 

63 



their purpose and the circumstances in which they find themselves. For this, teachers must 

believe that all children in their schools are there to learn their own cul ture that the patterns that 

deviate from the dominant norms are treated as deficit eliminated (Pai and Adler,1990). 

In my interview with all the participant teachers what I had seen in evidence that all of them did 

not consider differences as deficit. But they see it as a mere difference which is a sign of strength 

for cultW'ally diverse students. In thi s regard Meherret's responses inform us that the strength of 

teachers' attitudes as fo llows: 

What ever it is we all are naturally equal be it male! 

female, black/white, rich/poor, to what ever ethnic group 

one belongs to. All these and all other differences could not 

deny the law of receiving education. So, I believe, 

difference is strength and it is not deficit. 

Supporting Meherret's position, Y oonase said "There is no inherent association between 

economically poor and low achievement. it rather depends up on the unfair treatments that 

students receive Fain the teachers and school cOll1munity at large since they are economically 

poor. Therefore, difference by itself must not be deficit. " 

In the course of my interview, I have understood that all the participant teachers believed that 

deviation from the dominate culture could not be regarded as deficit. They argued that there is no 

natural difference among social groups as far as educational ach ievement is concerned. 

Nevertheless, the teachers repeatedly mentioned that conditions for all students were not equally 

fulfilled. According to them the inequalities that happened to students is due to the inabilities of 

school programs and teachers failure to understand and believe in cultural differences and its 

influence in one's learning. Although, they did not deny that there could be a lot of things to be 

taken into account to one's academic achievement, they believed that one can be successful in 

his/her cultural diversity is recognized and incorporated in the teaching learning process. If so, 

all students regardless of their differences can perform better and successful in their academic 

careers. 

Furthermore, the participant teachers believed that multicultural education has motivational 

effects up on students' learning. 
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For instance, Zebbaba, explains that: 

1 believe providing multicultural education for schoal 

children can motivate student of diverse cultures. For 

instance, disability doesn't mean {he inability of some one 

to learn. So, if teachers recognize and treat this and other 

learners' differences equally one can develop self­

conjidence which may result to one's devotion to his/her 

learning and all the way improves his/her academic 

achievements. 

The ll1ulticulturalists believe that teachers knowledge of the cultural resources of students 

develop respect for cultural differences and enhances their teach ing skills and strategies enabling 

them to use wisely these resources in the classroom setting. Thus, teachers' preparation and 

presentation of lesson from diverse cultural perspectives have a two fo ld advantages. First, helps 

teachers to have verities of resources for teaching. Second, the incorporation of cultural issues in 

the teaching learning processes motivates all the learners to involve lively in the process of 

teaching - learning. The attitude of Roomane, part icularly elaborated these ideas as fo llows: 

Teaching students in accordance to diverse penpectives 

can motivate all students to learn more for better results. I 

saw this practically when I was teaching in grade one. 

Students came ji·om different ethnic background such as 

'selete, ' 'Gurage', 'Tigre', 'Walayta', 'kambata', 'Hadya ', 

'oromo ' etc. In the course of classroom discussion 1 made 

them to count numbers in their own mother tongue. What I 

found was that this makes them extremely happy. They 

know that counting numbers in their own language was 

equal in quantity as counted in Amharic. So they developed 

conjidence in that all languages have the power of 

transmitting messages effiCiently though they are different. 
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Addiin ing to this, Zebaba, a participant teacher said: 

Teaching students according to diverse cultures is not only 

making learning meaningfid for all learners but it is also 

making it real. if students know their own identities then 

they could attain the lesson meaningfidly. 

Thus, the response of these participant teaches was clearl y evidenced that they have desirable 

attitudes to teach the culturally diversified student population. These, attitudes obviously enab les 

the teacher to create a classroom atmosphere which is interactive that will allow all students 

work together and understand and appreciate their own cultures and the culture of others in such 

a way that teacher can create harmony among their stude!).tS. Thus, in a pluralistic classroom the 

attitude of teachers is detrimental to eliminate discrimination, hatred, and segregation against any 

individual student or group. In this regard all the participant teachers have agreed the crucial 

roles teachers play against di scrimination, hatred and Segregation. Zebbaba further said: The role 

of teachers infighting discrimination, hatred and segregation I believe must be great. Because, 

in most cases our students sincerely believe what their teacher tell them. 

From the points of views of the interviewees I came to realize that the opinion of all the teacher 

participants evidenced that the role of teachers' desirable attitudes towards culturally diverse 

students in fighting discrimination, hatred and segregation is superior. Teachers fo rwarded 

almost similar ideas . To see the degree how opinions are similar here I better present the 

Amalu'ic version of their responses believing that the translation could not be as strong as the 

original response language to express one's fee li ng. Asebech, a participant teacher emphaticall y 

explains that: 

nlr i lrrll· t7DrU6' '} M ?:AJ. Tl) jP} lr S' <'f7'7tlA,} flfltj:A 

OJ·/)T f<'f7'N .l· ;1'1)9' {/~A MrOJ':: fI"fl'}fr!:fl" r/'<'f76 fD1: 

(71JfI"U6·S''jf':l"m· f°?~. rOJ'') fl U 7,}fI" f'fltlm !,fI"lOJ' ,e 1'fltltl· 

lrS' lOJ':: /)tltJ'l fl" nA (~l::l'rOJ' OJ·/)T lrfl·Al;:l·rOJ·'} ° 7/) r/ '<'f7C 

fl r/'fl't> ke·AJ. TI) j1:S' <'f7'7tlA tl.m1. ,e TI)A: : 

66 

I 

J 



Eregete's, position was not different from Asebech's idea. He strongly relied on teachers' role in 

eliminating di scrimination, hatred and segregation among students in the classroom. He sa id: 

oofl"U,j· '} fN,u7dfU~: tI'}.e· l'A 1- fJ;J ' j,tJr01' U0fl"U,j· '} 

{"'y./H· 77C -J'hhA 701' f'''''LA l.fI"7l· f'u l .e·,j·I'!·'1:: 

11I'I1l.U ke·AI.'1 TtJ/' f'I'!Ar01' Qofl"Ud· '} Mil·'} 

f'oolll'!' hke·l.l'!"'1 TtJJ!: f'Wi. 'l"D7dfUT'} 1Lf',{.{. 

,e ~:tJl'!' f'uZA m '}fJ,j· l.fI"7-J· I,I'! ;f:: 

Thus, the teacher participants all the way were not only relies on teachers in creating harmony 

among the diverse student population but also underlined about the importance of teachers 

positive attitudes to wards cu ltural diversity. They all believed that a teacher who has got 

discriminatory practice should never be a teacher in a pluralistic classroom that he/she cann't 

create an egalitarian classroom atmosphere where all learners despite their differences enjoy 

equality in the teaching learning process. Due to this, the participant teachers all said that to 

teach different students we (teachers) must be fi-ee of biases, stereotypes and di scrimination at 

any cost if we want to practice multicultural education in our schools, of course what 

multicultural education among others demands teachers to fulfill in a pluralistic classroom 

setting. 

To sum, the responses given by all the participant teachers regarding teachers' attitudes towards 

mul ticulturali sm in education clearly indicated that they all accepted and recognized students 

diversity, that what ever differences students may demonstrate, they agreed to value their 

differences as a mere difference which can be ex isted in every pluralistic classroom. They 

concurrently, expressed their beliefs that if all things are being eq ual, being born different, by 

any means cannot be qualification for one's academic achievement. Furthermore, they all vividly 

agreed that va luing diversity and practicing multicultural education that value differences to co­

exist together enables students to be motivated and making learning meaningfhl for all learners 

despite their differences, in which all of them feel recognition and belongingness in the 

instructional process in particular and the school programs in general. Therefore, they all agreed 

that both the teachers and the school programs must treat all students and their cultures equally. 
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CHAPTER FIVE 

Conclusion and Implications 

. In this chapter attempt is made to present conclusions and implications of the study. 

5.1. Conclusions 

.:. The study came up with the conclusion that teachers' awareness towards 

multiculturali sm in education is encolU"aging. Nevertheless, it is limited and 

confined to certai n indicators of students' diversity. Teachers have had good 

understanding of students' diversity in terms of culture, gender, economic 

status, language and exceptionalities. However, teachers showed reservation 

to express their level of understanding about ethnicity and religi09- .The reason 

for their reservation was the sens itiveness of the issues that any mistake 

comm itted towards any ethnic or religions group may harm the social and 

religious cohesions of peoples. However, it requires further investigation . 

• :. The study also disclosed that teachers have desirable attitude towards 

mulliculluralisl11 in education. They all agreed that difference is a sign of 

strength which enable both the teacher and the student to use cultural 

diversities as a valuable resources to learn each others cultures, which is the 

best possible avenue for cultural understanding of students rI diversified 

cultures . 

• :. The study also revealed that teachers' lesson presentation practices are not 

encouraging, though that doesn' t mean it is none existent. For instance 

however, teaches efforts in utilizing the cultural experiences of the students 

for enriching the teaching learning process is very low. The reason for thi s 
~ 

was that teachers usually stick to the contents of the textbooks and hurry for 

portion coverage than trying to include the untapped cui lural experiences of 

students. Consequently, contents were presented as pel' the textbook so that, 

the experience and contribution of students remained untouched . 
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.:. Teacher' s efforts in utilizing a variety of instructional techniques such as 

explanation, dialogue, Illustration etc to serve the diverse student 

population is very low. This study revealed that teachers were strongly 

tied dawn by the traditional teaching technique (i.e. lecturing).There were -no attempts by the teachers to use other techniques of teaching except 

lecturing. Consequently, the teachers became the master of the teaching 

learning process and the students ' remained passive li steners. Teachers ' 

failure to employ different instructional teclmiques resulted from their lack 

of training in the higher insti tution to teach students' of divers' 

backgrounds . 

• :. The study also disclosed that a small group work which enhances 
cooperative learning strategy is almost alien in actual classroom 
interaction. Leave alone, in large class situation in a self - contained 
classes, teachers did not attempt to organize a small group work. So, in the 
absence of a small group work there is no room for students to share their 
cultural experiences. Although, there was/is a strong commitment from the 
city education bureau, even at the national level for teachers to practice 
student centered strategies such as cooperative learning, teachers out cried 
about the large class size and portion coverage. Due to this, the 
cooperative teaching strategies best recommended for culturally diverse 
students is none existent in this particular school. 

_' .:. The study also came up with the finding that teachers' practice to use 
teaching aids is none existent. The reason for thi s was teachers' lacks 
lmow- how to prepare and utilize culturally appropriate teaching acids . 

• :. The study also revealed that teachers' effort to create conducive classroom 

atmosphere from multicultural perspectives, such as the creation of good 

relationship among students of diverse cultural backgrounds is not 

encouraging. For instance, teachers' effort to create conditions of 

classroom envirolmlents in ensuring each student to feel that hi s/her status 

is equal to that of every other student is almost buried. Teachers' mostly 

follow the paces of high achieving students by this; they turned down the 

significant role of individualities in one's learning. All the way the 

principle of equity pedagogy is unquestionably over looked. As the result, 

as thi s study found out that there is no good mutual respection among 

students of diverse cultures in the classroom interactions, practically 
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pronounced within the classroom. Here, readers must be cautious that lack 

of respection among students occurs during asking and answering session 

but, this doesn' t mean out side the classroom. Thus, the conclusion given 

here is only applicable for classroom interactions. 

S.2. Implications 

.:. It is fo und important to enhance teacher cultural understanding of students' 

di versity through seminars, workshop at the school level. OR, most importantly, it 

is recommendable; to make available multicultural education related books at the 

school library in collaboration with the sub-city education department. However, if 

there wo uld be any attempt (thought to be true in the near future) to inj ect 

multi cultural education in the school system, it will be the responsibi lity of the 

Ministry of Education and the regional education bureaus to pre-arrange 

professional trainings at the higher institutions of the country. For the successful 

implementation of multicultural education in the primary schools, all teachers must 

be trained or receive on j ob training. Since multicultural education requires a total 

school reform programs, awareness creation trainings must not forget supporting 

staff of the school. 

.:. There is a fertil e ground fo r the school to practice multicu ltural activities because, 

as this study found out that teachers already have developed desirable attitude 

towards diversity and multiculturalism. Moreover, in a broader sense, desi rable 

attitude towards multicultural education is by far a signal to both the Ministry of 

education and regional education bureaus to think wisely to appropriately exploit 

situations like this one. Although the fin dings of this study doesn 't by itself a 

guarantee to make a general conclusion; about teaches attitude all over the country, 

it does give a clue and provides a window of opportunities to make nation wide 

educational investigation some times in tJle fu ture so as to draw a whole sum 

national picture as far as teachers' atti tude towards multiculturali sm in education is 

concerned. 
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APP EN DIX 2 

Aware ness Oriented Interview Guide to Teach erS 
r~OIJ?"u-;:· t'l?" ____ r~:,·?" I<i.e·,·~" __ f~hr,:A J!.t)~· 

t/'i:t\ '1.11. __ _ _ ___ ,t) '1:/'__ _ __ ,/.'} _________ _ 

1. M :II9' Oh'U\ m·(t·/, {' '''l .. ('(t ' /·?'';::'/:m· ·/· '''l t9':'· h ·/ ·t\.r'{~ (llJ~q! o""'t..y. :" (diverse c ul ture) 

2. {"I ' '''lt9' '·,· divers ity 11·}?"lJC:) ·'/:m· .'C {' rnO'" urn·',:,· ~.t\w· P"'l.A o"II('·lIt.(' ("''l . .r''It'I· 

OCI)·y· :)'. ~.t\ . 1.CII9'(t? 

3. ~"}WH': r'l9' :)" f1 m ''''lC '''/(t 'I''''IC '/,r':/ ' w'(t,/, (tt\ di vers ity ~,}(t ·f' Ohr,:A 0)'11 '1' O)'.e.e:,' 

'''I ~:t.UI 1,.e ,v,O,1I ~(JI ' P"'l.t\· >.t\. 1.C(t9' O/l.lJ ~.e ,f't\9"} UJ'}'lft 9'''}~: ~(lJ '? 

4. f1t\,~ fIll·A Cultural Pluralism O" 'I,nIlI C P'I' '''l t9':'' '} 1.II·A',:,· h"'l t. .nrn·?" 'l~"IC {'U,t\·'}?" 

"' '''/~9) :;-' w'm .. :" n"'rtj'tiA J'''/'IA r~II'1.t\ ·1 w1':",j', ~,n , },r.fl9't'l? 

5. (lO"IJl"Ir. "'Ifl ·" l' ,/C ·lJ!.. .. )· OJ' fl'l' (1Ar-', :,' OJ'f) '!' f)t\), '}f:'t:' . (" lfI ·" t"IC T t\ ·,:f)tl! .ell ·)· }, 'j:t1', 

t\ " '/" / ~9':r r~t'Jr.fI (loCfI ol1'-',f](H' r,' w·(n.:" rmi'ii'IA 9"~j9" ... .. e.v, r nW'9" f'0'/.t\' )d\·r,' },r.fl5P 

9'''} .e~ t\·? 

6. aU?"LJt,'j r" / ,f" l t9'3PI:OJ"} di versity · ,·',',11(1·9" )',A"'·",1I0· T )"tIO-;:·9" ),IJ:1!O-;:. (l),I).v,u'l. 

6(Jl"":" ~ .e ·tl~: :I'll·t.:'· O . .r' J.'.C'I· Ii·t\·'}?" 'I'''U. t\(lJ·rn. ·)· "HI:!':/' h ,ei)~·'I'(lJ·?" (""/.A 

oullt·ht.e r~II'1.J"dl · ),t\.r,' ),r.fl9) IlIl.u ),'j1/r. 9"'j "J'jIlO. ),n9) .. 1·? 

7. On.'1 CHI·A O"U9"ut· '} r~ "'° 'l (9) ;J::,!o"'-j eli ver si t y ),(11'<1' 01'(", ),tHlt.w· O"u',-1-"I''',' ·,'''/lJ t.cl! 

'''/ 5': t. "J h" ''''J t,9';J::' :w, ,:JC .e'l :(w''} u/ 1'1·'I')· 11'''/ 1'1°11 <,'-9'' o'l.e U·t\ ·'j?" " ·'''/ 69''·r- t\w'rn':,­

"'1 '(1,9'·1· .e :"'1t\, fJl''Lt\· (I) 'llt :'· ),n, },r.t'l9't'l '! 

8. >'}.P,'H': r)Y':)" l,}J.'."'l.t\-:/· 0"9"Ut··} (" I' '''I{'Y'T dive rs ity ~ .e h"H'I' C ,eA"/- I/.t\. '}?" 

'101"/69' :)" w''J .. e;}0(. flU'l(I~ )ll'lA'·:r· '1 ,e :"1!.t, .). "'1.f:C. o
, .e'IIVI !cPA f~ £I'l_A OlJtit·ht.e .f'~l'I n·r,· 

M:(t9' ?"'} .e~ fI ·? 

9. )\·}W}P.:r- ),·H!.,t~ '1. ft. ,:" r·'·ft.,f'f· fl U'I II! cmtJ.·(. ·I'·:r- .f'~.:'~(l"'} ·,·(f01 69}:r- OO"lHl'Jr. "'J{)-I·"'Ir. ,/y.:" 

(11'1'1'1' m.h·A'd· '''I(t 'I''''lC .e~:~A (''''l.t\- >.t\. 1.CM'II? 

10 . 1. ,'e.'''1 OCl),I""j'- Plura li sm o-l-m.'I' U"" r:}(1:)" (f) 'il'l' >,I)'\" ./,n}'lt..'I! '''I~: t. .. } .e~:~A P"'l.t\ 

),t\. },r. fl9J fl? 

11 . {'m'A'I: 1)A'/:t ·A'} :/'?"IJC:/' ·I'''I'lI.·'I! t\"'l ft.-t."} n·I'fI .e Ol)t h,t\?" ",,(t,/, '''11) '1' :' ' wi) '1 ',(11' 

fm'l.t\ . ),t\, },r.rr9'()'! 

12. Cultural Plura lism t\ f"/fl ·,·I''lC f~"';1-'~:} :'·""ur.·Y·:;-· J': C i)' (lJtf} ',w' f~°'l.t\ , ),n· ),r.rr9'fl? 
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APPENDIX 3 

Attitude Oriented Interview Guide to Teachers 

rOU9"U<;· flY" ____ r~;,·9 .. 1a"e~,)· ____ I'I1t;:A r. c.)f ______ _ 

11t;:11 'I.IL _________ 'yH, 

--- " " } ------

I. (lm"''lC "'II'H''''IC '/..1'. ')' ""111' 1" "'''lt!''')'.,} (diversity) <Inc. ,.,:" ')'$P'UC" : '} m,II·A',:'· 

II un II m:I'''' U·II·,}9" ·'·"'lt9':r·'} 1I""m,:" "'1·n:J' :'· .e"'~A 1''''l.II(j)·'} 11l·n 7,,}.<V" 

,eol1t\h'I: ;J'/.\:: 

2. ~'}.",}f', :1'. M',,·aJ· ~UA (core culture) tJ)' 6 /.', .PII·:"'} U·II· ·19" AI!.H···l' 111·.e: II :I' 

.e'Y>'I'~ ,:rA hll,u ~,'}'IC ('7,CII9' ~, u"lIljh')' 9",}Y;',,,,' 

3 . ~,}.ny.' IlI" :r· 7,} r. "'I.II·.)- f·'·II .rl!. ~1}1I .. :r·'} ,C' '''/ll11· (multicultural education): 

n:I'$P'uc ,)' n. :'· ""11'1' u"lIm:" A I!. H ,:l' '}'" "1(\(l~'P.~ :"'} h"'l~~11 ",'61." M,'}.r:~:" 1 •. e . ., 

1'11"" 9" f '''I.A m,}ljt· unllt·ht.p 'c""C~II· M :!l9' 7'}}! .. :'· .e u " IIII'1:;)· A? 

4. AI!.'r!'·:r·(dive r s ity) nu"',"t·:,''''' $P'h·}.p:" (''''l. t,(Il~· ~,.e:Al.,} : 1' ~"''}: "'I "IIIA'} 7.'" 

r""Il0Il · ·,· . .,y·:r·'} hl1t;:A 0)'111' 11"'/1'1. ')' u"9"Ut·'} ·'·AU Y;C~' ~.II~ :' :OJ· (''''l.II· l.II·"· 

).C!l9' 7'}.eu .). .eu"iltl·': :)'A? 

S. l. '} r.·} /'.:r- ),}Y,"l,lI,:" ('·'·II.PI!. qu~ 'P. ·,· . .,\' .. ··)'-'} (cultural issues): nl1 t;: A ""11'1' l,}II·Y· 

(l ft t',.. ","r,' (lU} AIJ~;" 7, ') ,9,. (}. 9" .f I\~t f.: A). (I'/1'l ~I ,(I 'IC f~), .f 'i ,P"i ,p,. ') -,,1111 i. (l /,·ft r 0 11'1,(111 on 'i 

11'''1.'''' .P~:J':J'A ("'1.11, }Oil·'" 7.CII!" 7.'}.eu ·} .e""I\IH:;)·A? 

6. nllc1· ('·l-Il'''lo;. Y "U·':·,} ).,}Y,"'l.II,:/' I' U·II.'W" " ''''l t 9' :r- qUA .p'''/hll :I' $P' UC :" 0"11",:" 

:"?"UC":'} IIU·II·Y" ''-'''It!'':l' ,loC·I·9" .PII'"' '''Iy''Lul "'lll:" ',0)' ("''l,A }ounllljh+ ).~:,:",. 

',CfJJ"ft? 

7 . l,'}W}f':·j'· 7,}r."'l.II·"'· f""A"; 1jA','':·A'} :/'?"UC '} .,. u/~(,·q! 1I"'I.e:c."1 diversity '} 

.P"'l1111 r:,'m."" y, '}n:j' ''' u"u"t.P!":'j- II,':'{, f"'l:l~ O.I}"} lj('h·lloo·9" hll.I}· ),}'/C 

"':J"}-f' u"lI.o:(»)' ,e-IW"A .e~lI· 7.CII!"1I 7,} .• u')· ,e1!. ;)·A:: 

8. ('IIC1· 9"U·('··} 7,}r."'l.II·'} "' '''lt9':)'' f"'m·n,) ' ~uA (diverse culture) n')'9"UC:J-" :"" ~.e 

11t;:·' ·",' ·,·Ot)'r ~,IIOJ' .e~lI· ),CII9'!!? 

9 . ~,'},v,'} 1'. :1' ), '} .I'. "'l.II··)· f·/·II .PI!. ~UII" :)'. n"'l:}"~(. " ,n :I' :"Y"UC :1' rL"" (/l'II'I' ('U·II· '}Y" 

·'''''It!''')'. ~lJlI .. :)'- ),O)'¥'" ·'·'HIII .. 11,':''',9'' ),}.e."'l:l~ " ''J'}lln :I'$P' uC" :,} 111/.11' ),nC 

""11m": l,"/~·n ~"'. 1''''l.II· ).11· ),CII!" .eu·}} 11l ·(l ),}.e .. + .eunilt"'::)·A:: 
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APPEND IX 4 

Interview Guide to the Principal 

I_ {'-}9"Ur.:,' (J.-I: N)+M'.r. (J-1-/(J.-I: ""Il'I' (' "Y."Y'.· -1·"'1t.9':)"· IH·t\ .P{~ IlUt\ .. :r- (Cultural 

Diversity) rO"m· UUU' ~':':aJ"} -h '. Y::I:A '(It\''' ' .PIlIlt\·? 

2. ·n,,·9,',j"· }\ '}y'(J'I.ft··} :'·/fI.,r.. r ·,· (IIl t9):):'} Diversity (IJ,? otl'-)" r"ool.'}.,'/f.,,() GU V'/_ 

{NII/.:J·m.,'w· Cultural Diversity fIlP r," rUOflllC fIIIfH·II,/C p/,. ".e l,'H". i'11f: (pr; 'pte 

l..r,'r.-I .. rt·H' ... "' 1l ~"'. {"''l.A ', .... (1 l,~:I:"" ),r.1l9'1l? 

3 _ 11~ .e (J·I' t. , "" rr. 2 ~ .e (J-I-m·,.,)aJ' ·' ... ·n r"'l,Il"You, hlf~ :" /11. -1' {'m""/r. '''/Il -I'''Yr. flt. · 

~.e Cultura l Plura lism'} -I' "/Ilt,.<,! t\"'lY: t."1 9"'} 9"'} ·I·AU "' ''/11 1,· ..,· n:",n.·I' ""Il 'I' 

-1'1-1,";'(11'£(.\ ? 

4 . 'H'(\J"f.. rJtJ'W! OIllJ.-·(.' l'· :r ... {/ DUrn· ~1·(JIJt.9}:r·} 01,,1'(.\'/"'- n:"IIl, 'I: rOIJtl'/c (I</tH ·II'/C p/. . 

~.e ·1·"/fJ t,.<t: t\"'IY: t.") ["lm oU' --)"'"Il:':): !Jt\, n.·n,:·",? t\CJJr, • . ·I, 1l tlll.U l'}'Ir. {"''l,1'I'Ou, 

:)"·"U:':)"·'} t\0n;" t.,. 9u
'} r'I ' o't\, ~Y:t\ .. :)"· ht\· ·nt\OJ' .P9"~' t\, ? 
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APPENDIX 5 

Interview Guide to Student"s 

_ t1.r...(1'/. _ p;J. 

----- '/, '} 

I , O?":/' ''u;n:/,n,O:/' ht;:A ""il'!' f'ht;:A 'lY.7{,")'-1J IH'II,1'r. 'l1J~'1! ou"'t, ,y':1" (cul turally 

diver se) O,'I'(HI ron"" OUIf'~"I''''' '} ') ''/',II'lIlIl? 

2, I.H'II.}'!; Itn,'hHI ,ell 'ti"" /,Ii"" f'ou"I'r,OJ'/,lim' 'lu~'/! ·1"/nhr~I":j'· It :/· I'''UC:/· n.:/' 

'l'I"i"IiOJ·!'Iim· .'C 'I'''I,,''P'A >" A :"~II ul'li? 

3, I.H'II.FI; ,eu f"" IIIJA ',OJ' f'?"'}IIOJ, f"I, ',OJ' ? 

4 , I.} ,/'II,'}'!; 1,(.·Il"Ii·} "/1I '1'16/.'. ·fI :/·'lA/,n:/'CJ.e "'1','1 ·fllIll ~OJ' V?".'j-'IArJlJJ·? 

5, I.'}.';'}?,:1'· I.}Y."ZII·+ ' I·'''I(.OJ' rm"I0:/' f' 'lilA o",P/':/' /U,,,,:J' ~,e MH'')t'lO,r,' 

'lu(.OJ' 1, 'i ,'W'?" r·)·?"UC·)· },'I''lnll·/<). " g, 'I'M,':' I,IIOJ' .e ~lI· I,'}·I·rtn:r./' I·rt I'i.e,,·)· 

:',oull h'I""IIU/ 'I;Q'1I 'Ii? 

6. u,kJ' I" :j: II·No.·)' aI'rt'" It 'I'U/'il::l: O,II,?" '1''''1(,9''')'- O:/'?"IJC+ I,llI''' I.I',A ,1'0).", .",(' 

m'o"} ,e ',HII, f"''l.A (Il '} '1 (. . I.OI'M,I, ')· ,I'~'I:"" t'll":)" I,ll· I,'H'/'!; I.}Y .. :/' 

:,.aullll-"tpt\uf"li? 

7, Ohr,:A w·rt '" 'I,ll,?" '1''''1(' m,I"A~'} .et'l'I,q."'A :/'~(\lI!'Ii? 

8, Ohr,:A ""rt '" :/"l"uc-'I- hht;:A 'H','[· ',j'·1J ,'C 0,'(, ' I,'}.r:.'j-t'l~, T ,.}.r::/'''',er. l,f:A 

)"" :)"-v· OS''''} rJ1JAh·? 

9, Oht;:A (j)' rt',' f"'Z',,), '/<')(1 :1'· "n?" ,I"}')'I:(j)' '/')("I:'} I,h'Or:' ('OU'I,nA 'lVA I,ll 

f"''l,A I,OI'II'lh '} I,lIul'li? 
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APPENDIX 6 

Foca l Poi nts for class room obse rvat io n 

('-) -/n.- I, M" ____ ___ __ 11/11-/- · -/ ___ _ 

OlJ9UIJ{ ' [4 ,,) o9 u!J['..:I!.J_ IH·i\ J'(L I1UM:_}~JttlJL~U: 

f"J ,/.]' t,·n ·n:l··)-(presentation practices) 

o '-"?"U(>I:'} lH·l\.C,{J. o Cll-'I' ,Y, '" , ),,(H' I')t'l(I :r- flO r.t,:J ' {' qUA o ll/P (..y. :)"· : }",oul\ ll l! ·y·:r· 1,'PJr.I },,':t.,<' 

(" /'11 1.·/.·:" £,1" 31:/.\ 

o -""'I t !)':r· I I ·h"t.{· r~ {' f1 UA UlJlJ.I(.,Y.:r. .eWI':,!m· "DI'm':" '} /lm"I"Y':}"' · 1 · /r' tJ(~·9':r· tt a u"U: fIIJ(H ' '''I t;· ot· 

{'(Jll f ll """ '·r· fI. .. :J . 

o -" O'lt9",)", f' }dH;'} :" ?"UC·'" I\OlJll :J'",/.\ .c'/'!=/:c,I-'} 'II "' :C;'.', :" t'\ulJ'l'w ·n {'(II/.f. f."} 'Pt .:" 

o {' o" " '/C " '/{H' ("/ t;,'} 'I.y. ,r {, ." o,/ t,9J:r·'} ' 1' (I" h(~' 0 0 11( 11 " "" ·l?"uc·I: '} 1\"1'1., A O;" {H''!. ;'.',''} :f·ft .. :Jo 

o -""" t9':r- 1J.t'\·9" {' hr,:/.\ {U'i'I'I' :~y. 7.'~;J::':0I ' (~ lI'1. .e~o··l" } '/lI fl :r·r, l',u""f] l, ·r· :r· 0 ~, 9I'} :) ' (I~ UIIA I,· 

" (IOUH", " f: ('(I 'l . .f~/) {~ :, . lj::J' Y. :~ ·,.1' 

o utl9"U~·I;:: l', Jlfj (l~ OU", ?,"FI'I):J'(\. V·"·9" " '° 'l1.9':)'· ( 011 1)1(: ° 'lfH ,tJH· 'I.r . .. .,. .,.1'):,.(,':. ?, '}P, . .c' ,t'.r. ',. 

(Jt/'l, .el') (~:' · ' I' t .:' · 

o ." t''l1.9' :r· ('t·I'):{ m·'} q UA ),'} ,'~ •. e y,'} ,/: 1",''' '169':)"- qUfj (l~ "'l '} ', :,. 9"1It\.9':r· ' } fl °,/,}I') ;" "''' '/ 1.9' :)".·} 

,,(10/0 /.:)' :).:,. ('t''l .. (' .t'. C,·:,· 'I' / . .. } 

o mH)"U<;·/(::. W"lfH·(I'IC 'l r':,' (11'0'1' (~ t"rg:(Il"} 9" r~ fJlJA ' IItlLCI '(l lh.I.O'(1 : P.oj· : (' I·e ).'.I)f m,C9" ('A {~ 

fi: fj '/ .. :, . ·' ·"'l1.9':r '} 'M :)' fl l',"·:),(' ~ UIIA h· '1,, (11':"1.,-(1 ('°'l] ).',c',..l· 'PI.:" 

o ('0" ·1: 'l·9"Ur.:' · 1w·,,·?" ,,·°169':1'· ;.JC f,,(lJ' ·l(}(lC 

o II O·t'l 9" -,·(1'1£,9':)" 1' ,:1t· uWM r.tOJ.9':r· (~ "' i· :"'} ',·p,r· :r lw·n ,!''' "''''/{, 9':)'' fl U'l(/~ UIIO'( .·r·:)'· 0 -" 1/11/101' 

UIIAI ,· W'/A,) " 'l ,n t ·t·:' , 

o " ·Il ·!''' '/·(' 'l1.9' :r lIlI..ll .. :}'· ;J/. . r ll 'l. .eY,C'J.-1· 'j "/T 'i·',.l' J'JU Il .. ·r·:r- ?,·} ,v, .. {J,l; ' fl~· " 'I f : t."} 

o u"9"U~, (].."I·9"UC ·' : .e ll "-l lJ: .e .e'l :,!(1)· 'n j ' ·l·r, 1l0·Il·?,' -/,tJI/1.9':r- ('°'/ :"(.'0 :)'-Il,,:)' 

Presentat io n lechll iq ues 

o OIlI)"U<;· {" "n ,('{~ r°'l i'l-" "'IC ·t ' tJ /, }I :r- '} n l)"I)Il, '11l'19' :r- ' j T ' l'.e '1: 9':r· '}: ,tt .en"',,, :"" } ?,r,' Oil.n·i'I:,· t ,'o'} 

ollA tJ '} 9"U(>/:'} (" ''1'-I' I . ' f) -l.' tJ',}l'e -n,'!.!' :,' 

o 0·1l ·9" '/ ' '' 'lI.9' :)'' {' tJ r;:A (/I ' f)'1' i'l t,9' :r, ~} O.?tS OrJIIJ' •• ?'lC,: ?I ~}}U) ~· r~ tJI/f'l!f.A tJOt\,,:" 

o m'9"U~' r ·l· n .e ~~ (I 'I59' i ·'} n9" t)t\. )I '}Y, ;-':"111"'1, )" o" A 'l:r· ?I '}J', 1', UII :r: :r· 71'},V,.11·1)" ?I '}r. )'I'}J.'.: {' pt· 

tJ"}'I' I. (Ta sk ma ster) U' /," r~OU6L],cU 'l' tJUt\ .. ,1-

o Ohtj:A (II.i'I'l' (\f' 'l,', f)' ' I' ,e'l: 9' :)'- n(},n,9" "''' '1 ('9':1'' , , · rmt'V/I :~ r UIIUlln i'j' '1.11, {~UII{}m'1- -fl :J' ,l ' 

o -" " 'l (,9':r ldlt. CU· ?I '} .': .f)~·r,· f~all t.,V" i;:' . '} A'rS!.: ?, "} ,tu~ ,t: ·nr, · 0l'9"U~· /Z:: f~ (I'l]Y.C 1· '''' ' 1'1':" 
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C:C9" 002 

APPENDIX 7 

Focal Points for class room obse rvation 

_________ hIlH''''/ __ _ 
f-'hr,:t\ f!.t.:(); ___ _ 

~:li o"'·/~J~-'orjol!I~2:u ·tl2· ... ) 4 

o ')'9"UC", '} (H'mC,'!lt. o"A!I' II'''/·}(.,n p"·t.n· 0"01 u""/6J'9':j'· !1'f1,h.C/·(I,jb LI'HF J':)'T 
f.l ,h.lI C:'I.I'1. 0·'1 .. ;)' ill ,e'}?" A {"!. f:;Jr,: f-'lI'l.Ylt6.A.::.8:U)· -"tIO/t9':r ~i W"I.f' ,'YI /W"/.P'U\ /U·'t.:)· 
WI' :!"" !t.e {II/cPA 

o olleYf £/u'-'I/' ,f'9",)', O,"'} ,eu/,'\. Y.t.~ r"·I·".c"{~ rrU'l(/~t;' :J ·t~) (I! :,':~·r·:r· ~i fJ'l~'"n G"Atl- Opt· 
't.e W't\.fl)/.\:: 

o to.;"9"UC", t •. ~'fr nu"u' '} r",' Ln, MIL!'.'. Mto. .. :j', !I'h!A T !i'(I,'bc/,n,h,L r),n T J' ;), T P td";''''l, 
y.t.}f }\r; f"/.\ {~ .,-:1\ " .. ·1· · 1·111/t.~JJ :r·} IlO'Jh/\ UIJAl,- (l''''<I:C (}I\,.v,w· It ,e ·,'c9,/.\:: 

o o'-"'''uc,',· aue:'":' u m-"t. .f'9):r· )-\·i.(~.·} W''1CJ: '"C''' lf', CH·.!l·Cf:' 09"'; .c-'UA Y.'.~· 4'1.0,1.\ :: 

I"e~~~uc_~rei:~'} 
o Ohfi:A (I) . (}'l~ rn ' '1fl·, ,/JI/C autl'le '1.f.:" II'I ' ''J) {~ qU'l (I~ OlJ IPt..)',··;-, (di ve r se culturesWoum· 

-"'''11.9)+ "Cft nr:{) fJolJhfJOC fJUA '\'} "t .e?"n'r'~ ml9'·U'r'·/~ r"'1.Yf.C '},:'· .. Pt..-} 
o [}·1\·9" .,.11'11.9':)"' {' · ' · I\.e{~ qUI'j(1! ,,·.v,r· ',)",·} J',,}{)" '(IJ' l\oum,efJ :,· fl.l'l.'·)"·I\,n:,' 9":1: fJhtj:A lIJ·{)'l' 

lJ'·I.:J~f)J:r- olJltc 

o "' '''/69':)'' r""to.,f'r· '/tr(l:)"'} r""/'i'to.;"c,· ~.9'·}:)· ·1! nU"1 ODA ti· flh 'i'A 'H'.'lf'iI""OJ· ."C 
r'ODm,pr':,' ,n;l' :,. 

o h'I'I'\,e{~ (JUt\. '1 " l l1 tle?' :)", (Joll rn· ·,·II'l t?):r- (J°'l.JJJ!.C·}· :,...·} '1't'j:,'C: lJ·tH'" ·"tI'lt?':)"' fJ°'l,l)m, "" 
t."I~ ,n ,Pto.OJ' n.r.'c,' ,y,·), KL!>" 

o i\ ,e'}.v, '} ,v,. '-1. 11 '11. hl\.I\. .. :)'- + (1 '11.9):)'- "II·t\. f·JIIU", ,·} I\J.,(~ fJlJ'I.:)"·t\.O:" (Jhr,:t\. (/J'{)'l' (}.".;J' 

o ",e·}W} ,v,. .-1·tH/ t t ll),I\,?" """ / 1.9' :)'- ,'1C: f°'l . .e .e.r: ') {IJ· "'J'r~·r,.). {interaction} nU{)·" ,:J·nr. 
t."J~ ·nH' .e.t.:"; 
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