In the latter half of the 1980s, America’s schools responded to the challenge of multiculturalism with an outpouring of programs designed to help students understand and appreciate cultural diversity. Bulletin boards and student classroom composition reflected these changes, and the teaching force began to diversify, albeit slowly. Yet Los Angeles, whose ethnic diversity in the schools is often cited in writings on multiculturalism, is also the home of the 1992 riots, fueled by the Rodney King verdict. Following the events of May 1992, The Los Angeles Times carried several articles about multicultural education’s promises and failures. In one, a teacher, who had written the curriculum a group of schools followed, concluded that it did not do what she had hoped; instead of improving relationships, it polarized students further, as they isolated themselves into "their" ethnic groups and viewed all others with suspicion. A few scholarly voices offer similar criticisms of the failure of multiculturalism to deliver on its promises.

Christian schools seem to have fared little better. Recently at an Association of Christian Schools International conference, during a session on multiculturalism in the classroom, the leader asked everybody in the room to stand together in one circle to symbolize their unity in Christ. The circle was slow in forming, and in one section, there was a rather conspicuous gap between an Anglo and an African-American teacher. In spite of the leader’s encouragement to stand together shoulder to shoulder, the gap persisted. At the conclusion of the session, one of the leaders, an African-American principal of a Christian school, said that the gap was symbolic of a chasm of racial and ethnic fear and rejection that persists between these and other Christian teachers. Even she was stunned by the visual representation of something she understands intuitively. Why, after these ten years or so of concentrated efforts to break down stereotypes, do we seem no closer to understanding and appreciating cultural differences? I believe it is because any emphasis on understanding that does not include character issues is doomed to fail.

The purpose of this paper is to ask the following question: how can we encourage students who aspire to be teachers to understand racism and ethnocentrism both cognitively and affectively in order to help them develop the kind of character which will enable them to love their future students as Jesus commands us? To answer this question, the paper will explore the various approaches that have characterized multicultural education within the past several years, examine the critical defects in these approaches, and suggest an experiential learning focus which brings together the cognitive and affective components of multiculturalism. In order to give the reader an idea of how the experiential focus can be applied, I will discuss a course I designed to challenge Christian teachers to develop materials that are biblically based. Since the Bible is full of visual images and stories begging to be dramatized, it provides the best possible textbook for making experiential learning come alive.

My motivation for addressing this question can be summed up by the command in Luke 10:27: "Love the Lord your God with all your heart and with all your soul and with all your strength and with all your mind, and love your neighbor as yourself," and the story of the Good Samaritan which follows. This story was made even more powerful to me by Tim Kauffman, who retells it in the context of the Los Angeles riots in 1992. Kauffman’s man by the side of the road is the white truck driver who was seized and nearly beaten to death by several rioters in full view of TV cameras and circling helicopters. The African- American man who came to the driver’s aid at great risk to his own life is the Good Samaritan. The police and the helicopter-circling media are today’s version of the priest and the Levite. In the paraphrase, Jesus asks again "Which was a neighbor to the man who fell into the hands of the angry crowd: the law, the media, or the African-American?" Even Rodney King lamented "Why can’t we all just get along?" 

Racism, defined as prejudice with power, is certainly not new or confined to the U.S. Israelis hate Palestinians, Hutus hate Tutsis, Serbs hate Croatians ... and on it goes. Yet in the midst of all this hate, Jesus commands us to love our enemies and our neighbors. How revolutionary! 

I teach at a Christian university in a program whose major focus is training people for cross- cultural ministries. While the faculty recognize that developing multicultural sensitivity is a long-term process, we also believe that we must be intentional about structuring that process. For this reason we offer a variety of courses and opportunities for students to move beyond their comfort zones and be put in dissonance. My field is cross-cultural education, and my professional background includes teaching at all levels from Head Start to doctoral students. I see the schools as one of the greatest mission fields in the U.S. today. What could be more difficult than working in an environment where one is hampered by regulations which stifle individual caring, and where one must accept all kinds of curricular innovations and often jettison common sense? My students are mostly aspiring teachers who will be exposed daily to the realities of multiculturalism in the classroom. They need to know how to teach their subject matter, but they also need to know how to mold character and build community and acceptance among their ethnically and racially diverse students. The character goal of a Christian teacher should be to model the love of Jesus to the people to whom s/he has been sent.

Educational Approaches to Multicultural Education

Most American educators writing on the subject of multiculturalism refer to it as a subset of diversity. Diversity includes issues of ethnicity, race, age, disability, sexual orientation, social class, and sexism. While I recognize that diversity issues all share a common denominator of discrimination, my training approach focuses on the race and ethnicity components of multiculturalism and includes characteristics of the other elements of diversity only where necessary. Even within the subset of multicultural education, educators do not agree on its definition. James Banks calls it a "reform movement designed to change the total educational environment so that students from diverse racial and ethnic groups, both gender groups, exceptional students, and students from each social class group will experience equal educational opportunities in schools, colleges, and universities." His emphasis lies in the notion of equality, and his groups reflect the concerns of the diversity movement. Margaret Pusch, in contrast, emphasizes multicultural education as a training perspective with informational, social, and value objectives.

Multicultural education is a structured process designed to foster understanding, acceptance, and constructive relations among people of many different cultures. Ideally, it encourages people to see different cultures as a source of learning and to respect diversity in the local, national and international environment. It stresses cultural, ethnic and racial, in addition to linguistic, differences. Multicultural education refers first to building an awareness of one’s own cultural heritage, and understanding that no culture is intrinsically superior to another, and secondly, to acquiring those skills in analysis and communication that help one function effectively in multicultural environments. Stress is placed on experiencing cultural differences in the classroom and in the society rather than simply studying about them. Multicultural education is NOT just a set of ethnic or other area study programs, but an effort to demonstrate the significance of similarities and differences among culture groups and between individuals within those groups.

Grant and Sleeter have sorted the literature on multicultural education into five categories which they feel emphasize the diverse approaches people take to this subject. The first approach they call "Teaching the culturally different." Its goal is to provide bridges for those from cultures other than the dominant Anglo mainstream to "make it" in school. The specific bridges include such things as learning styles, making connections to home and community, recognizing different skill levels and language proficiencies, etc. This approach recognizes that students are different, and uses those differences to re-establish pride and help them understand what the dominant mainstream expects. Its goal is to help students conform to an Anglo schooling norm. Its weakness derives from its goal: should all students conform to an Anglo schooling norm?

The second, the Human Relations approach, centers on individuals and em phasizes getting along with each other through mutual respect. It focuses on human relations concerns, concentrating on breaking down stereotypes and improving student-to-student relationships. Critics say that this approach does not recognize structural or political inequalities which have contributed to the communications breakdowns in the first place, and which are reinforced by home and community. It also leads to feelings of rejection, because when a person tries to understand another and is rebuffed, s/he is reluctant to try again.

The first and second approaches are most frequently taught in schools, and most proponents of multicultural education dismiss them as being too slow in their implementation, and too simplistic in not dealing with the important social and structural issues. As an alternative to these, educators have tried a third approach, called Single Group studies, or "Let Me Tell you my Story." The emphasis here rests in the identification of specific groups which have a history and contributions about which others can learn. For example, using a Single Group focus to multicultural education would not lump all Asians together in one category but would separate them into their various ethnicities and allow each to speak for itself. Cambodians and Laotians do not share the same history as Chinese and Japanese, and Single Group moves beyond superficial similarities to uncover the distinctives of each group. The term "group" in this context can be interpreted broadly to include such categories as women and the physically challenged, because any group who believes they have a distinctive story to tell should have the right to tell it.

There are many strengths to this approach: it maintains the dignity of specific groups, and minimizes or eliminates stereotypes by spending time getting to know each individual group. Unfortunately, the single group approach has been maligned because, while it should lead to increased understanding, it has in practice led to more separatism and isolation, because people say "You can’t understand me because you don’t come from my background." 

The fourth approach, which Grant and Sleeter call cultural pluralism and social equality, is clearly the approach they favor. Two concepts, equal opportunity and cultural pluralism, define its ethos. Banks advocates this approach, saying there is no one best way to be American. Education must be reformed so that we accept America’s cultural diversity as a given. There should be no dominant Anglo mainstream; only equal acceptance of all points of view. Its strength lies in its recognition that diversity is not just a topic to be discussed, but should permeate every part of a school’s life. People teaching from this perspective look for ways to make this diversity happen at all levels. However, respect for diversity knows no boundaries. It includes tolerance for all things, "at all costs" as Stan Gaede puts it, but curiously excludes Christianity. For example, Siccone’s recent text espouses New Age philosophy when teaching children how to build self-esteem, but Christianity is notably absent in his text.

While Single Group and Cultural Pluralism teach recognition and acceptance, the final approach, Social Reconstructionist, moves to empower minority groups to change existing structures. It models and celebrates diversity, but its emphasis is on action; teach students how they can change unjust systems. It offers a practical connection between their world and school, and encourages team work and loyalty to the group. It stands at the opposite end from the Human Relations approach, in that its focus is on how groups can change structures, rather than on how individuals can get along with each other. Those who lived through the 1960s know that activism rallies people, but that often the reflective element is lacking; students demonstrated, but their knowledge was often sadly incomplete and their views inaccurate; thus their enthusiasm was largely wasted.

The Common Fallacy: The Absence of Moral Values

When we finish exploring each of the five approaches in my multicultural education class, students inevitably ask "Which one is the right one?" I usually tell them that all five have merit, and all are inadequate. It is difficult to resist inserting a sixth "Christian" approach but that can lead to rampant legalism, as people seek to institutionalize and codify what the Bible means by "the" Christian approach to multiculturalism. The definitions by Banks and Pusch, quoted earlier, illustrate the vast differences in the understandings people have about the subject. Both have one thing in common, however; discussions of moral values are absent in almost every recent text on the subject of multicultural education. In the few places that they do appear, they usually illustrate values of an ethnic group in focus, like those of Judaism. Values imply standards, and in an era where each person has a "right" to his/her perceptions, and personal portfolios which include autobiography are an encouraged assessment tool, any kind of values with a moral or religious tone go against the grain by suggesting there can be absolutes. In the minds of many, absolutes lead back to a Eurocentric school focus again. Rejection of the Middle Class White Anglo-Saxon standard for schooling also means a rejection of any moral values associated with it.

While cultural pluralism gives lip service to tolerance of all things, its omission of Christianity may be motivated by the fact that Christianity makes exclusive claims: all have sinned; there is no other name under heaven whereby we are saved. When Biblical absolutes clash with whatever the current politically correct stance is, the Christian has no choice but to follow the Bible rather than culture.

Where does that leave students? It is no wonder than Bennett’s Book of Virtues became a best seller; through the use of story, he reminded us that we need to teach and reinforce values like honesty, courage, and loyalty. Without agreement on what these standards are, students have no foundation for making any character changes.

Of the five approaches Grant and Sleeter identify, Jesus probably exemplifies the social reconstructionist one best. He came to change the world, and He did. He differs from the minority empowerment proponents in two important aspects, however: He recognized that change must begin from the inside out, and He wanted everybody to change, not just those on top. He also wanted them to change with love, not power. Given the inadequacies of current multicultural education practice, what alternatives does the Christian educator have? How can we help our education students to see what it feels like to be an outsider, to have more compassion, and to love their students as Jesus loves them?

Experiential Learning for Character and Social Change

Each of the five approaches discussed above represents specific concerns about multicultural understandings. Most multicultural educators dismiss the first two, but I find that the Human Relations perspective has the strongest potential to effect character changes. It begins with the individual, which is where Jesus began. Using experiential learning as a pedagogical tool, I believe that human relations offers the best opportunity for students to experience dissonance and learn by example. My reading of Scripture reminds me that Jesus taught this way, and His purpose was discipling. St. Francis of Assisi said many years ago "Preach the Gospel wherever you go. If necessary use words." Cognitive understandings can have some influence on students’ attitudes, but nothing is quite as powerful as the example the teacher sets.

Hernandez offers a typology of cross cultural awareness which begins with the romantic, National Geographic phase. This is best illustrated by missionary slides; how many of us have sat through slides of strange, exotic places and people, and have heard stories of the food missionaries have to eat? It’s different and weird, and we are entertained as we see the slides or leaf through a National Geographic magazine. The second phase moves us jarringly into cultural conflict. Perhaps we are with a tourist group standing politely in line at a foreign airport. Suddenly we realize that people are cutting in front of us, shouting at the agents, and placing their tickets directly on the counter. We are outraged by their callous disregard for waiting their turn. When we return home, we regale our friends with stories of how frustrated and angry we were because "those people" did not do things in an orderly way. We only move into the third phase as we recall what happened at the foreign airport and begin to accept that different cultures have different standards. We can even laugh about it now that strong emotion no longer intrudes. Most of us move in and out of the first three stages, but very few reach the fourth: the insider’s affective experiences. An American Indian proverb sums it up succinctly: "Let me not judge a man until I have walked a mile in his moccasins." In order to grow in cross-cultural sensitivity, a person needs to experience difference as an insider, to feel the pain, anger, and joy that others do. Jesus’ disciples experienced all these and more in the Gospels, and His traveling seminary grounded them so firmly that after Jesus went up to heaven, they went out and began changing the world as recorded in Acts.

The goal is for students to move through all the stages. However, often our courses stop at the cognitive level, because that level is the easiest to communicate. We send students on trips abroad or to the inner city in the hope that they will pick up the affective component. Some do, but others never really grapple with the issues at a personal level, because the group context provides enough insulation for them to survive various experiences without moving beyond their personal comfort zone. In a search for a teaching methodology that would allow me to work on helping students accept themselves and others, I decided to use an experiential learning model developed by Kolb, with a focus specifically on human relations questions growing out of ethnic and racial diversity While experiential learning itself is certainly not new, Kolb’s model provides some insights which make this process more meaningful. One begins with a concrete experience like the traveler at the airport ticket counter. Most often the irritation produced by the discontinuity between what we think should be proper procedure, and what they think is proper procedure goes undiscussed. It happens, we survive it, we talk about it later, but it doesn’t change us. Kolb believes that true experiential learning doesn’t just happen; it needs to be structured for maximum effectiveness. The airport experience can help us learn something, but because we did not go into it with any goals in mind other than getting on the airplane, our experience provides minimal opportunity for changes in our own understandings.

The following questions, developed by those who have followed Kolb, help organize the experience before and after it happens.

A. Concrete Experience

1. What did I do? Where? When? For how long? Why?

2. How many other people were involved? Is my role, responsibility, and contribution clear from that of the group or committee? 

3. What was the extent of my involvement? 

4. What techniques, methods, or procedures did I use? Why? 

5. What were my goals and objectives? How did they influence my approach? 

6. What resources did I use? 

Kolb says that in order for experiential learning to occur, one must move from point A, the experience, to point B, the observations and reflections. At point B the questions begin to probe under the surface of what happened.

B. Observations and Reflections

1. What were my thought processes, considerations, decisions, and rationale?

2. What did 1 notice? Trends? Patterns? Differences? Similarities?

3. What was important, significant, different, unique?

4. What worked and what did not work?

5. What can I say in retrospect?

6. What relationships have I noticed?

This action-reflection tension provides a useful balance for the learner. It is not enough, however. Kolb believes that the experiential learner must advance to point C, the formation of abstract concepts and generalizations, in order to generate principles and hypotheses which might help make the learning happen more quickly next time.

C. Formation of Abstract Concepts and Generalizations 

1. What ideas and insights have I had? 

2. What hypotheses, rules, laws, theories, or principles have I formed to explain why this is, why this happens, why this works, or does not work, why this is the same or different, why this trend, pattern, or relationship exists?

3. Is this explanation or theory appropriate for more than one situation?

4. What would also be true or relevant for other persons or situations? How can this be applied?

5. Can I look at my learning experience from a broader perspective and make generalizations from it?

Kolb doesn’t even stop at C, because he feels that untested hypotheses are not confirmed or rejected until they are tried out. He then completes the model (see figure 1 below) by stating that one must apply the newly created concepts in unfamiliar situations to see if the generalizations hold.

D. Testing or Applying Concepts in New Situations

1. Would my knowledge be useful in other situations? How?

2. Based on this knowledge, what have I done, or what would I do?

3. Can I make predictions based on my knowledge?

4. Have I tested my ideas and concepts, or those of others that I have learned? If not, can I guess what would happen? Why?

5. How does my knowlege affect or apply to other situations? Is it relevant or significant?

One of the strengths and weaknesses of experiential learning lies in the shared experiences as a group. But unless these concrete experiences are then observed and reflected on, they remain just that, a fun event that everybody enjoyed in a social context. For example, there is a game often played at junior high meetings in which several people are given a number, blindfolded, told they cannot talk, then asked to get into numerical order. It is often hilarious to watch young people trying to communicate with each other when both sight and speech are taken away from them. This simple game becomes a powerful tool, however, when used as an introduction to cross-cultural learning. Suddenly the blindfolds and the lack of speech take on new meanings as they become symbols for the ways culture blinds us from seeing and understanding new things, and how not knowing a language can hamper communication. Using Kolb’s model, the students do the exercise, then talk about their emotions and observations of how the exercise proceeded. Following that they move into the abstract generalization stage: for example, when sight and speech are taken away, can one still communicate? How? What lessons can they take away from this exercise which will help them not be fearful in new situations? Operationalizing the last component of Kolb, the classroom exercise should be followed up with an opportunity to apply what they have learned in a different situation.

The questions asked at each stage identify the learning desired before moving on to the next one. Kolb’s model thus provides a theoretical framework for learning by doing. This kind of model works best for situations in which one wants to use the affective, emotional side of the brain to move beyond cognitive understanding. For example, it is only when we personally experience rejection and are able to reflect on it that we begin to understand what others are going through.

Kolb’s model places a tremendous burden on the teacher, because not only must he structure the experience well for the desired learnings, but then he must observe the students as they go through the exercise, guide them through the reflection phase by using the right questions, move them to the abstract generalization stage, and get them ready to try another experience to see if what they have learned from the first one will transfer to their understanding of the second. If it does, they should be able to move through the four points more quickly, The pacing and flexibility this demands require a different teaching model than the one most commonly used. One must be comfortable with the "teacher as facilitator" role. The best way to learn how to teach experientially is to apprentice to someone who can provide the role modeling and the regular debriefing necessary for growth. While it takes time to develop the skills for this type of teaching, the method offers the Christian teacher the best opportunity to help students move along the continuum toward multicultural understandings and character change.

Building Trust and Acceptance: Prelude to Cross-Cultural Communication

What are the goals of a course which aims at enhancing cross-cultural communication? The first one is to build trust with each other and with the instructor. Without a high level of trust, students become suspicious and resentful when they are asked to step out of their comfort zones too often. The first step in this process is to make sure that students know each other’s names. In most college classes this does not seem important, but in this class they must know not only the names of the others, but also something about them. Just having students say their names aloud doesn’t build trust, however. They must see each other physically (not just the backs of their heads) and connect names with faces. They must also do this for at least three class sessions to be sure that the information moves from short-term memory to long-term memory. One can use a number of icebreaker-type exercises to accomplish this.

For some, spending time learning names will seem like a waste of time, but experiential learning works best if one takes time at the beginning to set up the trust relationships. For students whose preferred learning style leans to the linear, analytic method, the instructor must caution them at the outset to withhold judgment and not get impatient. These people need to know that there is a solid pedagogical method behind what seems to be just fun and games. Other students enjoy the nontraditional format and feel very little incongruity with their learning style. The danger for these people lies in the fun and games aspect also, but for opposite reasons. Holistic learners tend to enjoy the experiences but get irritated by the constant necessity for debriefing and reflection. They want to move on to the next experience, and feel that the reflection part is the waste of time. Both kinds of learners, then, are challenged by experiential learning, which is why the teacher-as-facilitator role becomes so important. For this reason, most classes operating on such a format use teaching teams rather than a single instructor, because it allows closer monitoring of individual student reactions.

Marvin K. Mayers identifies an important component of multicultural character development: unless students can accept themselves as being worthy because they are God’s creation, they have a difficult time accepting others. While several authors have written about the necessity of understanding self, and who we are, only Mayers goes one step further and says that we must do more than just understand who we are and where we came from; we must accept ourselves and our backgrounds, before we can move to accepting and respecting others.

Exploring the Power of Culture and Group

The heart of the course lies in developing an experiential awareness in students of how groups use the power of inclusion and exclusion to control knowledge against others. One of the first exercises uses a child’s game in which students form a tight circle with linked arms. Two or three people stand outside the circle. Their goal is to break into the middle of the circle, and the goal of the group is to keep them out. After playing this game two or three times, I use the questions generated from Kolb’s model to help them learn from the experience. To review the concrete experience aspect, I ask them what they just did, and how they felt about the way the class participated in the exercise. Moving to B, observation and reflection, we work on how they felt about their role in the circle: did they enjoy it? feel uncomfortable? Why? What seemed to be most important in playing the game? We then continue to C, abstract concepts and generalizations, and begin to develop some hypotheses about how groups operate. At this juncture I bring in Lingenfelter’s notion of culture as a prison of disobedience. He writes that all cultures are power systems that become our prisons, because they lock us into the "right" and "wrong" ways of doing things, and they blind us to the validity of other ways of doing things. This idea immediately sets up a roadblock in the minds of many students. It’s okay to say that "they" have sinned and have fallen short of the glory of God, but it is a lot harder to see that "we" also have fallen short of God’s ideal. The insider/outsider exercise offers a graphic illustration of how we try to keep others from breaking in to our exclusive group. Often this exclusivity happens very subtly (e.g. it’s better for the Cambodians to go to the church two blocks away rather than ours, because they’ll feel more "comfortable" there). The insider/ outsider exercise uses a physical activity to demonstrate the power that culture exerts over our perceptions of who belongs and who doesn’t.

Point D on Kolb’s model, active experimentation, encourages the learner to utilize the concepts developed the first time around to experiment with a new idea. A second activity examines the power of group to control thoughts and reactions. In this skit, a group of Athabaskan girls named Maya, Ona, and NeLa are eating lunch in a crowded school cafeteria in Northern Canada and are joined by a group of Anglo girls, Jill, Sheri, and Sarah. The three Anglo girls sit across from the Athabaskans at the table, and behind each of the six girls stands another person, invisible to all, who represents the thoughts of each girl. The Anglos are labeled A-1, and the Athabaskans are B-1. Their thoughts are A-2 and B-2 respectively. Below is a bit of the dialogue.

A-1: Jill: Whew! It’s crowded in here; mind if we sit down? My name’s Jill; are we in any classes together?

B-1: NeLa: (sits quietly, nods head "no")

B-2: NeLa’s Thought: Boy, these Anglos are so pushy; they even talk to strangers!

A-1: Jill: Hey, Sarah, who do you think is going to win the ice hockey game next week? I’ll bet it’s our school; we’re better than that Bush school group any day!!

B-2: Maya’s Thought: Why do these people always think they can predict the future? We won’t know who wins the game until after it’s over.

A-1: Jill: Oh Sheri, I met the greatest hunk last night. He was taking tickets at the jazz concert, and I just melted at the way he looked at me and started talking. I could have stood there all night, except there were other people behind me..what a drag! I tried to get him to talk to me during intermission, but he had to keep order in the crowd, he said. Oh well, maybe next time he’ll notice me. Did you know that even the school principal was at the jazz concert? I didn’t think anybody over 16 liked that kind of music! That principal is really awful; I wish we’d get a new one; he never smiles and he’s too fat.

B-2: Ona’s Thought: They go on and on when they talk, and they are insensitive about people.

B-2: NeLa’s Thought: Don’t they ever talk about anything but how bad people are? 

A-1: Sheri: Jill, you talk too much!

B-2: Ona’s Thought: I’ll say!!

Jill and her friends talk with the outspokenness common to perceptions of Anglo Americans. Ona, Maya, and NeLa come from cultural traditions in which young people are taught to be quiet in front of strangers and listen. That doesn’t mean they don’t have opinions about what is going on; rather, they hold in their feelings and don’t express them aloud. Each group is still excluding the other, only this time it’s mental rather than physical. They are each blinded by their misperceptions of what the others are saying or not saying.

The insider/outsider exercise emphasizes the power of group to control and in effect imprisons its member to group-think. The Athabaskan/Anglo skit illustrates the cultural blindness that locks us into a prison of self-knowledge. Both provide affective perceptions of how differently ethnic groups function. The next exercise sets up a situation in which people who think differently must work together in a cooperative learning assignment. Cooperative learning is a pedagogical technique currently much in favor with elementary educators because it involves students in group activities. This particular assignment involves each of four groups completing the same task with the same directions. The "catch" in the simulation is limited resources: three of the four groups have insufficient materials to complete the assignment. They must negotiate or improvise, and the debriefing can be quite lively as the groups solve their problems differently. The biggest challenge is helping them realize that they will often face inadequate resources or differing perceptions about the ownership and use of material objects. Students invariably turn the control of resources into obsession with possessions. All three exercises seek to operationalize the concept of culture as a prison of disobedience, in which our cultural systems hold us in their grip, and prevent us from living out the command to "love your neighbor."

Toward Freedom and Acceptance of Others

Once we have identified our bondage to issues of culture and character, we are ready to teach steps toward freedom. Accepting and respecting others requires attention to details. For example, how often do people say of another group: "I just can’t remember their names; they all look alike!" Loving one’s neighbor means getting to know that person as more than a representative of a cultural group; it means knowing them as a person made in the same image of God as you. In order to illustrate this principle, we use oranges. These oranges are purchased in one sack at the supermarket where they have been sorted for uniformity. Then each person in the class receives one. The only instructions are that the students study their particular orange for about five minutes, name it, and tell a story about it. They are not to deface it in any way. Then each person introduces his or her orange to the rest of the class by name and background. After all have been introduced, the oranges are collected and returned to the sack, then spilled onto a table where students must retrieve "their" orange. Ninety-nine percent of the time students find their orange immediately. In the debriefing, they often express surprise that it was so easy to pick their orange out of a batch of very similar looking ones. The implications for multiculturalism are obvious; we must go beyond the superficial similarities of color, shape, and size to really know a person well enough to love them. This activity often leads to lively discussion about the process of naming, especially from immigrants who choose to take American names so that those in the new culture can more readily remember them. (In fact, one summer the sessions concluded at lunchtime. I told the students they could eat their oranges for dessert. One young woman indignantly responded, "I can’t eat something I’ve named!")

Once the lessons of the oranges have been internalized, the class advances to experiencing unity in diversity. This process begins with the "Jellybean circle." Each student receives a colored jellybean and stands in a circle shoulder to shoulder, rather than arm in arm as they did in the insider/outsider exercise. Someone then reads I Peter 2: 4-12 (NIV version) aloud. The church that Jesus builds is also a group, but what a difference ... here the group is called "Living Stones," because the Church of Jesus Christ does not rely on buildings; it relies on people. We are the stones that make up God’s cathedral. The jellybeans represent the different cultural groups that comprise God’s chosen people, those whose lives should be such that even if people accuse them of doing wrong they will continue to do good deeds. A leader then asks all the red jellybeans to step out of the circle. This leaves several very obvious holes in the living stones. Then the leader asks all the green jellybeans to step out. As the holes get wider, the students reflect on what happens to a building when too many supporting stones crumble. How can Christians be a group known by their good deeds if they exclude others who are also made in the image of God from their group?

While each of the preceding activities helps students experience difference, the Albatross Bible College simulation has proven to be a powerful simulation to help students understand fear and rejection. In this simulation, the students must line up outside the classroom and receive name tags on which the person next to them has chosen and written their new name. They are then led in by one of the teachers, and the women must take off their shoes. They are seated by age, from oldest to youngest, men first. They take a nonverbal test of cognitive style, which has pictures they don’t understand, and they read Matthew 15 aloud, a verse at a time, in a language none of them understand. They eat standing up facing one another, and they are given arbitrary designations of "smart" or "dumb." As the simulation develops, students become very anxious and fearful of doing things incorrectly In the debriefing, the overwhelming emotions are fear and uncertainty. At one level the simulation illustrates the feelings that new immigrants have when they are first exposed to American classrooms. At a second level, students feel the legalistic aspects of Christianity, but not the love. After the initial debriefing, students go back over the simulation and replay it as they think a Christian college should operate. This particular simulation engenders the most emotional response from the students, and for this reason, I employ it well into the semester. Even so, I had an Anglo student walk out this past year because she was so upset by the unfair labeling.

Throughout the course students are asked to make the Scriptural applications of each activity, or to search out stories that illustrate how people in the Bible dealt with multicultural issues. The culminating experience in the course links the outsider/ insider exercise and the jellybean exercise with one called Living Stones, so named because of the I Peter 2 text. Students again stand shoulder to shoulder, this time without the jellybeans. The jellybeans are no longer necessary, because as Colossians 3:11 says (LB): "In this new life one’s nationality or race or education or social position are unimportant; such things mean nothing. Whether a person has Christ is all that matters, and He is equally available to all." However, one does not move from the insider/outsider group to the Living Stones group without going through the jellybean group. One has to accept oneself as part of a particular group distinctive from other groups, then appreciate the cultural diversity of the other groups as people whom God made and loves before one can really begin to understand what God has in mind for us as the Living Stones in a world of crumbling buildings. St. Francis’ words remind students to be Living Stones in the school context, to demonstrate Christ’s love through cultural sensitivity and the ability to love that recalcitrant child in the same way that Christ does.

Building Character and Affecting Social Change

Does a course like this have the potential to affect both character and attitude? The measurement dimension of experiential learning has proved to be the most problematic element in it. Druckman has done an excellent job of reviewing the literature on research that evaluates the effectiveness of experiential learning, and I recommend his chapter for those who would like to follow this more closely. I will confine my discussion to the measurements that I use in the course itself. One technique I have found helpful is the weekly reflection paper. The class meets once a week for three hours, and at the close of each session students must spend the last ten minutes or so reflecting over the day’s activities. What was important to them? What new insights did they gain? What made them angry or frustrated or happy? These feedback papers have been invaluable in watching students develop, and in hearing from those who are perhaps too shy to say much in class. As I have read these over the years I have been teaching this course, they seem to indicate movement in the direction of character building, at least within the confines of the semester in which they take the course. The true test lies in following these students as they teach. So far, I have only anecdotal evidence from those who have found its concepts useful, and any empirical study will have to wait until a representative sample which includes those who have forgotten it immediately are included. I did supervise one Anglo student who took the course during her student teaching in a difficult placement. The supervising teacher, an African-American, told me almost grudgingly at the end of the semester that she looked very hard to find evidence that the student teacher discriminated, but she had to admit that she could find none. I am only one teacher in a process which began many years before in this student’s life, but I was certainly happy to hear that!

Do Christian students remember the course as anything more than fun and games? My hope is that every time they read certain passages in their Bible, like Luke 10, 1 Peter 2, or Colossians 3, they will recall something from their class experience that acts as a reminder of its principles. Textbooks get re-sold or discarded, but the Bible continues to speak to the searching student.

Developing the Curriculum of a Multicultural Awareness Course

Almost everyone who teaches courses in multicultural awareness recognizes how difficult it is to put together such a curriculum. Many excellent books can help in this process, especially Gochenour and Kohls. The best publishing house for these kinds of tools is Intercultural Press in Yarmouth, Maine. However, these materials come from secular sources; only the Mayers book integrates Christianity and cross-cultural sensitivity in an experiential format. In the exercises described above, several different approaches were used. The first was to use the exercise exactly as known. The insider/outsider activity did this. The second approach is to adapt an existing exercise or list of criteria. The Athabaskan/Anglo skit and the Albatross Bible College simulation were designed in this manner. The third way is to create one’s own material, which was done in the Jellybeans /Living Stones circles. However, King Solomon said it best in Ecclesiastes, "There is nothing new under the sun." In the end we are always modifying or adapting something even if we think it is highly original. A fourth approach is to brainstorm with a multiethnic teaching team and listen to ideas they might have which would not have occurred to me, blinded as I am by my own cultural ways of doing things. In all of these I attempt to focus the exercise and application with relevant biblical texts to stimulate moral and character development.

No matter how well an instructor has thought through the various aspects of experiential learning, she is bound to be surprised when some things do not go as planned. This kind of teaching requires a high degree of flexibility. One cannot be discouraged, either, when something does not produce the intended results. It may be in the way it was presented, or the number of resources used or forgotten, or the ethnic makeup of a particular group of students. Here the teaching team can be a valuable resource. Other eyes see different responses, and an exercise can be modified or adapted by the group as they go, or afterwards for the next time it is taught.

Perhaps the major reason why it is difficult to find curricula for cross cultural experiential courses arises from their necessity to be tied to the personalities of the instructors. If the teacher does not feel comfortable doing something, the students will not either. In education classes students are told not to do anything to their students they would not do themselves. This is excellent advice for professors of cross cultural training as well. Unless they are willing to try saying the names of every student in the room the first week, for example, they should not expect their students to do it. Educational anthropologists know that education is really the transmission of culture, and that the stated curriculum actually occupies a much smaller part of a student’s day than the hidden one of learning culture. That is why cross cultural training is so important for future teachers; they will be teaching culture whether they want to or not, and if they know very little about the subject, they will transmit the only culture they know really well ... theirs. However, once cultural sensitivity becomes part of one’s teaching repertoire, the opportunities for demonstrating the kind of love Christ calls us to have as Living Stones will be much easier. Jesus commands us to love Him first, then our neighbors as ourselves. Students learn more hidden curriculum from their teachers than stated curriculum, and thus the importance of modeling Christ’s love can not be overstated. The experiential learning curriculum model allows a Christian teacher to incorporate cognitive understandings with character development issues in a biblically-centered framework. Because its goal is to mold character, it can be almost endlessly creative in its active experimentation with new ways of presenting ideas and helping students "walk a while in the moccasins of others." 
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