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predominately white community. These interviews were enlightening. 1 learned very
quickly that, from a minority perspective, cultural diversity is not as accepted as one
would hope either in society as a whole or within the micro society of the school
environment. Students’ differences are not celebrated; rather, they are often highlighted
through racial jokes, ignorant comments, and general misinformed statements. It is
important that citizens of any society respect and celebrate individuality and cultural
diversity, especially in schools.

After conducting this research, as a guidance counsellor in an elementary school,
my interest in and understanding of multiculturalism has become even more significant.
Each year, more and more students from various countries, and with diverse backgrounds
and cultures, enrol in our schools. New immigra s face many challenges from the
perspectives of the child, the family, the teacher, the other students, and staff. It is
imperative, therefore, that I become better educated and informed in the area of
multiculturalism and multicultural education in order to assist in creating an environme;
in which all children feel safe, comfortable, and celebrated.

The objective of this paper is to examine the concept of multiculturalism by
exploring the definition of culture, and reviewing the historical events leading to the
development of multiculturalism and the  ilticulturalism policy in Canada, as well as
the implications of multiculturalism for education and students in Canadian schools. This
is the first of three papers written in fulfillment of the Paper Folio component of my
Master of Education (Counselling Program) deg :. The three papers within the Paper
Folio will address multiculturalism, multicultural education, and multicultural

counselling, respectively.
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What is Culture?

An understanding of multicultural education must begin with an understanding «
the term culture. This is a complex concept that has been debated among researchers,
resulting in numerous definitions. As early as 1871, Sir Edward Burnett Taylor defined
culture in very broad terms: “Culture or civilization... is that complex whole which
includes knowledge, beliefs, art, law, morals, customs and any other capabilities and
habits acquired by man as a member of society” (1871/1970, p. 1). This definition
focuses on groups of people that share h ory, values, and patterns of behaviour.
According to Defleur, D’ Antonio, and Defleur (1976), culture is “the total of all
material, social and symbolic creations that a society’s members have incorporated into
their overall design for living” (p. 96). Simply put, culture is everything we think (ideas
and values), everything we do (norms), ¢ | everything we own (materials) as members
of a given group.

Baruth and Manning’s (1999) definition of culture also involves the complex
integration of the values, beliefs, and behaviours common to a large group of people.
The authors add, however, that each person is born into a culture and that our beliefs are
derived from these ethnic and family backgrounds; furthermore, they continue to be
shaped by all our experiences after birth.

The concept of groupness is also apparent in the definition put forth by Lindsey
(2003). He defines culture as the set of practises 1d beliefs that is shared with members

of a particular group, distinguishing one group from another. He broadens his definition
to include all shared characteristics of human description, including gender, geography,

ancestry, language, history, sexual orien  >n, and physical ability, as well as occupation
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and affiliation. Thus, individuals may belong to several different cultural groups
simultaneously.

In her book, Multicultural Education: A Caring-Centered, Reflective Approach,
Pang (2005) defines culture as much more than a social system of rules, language,
customs, rituals, arts, government, expectations, norms, values, and ideals that people
share. Pang states that culture also includes assumptions, behaviours, ways of doing
things, ways of seeing things, methods of learning, methods of interacting, choices
made, expectations, and communication styles. She adds that culture shapes who we are
and what we think.

While Valle’s (1997) definition of culture is consistent with that of Pang, he
differentiates between explicit and implicit culture. Explicit, or visual culture, is made |
of tangible or outward symbols that an 0 ider may see or experience, such as food,
ceremonies, music, dance, dress, history, and nonverbal behaviours. According to Valle,
these aspects are directly taught and learned. Implicit, or invisible culture, on the other
hand, is the hidden aspect of culture, and includes the underlying meanings and beliefs
of a culture. These can be seen in such elements as gender role orientations, philosophies
that are respected, interactional behaviours that are expected, and cultural values that are
considered understood.

Often, when we meet others whose implicit or invisible culture and behaviours
are different from those we expect, we do not recognize that what they are doing or
saying is a result of what they have learned, or  sed on their cultural upbringing. At the
same time, we forget that our own expectations e also culturally learned.

Consequently, we may see them as rt  or uncooperative and often judge them based o
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History of Multiculturalism

Migration from one place to another has been a phenomenon of human activity,
and as a result of this movement across continents and oceans over a long period of time,
cultural diversity has developed (Coelho, 1998). The land we now know as Canada has
always been a land rich in diverse peoples and cultures; this has been a fundamental
characteristic of Canada since its beginnings (Department of Canadian Heritage, 2003).
Cultural diversity is not a new phenomenon. Canada was a multicultural and
multilingual country long before the arrival of new languages and cultures from Europe,
Africa, and Asia. This multiculturalis  existed well before the arrival of the European
settlers in the 15™ and 16" centuries. Canada’s indigenous people, also referred to as
Aboriginal and Native people, are thoug to have arrived from Asia in two major
movements widely separated in time. The first people may have lived in what is now
known as Canada for 100,000 years before the Europeans arrived (Coelho, 1998). In
fact, “within” the aboriginal and Inuit peoples, the first occupants of “Canada,”
subcultures or subgroups were known to exist, each with its own language, culture, and
social organization. According to Elizab 1 Coelho (1998), there were more than 50
distinct cultural and linguistic groups, such as the Cree, Ojibway, Huron, Beothuck,
Mohawk, and Haida peoples, inhabiting “Canada” by the time John Cabot arrived in
Newfoundland in 1497. In the far North, the Inuit arrived about 2,000 years before the
Europeans. It is estimated that 250,000 to 300,0 ) indigenous people were already living
in Canada when the first explorers and colonists arrived from Europe.

This brief description of immigration trends throughout Canada’s history shows

that Canada has always been multicultural. The rival of immigrants into Canada can be
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categorized into four distinct phases (Cameron, 2004): Phase 1: prior to the 1900s; Phase
II: 1901-start of World War I (1914-1918); Phase III: 1920s; Phase IV: start of World
War II (1939-1945).
Phase I — Prior to the 1900s

Immigrants arriving in Canada (British North America) prior to the 1900s were
mainly of British, French, or German origin. Canada has been described as having a
laissez-faire philosophy concerning imm" ation during this first phase, as market forces
of supply and demand determined the migration flow into the country (Li, 2003). Before
1867, Chinese immigrants were eagerly sought for employment in the arduous and
dangerous tasks of mining and building what is now known as the Canadian Pacific
Railway. In 1869 Canada’s first Act dealing with immigration matters was passed by
Parliament, but nothing was said about the classes of immigrants that should be admitted
and those that should be prohibited. In 14, . the Act was amended to deny the entry of
criminals and other “vicious” classes; it 1sa mnded. inin 1879 to exclude paupers
and destitute immigrants (Knowles, 1 12).

Sir Clifford Sifton, the Minister of the Interior of British North America (BNA)
from 1896 to 1905, continued to make efforts to populate the west with preferred
immigrant agriculturalists from western, central, and eastern Europe. :and many
others disapproved of the immigration of Asians and other non-white people, as they
were considered unlikely to assimilate because of their superficial racial and cultural
differences (Li, 2003). In an effort to discourage further Chinese immigrants to Canada,
the Chinese Immigration Act of 1885 w  enacted, coinciding, ironically, with the

completion of the railway (McLeod, 1987). As Minister, Sifton imposed a stiff head tax
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of $50 on those Asians entering Canada, making it extremely difficult for prospective
Chinese immigrants, or relatives of those already in the country, to gain admission. In
1900, he increased the tax to $100 and then to $500 in 1903 (Johnson, 2006).

Phase I - 1901-1914

The wave of emigration from Europe in 1880—1914 has been described as the
“mightiest movement of people in modern history.” The late 1890s saw the beginning of
a mass immigration into Canada. Between 1896 and 1914, approximately three million
people from the United Kingdom, continental Europe, the United States and Germany
arrived in the country. In fact, records indicate that in 1913, 400,870 immigrants entered
Canada; this is the highest number ever recorded. The Canadian government encouraged
many of the new immigrants to settle * t largc / unpopulated Canadian west. Althou;
the immigration of new settlers into Canada was encouraged, the Minister of the Interior
and Superintendent of Indian Affairs, Frank Oliver, wanted the process to be more
selective and revised the existing Can “an Imm’ ation Policy in 1906 to make the
necessary changes. The new Act became the first legal mechanism for enforcing a policy
of selective/restrictive immigration (Knowles, 1992). Following this, discriminatory
legislation was first formally introduced into federal legislation in the Immigration Act of
1910. In this Act, the “colour bar” was introduced, denying many possible immigrants
entry into Canada (Johnson, 2006).
In the early years of the 20" century, new sources of immigration included Japan

and India. Most immigrants from these countries sailed to British Columbia, where
anti-Chinese sentiment was already As a result of racist marches and riots, the

government began to take action to exclude non uropean immigrants. The Canadian
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government required that all Asian immigrants must have $200 in their possession on
arrival and, in addition, the government negotiated an agreement with Japan to restrict
the number of emigrants going to Canada to 400 a year. Furthermore, in 1908, the
stipulation of a continuous journey from a home country was imposed; this was largely a
means of preventing the voyage of East Indians from India to Canada (Li, 2003).
World War I and the Depression impeded immigration to Canada for several
years. In 1919, immigration regulations excluded those whose cultural and linguistic
backgrounds were deemed to make them unassimilable: non-Europeans.
Phase 1l - 1920s
By 1921, 15% of Canada’s population consisted of eastern Europeans:

Ukrainians, Poles, Hungarians, Romanians, and Russians. Canada was a favoured
destination of immigrants because of t : restrictions on immigration into the United
States. During this time, however, the Canadian government established a list of
preferred and non-preferred countries from which to select immigrants, excluding
Chinese people and limiting other Asians. As a result of the large number of Chinese and
Japanese immigrants, immigration restrictions increased in British Columbia, and a
“gentleman’s: eement” was made w  Japan. In this agreement, Japan agreed to limit
the migration of labourers to Canada, unless specifically requested by the Canadian
government. In 1928, the Canadian government revisited the “gentlem. ’s agreement”
with Japan, and agreed to cap the immigration of Japanese people at 150 per year. In
1923, the Canadian government enacted the Chii  se Exclusion Act completely

prohibiting further Chinese immigration.
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from “developed” countries than from “third-world” countries. This suggested the
preference for a lighter skinned population (Johnson, 2006). It was not until the
Immigration Act of 1976 that there was there a >rmal commitment to eliminate
discrimination on the grounds of race, national or ethnic origin, colour, religion, or sex

(Johnson, 2006).

Development of the Multicultural Policy

Critical events and historical developments of the 1960s led to the eventual
demise of assimilation as government policy and the appearance of multiculturalism.
The pressure for change came from the increasingly troubled relations between French
and English Canadians, the growing assertiveness of Canada’s aboriginal peoples, and
the increased resentment among ethn 10rities of their inadequate treatment in socic -
(Fleras & Elliot, 1992).

In 1963, in an effort to defuse ¢ threats to Canadian unity and identity, Prime
Minister Lester B. Pearson establishe t Royal Commission on Bilingualism and
Biculturalism to study relations between French and English Canadians. According to
Fleras and Elliott (1992), the Commission was assembled to

inquire into and report upon existing state of bilingualism and biculturalism in

Canada and to recommend what steps should be taken to develop the Canadian

Confederation on the basis of equal parti ship between the two founding races,

taking into account the contribution made by other ethnic groups to the cultural

enrichment of Canada. (p. 72)
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The negative response of immigrant ethnic minorities to this study was the impetus for
Canada’s Multicultural Policy (Hryniuk, 1992). Reacting against the idea of a policy that
would relegate non-English or -French Canadians to the status of second-class citizens,
spokespersons for the “Third Force” of immigrated ethnic peoples demanded equal
treatment. A group of Canadians of non-British, non-French, and non-Aboriginal origin,
spearheaded by Ukrainians, feared they would be undervalued if their contributions were
not symbolically recognized by the state. In 1969, this gave rise to Book IV of the
Report of the Royal Commission on Bilingualism and Biculturalism: The Cultural
Contributions of Other Ethnic Groups (Cameron, 2004). This book revealed the
involvement of other ethnic groups in the cultural enrichment of Canada, and suggested
the measures that should be taken to safeguard at participation (Cameron, 2004; Cross-
cultural Awareness Workshop; Hryniuk, 1992). In addition, this document contained
sixteen recommendations for the implementation of an official government policy of
multilingualism and multiculturalism at was designed as a model of integration for
immigrant ethnic collectives (Cameron, 2004). Motivated by this report, Prime Minister
Pierre Trudeau argued for a policy of multicultr 1lism within a bilingual framework
(Abu-Laban & Gabriel, 2002).

October 8, 1971, marked the official recognition of Canada as a multicultural
society. On this date, Prime Minister Trudeau, committed the Canadian government to
the principles of multiculturalism through his announcement of the national policy on
multiculturalism entitled: “Bilingualism within Multicultural Framework.” This policy
set out to: help all cultural groups ¢ 2l , the « »acity to grow and contribute to

Canada; assist minority groups in overcoming cultural barriers to participate in Canadian
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society; promote intergroup relations; and provide facilities to minority groups for
language learning.

Created within a bilingual framework, the policy acknowledged the culturally
diverse character of this country and recognized the contribution and needs of various
minority groups in Canada. The principles of cultural preservation, cultural sharing, equal
participation, and freedom were included in the policy (Yu, 1992a). Multiculturalism
included four key objectives: to assist cultural groups to retain and foster their identity; to
assist cultural groups to overcome barriers to their full participation in Canadian society;
to promote creative exchanges among all Canadian cultural groups; and to assist
immigrants in acquiring at least one of the official languages.

The implementation of these policy objectives depended on government funding
and, as a result, nearly $200 million was allocated for special initiatives in language and
cultural maintenance in the first sixteen years (I ras & Elliot, 1992). In 1972, the

federal government established a Multicultural Directorate to assist in the execution of
multicultural policies and programs; in 1973, a Ministry of Multiculturalism was create
to monitor the implementation of multicultural initiatives within government
departments. In addition, fc  al linkages betw«  the govi  nent and ethnic
organizations were established to provide permanent input into the decision-making
process (Fleras & Elliot, 1992).

As the demands of a complex and plura :tic society increased, the need for
modifications to Canada’s 1971 policy « multiculturalism became apparent. Upon

review of the policy, the Parliamentary Standing Committee on Multiculturalism (1987)
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stated that the policy was out of date, did not have the ability to meet the needs of
today’s multicultural society, and required clear direction (Fleras & Elliot, 1992).

On July 7, 1988, an Act for the Preservation and Enhancement of
Multiculturalism in Canada (Bill C-93) was passed in the House of Commons. This Act
was proclaimed as the Canadian Multiculturalism Act, the first of its kind in the world.
Founded on the Canadian Charter of Rights and Freedoms (1982), the Act makes clear
that multiculturalism is a fundamental characteristic of a Canadian heritage, comprising
an evolving identity. It recognizes Canada’s multicultural heritage as a great resource
that should be fostered, preserved, and encouraged throughout all asp s of Canadian
society. The Government of Canada continues to maintain that multiculturalism ensures
the ability of all citizens to keep their lentities, take pride in their ancestry, and have a
sense of belonging. Acceptance of dii ity gives Canadians a feeling of security and
self-confidence, making them more open to, and accepting of, diverse cultures
(Anonymous, 2004).

According to the 2006 Census, since the first census in 1666 and the enumeration
of 3,215 people, Canada’s populatior as increased by 31,609,682 people. Census
figures illustrate that Canada is one of the most striking examples of a edominately
immigrant society whose people have roots in every geographical, social, economic,
political, cultural, religious, and ethnic background. Passaris (1987) noted that “this has
given rise to a kaleidoscope of people with cult 1l, racial, religious beliefs and linguistic

abilities from a diversity of ethnic origins that time has not erased” (p. 33).
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educators in Canada. Today, there is greater awareness of equity and diversity, and most
school groups have developed policy statements indicating that one of the roles of the
school is to provide all students with experiences that will help them to live well-adjusted
lives in a multicultural society (Coelho, 1998). Given that the ultimate objective of
Multicultural Education is to teach students to live in a multicultural society,
multicultural education is relevant in every classroom. Children need to learn to celebrate
the richness of diversity, rather than to fear that which is different (Leicester, 1989). They
need to receive an education that recc  izes and values cultural diversity, rather than o
that highlights differences and compels minority and ethnic children to fit into a host
society. Multicultural education should permeate school life and the child’s educational
experience in their entirety, and involve : school staff members in working toward

shared objectives.

Multiculturalism: 17 lucation in Newfoundland

In the autumn of 1981, a group of interested people met in the Newfoundland
Teacher’s Association boardroom to disi  ss the concept of multiculturalism and
education (Yu, 1992b). In November of that ye 10 people were selected to attend the
First National Conference on Multicultural and Intercultural Education in Winnipeg. In
1982, the Canadian Council for Multicul ral and Intercultural Education was formed to
establish a national network of people working in multiculturalism. The provincial
representative was Mr. Jim Dobson.

Between 1982 and 1985, Mr. Dobson and a small group of educators actively

promoted multicultural education. On October 31, 1984, the Newfoundland and
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Conclusion

As a culturally rich country, Canada is increasingly accepting its responsibility for
celebrating, preserving, and honouring its peoples’ cultures so that each citizen can
experience equality. The country’s multicultural policies seek to form: ze the systems
needed to achieve these goals. A truly multicultural society, however, will only emerge
when these policies have become fully integrate within the school systems and within
individual classrooms throughout the country.

Education is the primary vehicle for multiculturalism (Yu, 1992a), as the
educational system offers the most wi spread and systemized mechar m for promoting
diversity. Through schools, the principles embedded in the nation’s multiculturalism
policy can be implemented both comprehensively and effectively. All across Canada,
Ministries, Departments of Education d School Boards have adopted policies and
programmes in multicultural education, while educators are striving toward the

achievement of multiculturalism.
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Introduction

With the increasing numbers of people n srating from various countries to
Canada and the United States, schools in North America are progressively characterized
by their rich ethnic, cultural, religious, and linguistic diversity (Sleeter, 2007). As a
result, multicultural education has become imperative in the 21st century.

Much of the research in the area of multicultural education (Banks & Banks,
2004; Gollnick & Chinn, 2002; Grant & Sleeter, 2003; Manning & Baruth, 2000) is U.S.-
based and relates to the historical, demographic, and cultural reality of the United States.
Banks (2004) has led research in the area of ethnic studies, and his work has been
informative for educators, generating a foundati.  for the field of multicultural
education. It is important, however, to recognize that, although most of the research is
U.S.-based, there is a challenge in acc ting the research for policy development in
Canada. There are similarities between the two countries, but there are also huge
differences. It is important, therefore, that we continue to develop our policies and
procedures in the area and conduct more research in the area of Multicultural Education
so that these policies can reflect relevant an  meaningful issues within Canada.

Initially, as I researched the topic of multicultural education, I found myself
unable to relate to what was reflected in the literature, as my personal experience of
working with children from diverse ethnic and cultural backgrounds was minimal. It was
not until I was faced with the challenge of meeting the needs of seven new Canadian
students in our elementary school that I became truly engaged in the idea of multicultural
education. When these students, with little or no English proficiency, and minimal or no

educational experience, registered ato school 1v e placed in ag appropriate
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classrooms, it became essential for me to learn as much as 1 could about meeting the
needs of these children as a leader in the school.

Multicultural education means many different things to many different people; as
a result, it is a term that is often misunderstood in education. Given the homogeneous
nature of society in Newfoundland, especially in the smaller communities, I question the |
extent to which multicultural education is practiced. Undoubtedly, teachers are exposing
students to different cultures through the cross-cultural sharing of foods, recognition of
traditional days of celebration and festivals, and by infusing and supporting the
curriculum with literature and videos. This, however, is only one part of multicultural
education.

This paper is the second of three papers written in fulfillment of the Paper Folio
component of my Master’s Degree prc  am. Its intent is to explore the concept and
process of multicultural education by defining the term, reviewing the goals of the
program, and exploring the five highly interrelated dimensions of multicultural education
to gain an understanding of the role of the teacher and the multicultural education

curriculum, as well as its implementation process.

Multicultural Education Defined
Multicultural education is a comprehen e approach to education that reflects the
historical, demographic, and pluralistic ¢! -acter of our society. With cultural diversity
and equal opportunity as its cornerstones (Hernz lez, 1989), multicultural education
emerged in the 1960s and 1970s from the different courses, programs, and practices that

developed by educational institutions to respond to the demands, needs, and aspirations
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of various groups within our society (Banks & Banks, 1989). Multicultural education is
by no means a single course or educational program; rather, it represents a wide variety
of programs and practices related to educational equity for women, ethnic groups,
linguistic minorities, low-income groups, and people with disabilities (Grant & Sleeter,
2003).

In an attempt to clearly define the term multicultural education, it became
obvious upon review of the literature that there was no one, absolute definition of the
term; in fact, it can be defined in a nu Her of ways. Interestingly, as a result of the range
of definitions, the term has been critic :d for its lack of unity. Banks and Banks (2007)
define multicultural education as 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.  474)
They describe multicultural education as both an idea and a reform movement. First, they
promote the idea that all students shou experience educational equality in school,
regardless of gender, ethnicity, race, culture, language, social class, religion, or
exceptionality. Second, Banks and Bai s view multicultural education as a reform
movement, designed to bring about a transforma Hn of the school so that both male and
female students of diverse cultural, lar 1age, and ethnic groups will have an equal
chance to succeed in school. Hence, if multicultural education is to be implemented and
educational equality is to develop, all major components of the school must change

(Banks & Banks, 2004).
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Conversely, Gollnick and Chinn (2006) describe multicultural education not as a
reform movement, but rather as an educational strategy in which students’ cultural
backgrounds are used to develop effective classroom instruction and school
environments. Like Banks and Banks, however, these researchers see multicultural
education as a concept that addresses cul ral diversity and ensures that students are
provided with the same access to social benefits regardless of gender, ethnicity, race,
culture, language, social class, religion, or exceptionality (group membership). They als
agree that, in order for multicultural education to become a reality in schools, the whole
environment must reflect a commitment to this concept.

Bennett’s (2007) definition of mu cultural education is consistent with the
definitions previously examined by Banks and Banks (2004) and Gollnick and Chinn
(2006). Bennett describes multicultural education as “an approach to teaching and
learning that is based on democratic values and beliefs and affirms cultural pluralism
within culturally diverse society inan : | . :ndent world” (2007, p. 4). Furthermore,
she notes that multicultural education consists of four interactive dimensions: the
movement toward equity, curriculum reform, mu icultural competence (the process of
being conscious of one’s own and other ¢ tural perspectives as a base for informed
cross-cultural interactions), and teaching toward social justice, the commitment to combat
prejudice and discrimination of all kinds, especially racism, classism, ¢ | sexism.

Nieto (2002) purports a more extensive definition of multicultural education that
combines all of the definitions given above, providing an in-depth description of what

previous researchers defined as multicultural education. She writes that multicultural

education is
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a process of comprehensive school reform and basic education for all students. 1t
challenges and rejects racism and other forms of discrimination in schools and
society and accepts and affirms t  plur: sm (ethnic, racial, linguistic, religious,
economic, and gender, among others) that students, their communities, and
teachers reflect. Multicultural education permeates the schools’ curriculum and
instructional strategies, as well as the interactions among teachers, students and
families, and the very way that schools conceptualize the nature of teaching and
learning. Because it uses critical pedagogy as its underlying philosophy and
focuses on knowledge, reflection, and action as the basis for social change,
multicultural education promotes democratic principles of social justice. (p. 29-
30)
Whether described as a reform move znt, a catalyst for social justice, or an approach to
teaching, multicultural education is an attempt to promote equality for the wide variety of
students within the school and equity in the teaching of students, allowing each child the
opportunity to succeed. Most scholars ar  resea 1ers in the field of multicultural
education agree that implementation at the school level requires a comprehensive
approach. For the successful integrat”  of multiculturalism within the curriculum,
institutional change must take place in the nature of teaching materials, teaching and
learning styles, attitudes, behaviours, and perceptions of teachers and administrators as to

the goals, norms, and culture of the school (Banks & Banks, 2004).
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understanding and appreciation of cultural diversity; to promote alternative choices for
people, with full affirmation of their . e, gender, disability, language, sexual orientatic ,
and social class background; to help all children achieve academic success; to promote
awareness of social issues involving the unequal distribution of power and privilege,
which limits the opportunity of those not in a dominant group; to help all students
develop more positive attitudes toward different cultural, racial, ethnic, and religious
groups; to empower students from victimized groups and help them to develop
confidence in their ability to succeed academically and influence social, political, and
economic institutions; and to help students to develop perspective-taking skills and to
consider the perspectives of different groups. It is evident that, in order for multicultural
education to become a reality, the entire school ust be committed to it. This approach to
education for all students calls for the reform of the entire classroom, and of the school
itself. The diverse cultural backgrounds and micro-cultural memberships of students and
families are as important in developing effective instructional strategies as are students’
physical and mental abilities. Educators must understand the influences of racism,
sexism, and classism on the lives of their students, and ensure that these biases are not

perpetuated in the classroom (Gollnick & Chinn, 2002).

Five Dimensions of Multicultural Education
Based on their research, observations, and work in the field from the 1960s,
Banks and Banks formulated five higl ’ interrelated dimensions of multicultural
education: content integration; the knowledge of construction process; -ejudice

reduction; equity pedagogy; and an empowering school culture and social structure. In :
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Level 4: The Social Action Approach — This approach is an extension of the

Transformation Approach. Students make decisions concerning important social

issues and take action to help solve them.
The Knowledge Construction Process

The knowledge construction process is the second important dimension of
multicultural education. This dimension “describes the ways in which teachers help
students to understand, investigate, and determine how implicit cultural assumptions,
frames of references, perspectives, and b ses within a discipline influence how
knowledge is created” (Banks & Banks, 2004, p. 14). For example, students can study
how racism has been perpetuated in science by genetic theories of intelligence,
Darwinism, and eugenics (Banks & Banks, 2007).
Prejudice Reduction

The prejudice reduction dimension of multicultural education describes lessons
and activities used by teachers to help students to develop positive attitudes towards
different racial, ethnic, and cultural groups (Banks & Banks, 2007). According to Banks
and Banks (2007), children come to s >0l with many misconceptions and negative
attitudes concerning different racial and nic _ sups and, by the age of three, are aware
of racial differences. This was surprising  elementary school teachers, as they typically
believe that young children have little w~areness of racial differences and hold positive
attitudes towards African Americans and white people. Fortunately, however, Banks an
Banks (2007) indicate that lessons, units, and teaching materials that include content

related to different racial and ethnic groups can help students to develop more positive
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inter-group attitudes, though images of these ethnic groups and multiethnic materials
must be used in a consistent and sequential way.
Equity Pedagogy

Equity pedagogy, or the movement towards equity, exists when teachers modify
their teaching in ways that facilitate the academic achievement of students from diverse
racial, cultural, gender, and social class groups (Banks & Banks, 2007). Teachers can
only modify their teaching if they first analyze their teaching practices and styles to
determine the extent to which these reflect multicultural issues and concerns (Banks &
Banks, 2007). By using a variety of teaching styles and approaches consistent with the
wide range of learning styles within various cultural and ethnic groups, educational
excellence can be achieved. Equity in education entails providing opportunities for
students to develop to their fullest potential, with the underlying understanding that the
potential of students may differ, and that different treatment based on their individual
needs is required.
An Empowering School Culture and Social Structure

The final important dimension of multic tural education is to create a school
culture and organization that promotes :nder, racial, and social-class equity. In order to
create a culture that empowers both male and female students from diverse racial and
ethnic groups, all members of the school staff ought to participate in restructuring the
culture and organization of the school. In order to create a climate and culture where all
students feel empowered, careful consideration be given to the interaction of staff and
students across :ial and ethnic lines. In addition, staff must ensure that grouping and

labelling practices, sports participatic  course selection, and the definition of academic
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content of teaching more meaningful to the students by relating it to their own
experiences and building on their prior knowledge (Gollnick, 2006). E icators who
practice multicultural education in their classrooms are constantly learning about and
providing for the needs of their students. Multicultural learning and teaching creates an
educational culture that is constantly reacting and changing to meet the needs of all
students (Cristol, 2001).

It is important to recognize that these three attributes are interrelated, and do not
exist in isolation. Teachers who work in an environment that promotes multicultural
education are responsible for building their expertise in these areas so that they can
provide learners with the most effective learning environment (Manning & Baruth,
2000).

To teach within a multicultural classroo , one must always consider how the
dynamics of social organization, race, social class, ethnicity, language, gender, and
disability influence the teaching process. The m 1er in which a teacher sees the
importance of these dynamics will affect s or her understanding of the students, and
how he or she interacts with them. Stv  es of teaching and the overall school atmosphere
have consistently revealed that the quality of the students’ schooling experiences is
dramatically influenced by such factors as economic status, race, ethnicity, gender, and
sexual orientation. In order to promote high quality schooling experiences for all
students, teachers need to learn more about the diversity in students’ backgrounds and the

ways in which it impacts the teaching—learning process (Marshall, 2002).
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Race

Race refers to immutable physical characteristics only, and should not be
confused with culture. It is a social construction used to group humans according to
observable traits such as size, skin colour, and hair texture (Trusty, Looby, & Sandhu,
2002). Individuals from any social group may become competent in any cultural milieu
they access. Scientists estimate that only a tiny fraction of our genetic makeup is
associated with racial features. If teachers are to have equally positive expectations of
students of all races, they must understand the difference between race and culture, and
the cultural differences that often exist within their classroom.

The improvement of race relations through the reduction of prejudice and racism
is a central goal of multicultural education. A :her whose goal is to reduce prejudice
and discrimination requires an understanding oi e prevalence and nature of prejudice
well as an understanding of prejudice, stereotyping, discrimination, racism, and
individual perspectives on racial or ethnic identity (Bennett, 1999). Prejudice is a (usua v
negative) attitude based on preconceived judgments or beliefs that develops from
unsubstantiated or incorrect information. It is typically learned from people who have
significant influence in our lives such as parents and peers, experiences ins ' ol, and
societal messages in films, television, and1 vs 1edia (Bennett, 1999). Prejudice can be
directed at an individual within a group, or towards the entire group. It can be based on,
or related to, race, gender, age, ethnicity, class, religion, and so on. W le prejudice is an
attitude, the attitude is often reflected in e individual’s actions through such practices as
telling ethnic jokes, talking about certain groups of people, or avoidance of particular

areas or places because the negatively viewed group frequents them. Prejudice becomes
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influence how the student accepts this and, even more fundamentally, whether and how
the student accepts his or her identity.

Teachers who have students in their classrooms whose first language is not
English need to understand that all students bring knowledge and linguistic skills to the
classroom. Thus, one of the teacher’s first tasks is to provide an environment in which
students can connect new language skills and information with what they already know.
Teachers need to understand that it takes a student between five and seven years to
develop adequate proficiency in a secon lang e as it relates to the acad¢ . context.
In contrast, children can pick up soci | pguage on the playground relatively easily from
the numerous contextual cues that facilii z comprehension. Language is the primary
vehicle for teaching new concepts, and in the h™ "ier grades, the vocabulary and sentence
structures become more complex (Grant & Sleeter, 2007).

Gender

The term gender refers to thor 1 feelings, and behaviours that identify an
individual as either male or female (Manning & Baruth, 2000). While there are many
similarities between male and female students, teachers need to identify the differences
that exist between them in an effort to treat all students equally. The multicultural
education program should accept, appreciate, and address gender differences within the
classroom as an integral component.

According to Banks and Banks (2004), at all levels of schooling, there exist
interaction patterns whereby boys are called on more than girls, asked greater numbers of
higher and lower order questions, and specific feedback, praise, constructive

criticism and remediation than are ‘rls. Gender differences have also raised concerns in
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Teachers need to believe in the ability of all students and be willing to help
them to succeed, regardless of their color. Students are more likely to achieve
highly when their teachers have high expectations of them.

Teachers need to keep in mind that parents of color are interested in education
and they do want their chi ren to succeed in school. These parents need to
enlist as partners in their children’s learning.

Teachers need to use cooperative learning techniques and group work to
promote racial and ethnic integration in the school and classroom.

Teachers need to make sure that school plays, pageants, cheerleading squads’
publications and other for1 1l and informal groups are racially integrated.

Various ethnic and racial groups should have equal status in school
performances and presentations. (p. 262-265)

A Multicu 1 School Curriculum

Since the 1960s, educators have tried to move away from the mainstream-centric
and Euro-centric curriculum and to integ e more multicultural content into the school
curriculum (Banks & Banks, 2007). Traditiona ’, school curricula have been centered in
the dominant culture, and special units or assemblies about specific ethnic people or
topics have been included at certain times of year.

Multicultural education, in addition to this traditional practice, encourages a
culturally responsive curriculum in which diversity is integrated throughout the courses,
activities, and interactions within the classroom (Gollnick & Chinn, 2002). In a
multicultural curriculum, ethnic diversity would be incorporated throughout. It would
permeate all subject areas at all levels of education, from pre-school through to adult
education. All courses would make accurate and >sitive references to ethnic diversity,
and an awareness of the multiethnic nature of the nation would be reflected in all

classroom experiences.
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a very early stage. When students use derogatory terms for ethnic groups or tell ethnic
jokes, teachers should take the opportunity to discuss attitudes about these groups. It is
the teacher’s responsibility to ensure that ethnic groups become an integral part of the
curriculum. Students should be encouraged to read literature by authors from different
ethnic backgrounds and, in the lower grades, teachers should ensure that the illustratior
and texts reflect various cultural and ethnic experiences.

Teachers ought to remember to select material that portrays the contributions and
perspectives of a variety of cultural groups that are equitably represented. Fortunately,
multicultural curricula that address a wide variety of perspectives have ecome available
for use in classrooms.

According to Gollnick and Ch n (2002), a multicultural curriculum helps to
prevent the distortion of both history and the present. While the authors realize that it is
not possible for the teacher to discuss ‘ery ethnic group fully, they argue that the teacher
should be responsible for ensuri1  that the classroom resources and instruction do not
focus solely on the dominant group. Ina iltict ural curriculum, when discussing
historical and cultural events, teachers should engage all students in discourse and
encourage the perspectives of both the dominant and non-dominant groups.

A multicultural curriculum nu  attend to the hidden curriculum: teachers’ values
and expectations, student cliques and peer groupings, and school regulations. It must also
address the values, cultural styles, knowledge, and perceptions that the students bring to
the school. Furthermore, a multicultural curricul n will influence the total school

environment (Bennett, 1999).
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History of Multicultural Education in Canada

Historically, the diverse cultures of students represented in Canadian schools have
neither been celebrated nor positively reinforced. Rather, “the education of minority
groups was first characterized by a policy of assimilation” (Ghosh, 2002, p. 34). It has
only been in recent years that the mul ultural nature of our society has been
acknowledged by the provincial educ: on systems.

In Canada, provincial governments are responsible for the implementation of the
federal multicultural policy in education. The federal government will assist in the
development of multicultural programs and research in education, but it does not
guarantee its implementation within each province. Currently, all Canadian provinces and
the Yukon Territory have developed multicultural education policies. There are, however,
considerable differences between these policies. In Newfoundland and Labrador, the
Department of Education’s multicultural policy was adopted in March, 1992, and is still
in effect at the present time.

According to Ghosh (2002), multicultural education began in Canada with the
observance of multicultural days; it then progressed to the study of other cultures beyon
the dominant French and English Canadian cultures. As the movement continued, ethnic
content was introduced into the curriculum and the stereotypical portrayal of minority
groups was removed. With the aim of developing a sense of identity and positive self-
concept in ethnic minority students, provincial governments began to hire visible,
minority teachers. Despite this concerted attempt to become multicultural, however,
ethnic-minority students continued to be discriminated against, and did not have the same

opportunities as students belonging to the majority groups. The curriculum, for example,
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One serious limitation of multicultural education is that education for the
culturally different is a condescending approach (Bennett, 1996). This method assumes
that a student’s failure in school results from cultural differences, although teachers stress
the value and acceptance of cultural diversity. Other critics maintain that the program
may not be representative of parents’ expectations; parents may not always agree with,
and may actually resent, the school’s efforts to have their children think positively about
specific groups (Manning & Baruth, 2000). If this is the case, more cooperation betwe:
the school, parents, and community would be required in order to inform and change
parental and community attitudes with a view to ensuring the success of multicultural
education.

There are impediments to the implemer tion of multicultural education. Few
teachers have received a multicultural education themselves, so acquiring this skill
requires considerable commitment, time, and creativity (Sleeter & Grant, 1999). Teachers
need to acquire a broad and multicultural knowledge base, gain an understanding of
differing cultures, and explore values and views of their own that inform their teaching.
Teaching about the cultural practices of other people without stereotyping or
misinterpretation is difficult. Added to this is the challenge of teachii  >out one’s own
cultural practices without discriminating against the practices of others. Educators do not
always understand the difficulties associated with multicultural education.

One of the most prevalent criticisms in the literature is that the field of
multicultural education lacks a coherent, stable definition. There are many
misconceptions about the nature of multicultural education. Some critics claim that many

teachers focus on surface culture such as food, dress, crafts, literature, language, and
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festivals. As a result, students do not le 1, nor are they encouraged to appreciate, aspects
of deep culture such as concepts of courtesy, time, beauty, and personal hygiene
(Bennett, 2000).

Marshall (2002) noted that some people consider multicultural education to be
superficial because it does not address the source of the problems manifested in schools.
Similarly, others argue that multicultural education has nothing to do with improving the
quality of schools, but rather with promoting the interests of racial and ethnic minority
groups.

Some liberal critics argue that multiculturalism could characterize all cultural
practices as acceptable, including torture, genocide, and the suppression of women’s
rights; this could lead to “moral anarchy” in the absence of guiding principles or values to
organize society. Other critics see a conflict between multicultural education and
religious beliefs. Still others criticize the material being taught, and suggest that sound
intellectual scholarship could be replaced by “politically correct trivia and dogma”
(Bennett, 2007, p.11). Furthermore, multicultural education is sometimes criticized for
not adequately addressing issues related to the power and oppression that keep a number
of groups from participating equitably in society (Gollnick & Chinn, 2006).

These criticisms do not represent all of the arguments that may be found in the
literature, but they give an overview of t  current controversy. While the issue of
multicultural education continues to  :eive both negative and positive attention, it is the
responsibility of educators to develop their own views of multicultural education, as well
as how the relationships among society, school  uctures, and contexts influence

learning. Multicultural education is  portant in any setting, regardless of the
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demographics of the students. It undo Htedly helps students to negotiate the multicultural

society in which they live.

Conclusion

Within a school that promotes multicultural education, educators have a dual
responsibility. First, they must provide students with many opportunities to explore
diversity so that they can understand and appreciate the differences that exist within their
own society. Second, they must ensure that every child is given an equal opportunity to
learn and succeed. This, however, is not the sole responsibility of teachers. For
multicultural education to become a reality in schools, all staff members, students,
parents, and members of the community must make the commitment.

Multicultural education is not the way of the future; rather, it is the way of the
present. It is an approach to education that reflects the needs and demands of a growing
and ever changing society. It is an approach to education that teaches all children to be
global citizens who function successfully 1 a multicultural world.

Mahatma Gandhi said, “We must be the change we wish to see in the world.” As
educators of multicultural education, we must nurture our students by modeling
acceptance and respect for diversity in our own acts. We must teach our students to
understand, accept, and respect the multiplicity ¢ cultures, traditions, races, ethnicities,
genders, sexual orientations, and social backgro  ds. If we want to create a world where
people live together in greater harmony, we need to practice this and teach our students
how to do so as well. A multicultural approach to education is the way to achieve this

goal.
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those of the mainstream students” (p. 6) As a counsellor in a St. John’s elementary
school, this change in the school population has had a significant impact both on my role
as a counsellor and the direction in which my professional development has evolved. In
an effort to meet the needs of these students in the best way possible, | have immersed
myself in learning about the cultures of the new students; I have also studied the areas of
multicultural and inclusive education, as well as differentiated instruction, extensively. |
find myself working more and more  sely with the school liaison from the Association
for New Canadians, organizing interpreters for parent—teacher conferences, working with
our new families on varying issues, and meeting regularly with administration, ESL
teachers, and classroom teachers in an effort to provide the best learning environment for
students.

Through its recognition of bot the diversity of students and the importance of
multicultural education, the objectives of this paper are to provide an overview of
multicultural counsellii  review the competencies required to become an effective
counsellor, and examine how the role of the school counsellor is evolving within this

environment.

Cultural Id: ity
To explore the concept of mul 1 ural counselling, it is essential to examine the
core constructs that impact our understanding of multiculturalism, and how these
variables influence an individual’s cultural identity. According to Ibrahim, Ohnishi, and
Wilson (1994), cultural identity refers to 1 individual’s definition of 1 n or herself from

a cultural perspective. Stewart (2005) defines cultural identity as “an individual
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psychological process concerned with the individual’s retention of cultural
characteristics” (p. 245). Race, ethnicity, and c1 ure are powerful variables in
influencing how people think, make decisions, behave, and define events and
relationships. As there are many ways to describe race, ethnicity, and culture, it is
important that these definitions be clarified in order to understand how they influence the
diverse characteristics of individuals, families, and groups.
Race

Skin pigmentation, facial features, and the color and texture of body hair are
visible physical characteristics of an individual produced by the interaction of the genetic
makeup of the individual and the environment (Trusty, Looby, & San« u, 2002). These
characteristics have been used to cati  rize groups of people into different “races.” The
concept of race was historically defined as being biologically determined. Currently,
however, most writers take the position that it is a socially constructed concept,
externally defined by others (Norton & Coleman, 2003). Moreover, research (Lee et al.,
2007) has indicated that racial groups are not homogeneous, and that there is often more
diversity within a racial group than between groups. More recently, race has also taken on
a social meaning related to how outsiders view members of a racial group, and how
individuals within the racial group view themselves, members of their group, and
members of other racial groups (Trusty et al., 2002).
Ethnicity

Ethnicity is a more complex construct than race that is used in describing
individuals. Trusty et al. (2002) define ethnicity as the “culture, customs and traditions of

a group of people” (p. 57). In some definitions, 1nicity has also included race, physical
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characteristics and national, geographical, or tribal origins (Lee et al., 2007). Ethnicity is
also influenced by the political climate, changes in the historical views of ethnic groups,
and the current impact of economic forces on society as a whole (Trusty et al., 2002).
Phinney (1996) stated that
there are 3 aspects of ethnicity that impacts the psychological well-being of
individuals: a) the cultural values, behaviors and attitudes that distinguish one
group from another; b) the group members’ subjective sense of what it means to
be a member of the ethnic group; and (c) the experiences associated with minority
status such as discrimination and power  sness. (p. 923)
If race, ethnicity, and their related functions are important to an individual, then it can be
assumed that culture will also have an ef :t on how he or she functions (Trusty et al.,
2002).
Culture
Culture, like race and ethnicity, .  vides a perspective as to the nature of a group
of people. Rose (1997) defines culture as “the way in which people live, the rules they set
for themselves; the general ideas around »w they organize their lives; the things they
feel are good or bad, right or wrong, or pleasurable” (p. 9). It incorporates the language,
art, music, tools, religion, spirituality, values and beliefs, and other activities of a group.
According to Nieto (2002),“culture consists of the values, traditions, social and political
relationships and worldview created, shared and transformed by a group of people bound
together by a common history, geographic location, language, social class and/or

religion” (p. 139).
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There is currently a lot of debate in the literature about the definition of
multiculturalism and the extent to which it should be expanded to include other minority
characteristics such as age, disability, educational level, religion, sexual orientation,
gender, and socioeconomic status. Those who support the inclusive definition of
multiculturalism emphasize individual differences. They recognize that clients,
counsellors, and the counselling process are influenced by the ongoing discrimination and
unequal treatment of individuals (Lee et al., 2007). Those who support the exclusive
definition focus only on ethnic, racial, and cultural differences (Locke, 1990), and are
concerned that the influence of racism will be ignored or diluted if other cultural
differences are included (Jackson, 19¢ ). For this discussion, I will adopt the definition
of the term muldticultural from Arthur and Collins (2005), which includes a wide range «
identity factors such as ethnicity, gen« , sexual orientation, mental and physical
disability, socioeconomic status, age and metimes language, education or
religious/spiritual orientation.

Culture has been accepted as a critical factor in the delivery of counselling
services for a number of reasons (Arthur ~ Stewart, 2001). First, counsellir ~ does not

rai® it occurs within the cultt . contextol  off : ‘hool,
or college, and within a larger society or community. A client, for example, who seeks
treatment in an environment that is culturally foreign, may be reluctant to initiate or
engage in counselling. Second, the client and counsellor’s culture must be considered
when conducting a thorough assessment « a client and his or her perceived problems.
Third, the process of counselling is culturally based in that its development was

influenced by the historical and social influences of white, straight, able-bodied young
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clients. In fact, in some cultures, seeking the help of a counsellor is not contemplated: in
others, a word for counselling does not exist. Finally, there are times when culture may
be the focus of the counselling process. Clients may be experiencing a cultural transition,
cultural differences may be interfering with relationships, or it could be that a client has
been a victim of cultural racism, sexism, or homophobia. In these cases where a client’s
personal culture differs vastly from that of mainstream society, the stress can become
unbearable and culture itself may become the center of the counselling process (Lee et
al., 2007).
Minority Groups

A fourth term that requires clarification  our understanding of multicultural
counselling is minority groups. Races, e 1ic groups, and cultures may be classified as
minority groups. Within each of these groups, there exist minority groups that have bee
discriminated against or subjected to  equal treatment at some time. According to
Corey, Corey, and Callahan (1988), any  up « people exhibiting cultural “fferences,
including gays and lesbians, women, the elderly, and persons with disabilities, and that
has been subjected to unequal treatment, is a minority group. All members of minority
groups experience discrimination at some point.
Worldview

An analysis of multicultural counselling would not be complete without some
discussion about the concept of worldview, since an individual’s worldview is a true
reflection of who they really are. Worldview is not an isolated concept; rather, it
encompasses an individual’s ethnicity, race, an culture. According to Sue (1981), an

individual’s worldview is “how a persor  rceives his or her relationship with the world”
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(p. 73). Our worldview is composed of our attitudes, opinions, values, and beliefs,
influenced by our cultural heritage and life experiences, and affects how we think, make
decisions, behave, or define events (Sue & Sue, 1999). Further, Stewart (2005) defines
worldview as “a complex psych-social construct that involves a number of variables
including nonverbal behaviour, perceptions of self and the cultural group of origin,
language, and assumptions about human nature, time and causality” (p. 243).
Researchers have suggested that individuals from racial and ethnic groups have
value systems and worldviews that differ significantly from those of individuals from the
dominant culture; unsurprisingly, wo | :ws differ not only between cultures, but also
between individuals within a specific culture. In fact, research has shown that a client’s
worldview is the most significant variable in cross cultural assessment and counselling
(Grieger & Ponterotto, 1995). Understan ng the worldview of clients from culturally
diverse backgrounds will help counsellors to appreciate their client’s ideas about various
issues, including mental health and e1 tional difficulties, emotional expressiveness,
beliefs about spirituality, expectations of authority figures, and the amount and type of
information that can be shared outside the family unit (Aponte & Johnson, 2000). The
worldview of one person may not be shared by racial/ethnic groups within the same
country or by those who reside in a different country. Each cultural/racial group may
have its own distinct interpretation of reality and offer a different perspective on the

nature of people and the world.
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History of Multiculturalism in Counselling

The study of multiculturalism is relatively new within the field of counselling.
Traditionally, helping professionals in North America have been referencing and
applying Western therapeutic theories to guide their thinking about the different types
problems that clients present in clinic  settings. The use of any or a collection of these
theories significantly influences how counsellors make sense of their clients’ problems
and the types of strategies they use in hi ing clients to address their concerns. However,
since these counselling theories are rooted in European-American middle-class culture,
they may be unsuitable and possibly i1 ful w :n used with culturally diverse
individuals who have different beliefs about psychological illness and helping strategies
(Ivey, D’Andrea, Ivey, & Simek-Morgan, 2002).

The multicultural counselling movement of the late 1960s and early 1970s
stimulated a greater awareness of the relative effectiveness or ineffectiveness of
traditional counselling theories used with people from culturally diverse backgrounds.
Theorists identified the need to incorporate cult al sensitivity into the counselling
process. During this time, racial and ethnic-minority psychologists in the United States
formed professional groups and began pressurit  the American Psychological
Association to endorse their specific interests; other leaders in the field conducted
research and published articles demonstrating that the current psychological services
were not meeting the needs of ethnic and racial minorities (Patrick, 2007). At a major
conference on the future of professional psychology, Korman (1973) cautioned that it
was unethical for untrained staff or for those not competent in understanding to provide

professional services to people of culturally div ;e backgrounds. In addition, he stated
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that it should be the obligation of all service agencies to employ competent persons or
provide continuing education for current staff to meet the needs of the culturally diverse
population they serve. In 1973, at a mee g of the American Psychological Association
(APA) in Montreal, Canada, a group of  /en psychologists participated in a symposiu
entitled “Counselling across Cultures.” This led to the development and publication of
the first edition of Counseling across Culture (Pedersen, Draguns, Lonner, & Trimble,
2002), which is generally recognized . the earliest of a number of comprehensive books
addressing the challenges facing multicultural counselling.

By the late 1970s and early 1980s, the term minority counselling was replaced
with cross cultural counselling and multicultural counselling; the term multicultural was
also extended to include other groups such as those based on gender, age, religion, and
sexual orientation (Patrick, 2007). In  dition, a call was made for the development of
identity models that extended beyond ra  and ethnicity, and a number of professional
organizations within and beyond the counselling field were established. These were
dedicated to expanding the understanc 1g of cul ral and diverse populations. By the
1980s, the need to focus on specific identifiable competencies in relation to multicultur:
counselling was identified. An ethical « date was announced that identified the
necessity of incorporating cultural divers - issues in education and training. The APA
asserted that cultural competence was a requirement of professional competence. In 1982,
the first formal description of the fran work for multicultural competencies was
developed by the Education and Training Committee of the APA.

Multicultural counselling continued to be at the forefront of research in the 1990s.

In 1992, 31 multicultural competencies that needed to be attained for accreditation were
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adopted in the literature include culturally-sensitive counselling, cultural competence,
and culturally relevant intervention (I rick, 2007).
In order to understand multicu 1ral counselling, we must look at the definitions
of both multicultural and counselling. Multicultural, of course, means having to do with a
variety of cultures, while the term co s¢ ing, according to Ar ur and Collins (2005),
refers to
a purposeful and collaborative relationship in which the counsellor draws on
psychological, health promotion, velopmental and educational processes to
facilitate wellness, personal growth, heal g, problem-solving and healthy
personal and interpersonal development within individuals , groups, communities,
or larger systems. (p. 16)
Some definitions are very simply stated, while others are quite extensive. Pederson
(1988) defines multicultural counselli :as “a situation in which two or more persons
with different ways of perceivit their social environment are brought together in a
helping relationship” (p. viii). Sue and Sue (2003), on the other hand, offer a more
comprehensive definition of multicultural counselling:
Multicultural counseling and therapy can be defined as both a helping role and
process that uses modalities and defines goals consistent with the life experiences
and cultural values of clients, rec: 1izes client identities to include individual,
group, and universal dimensions, advocates the use of universal and culture
specific strategies and roles in ealing process, and balances the importance of
individualism and collectivism in the assessment, diagnosis and treatment of

client and client systems. (p. 325)
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Arthur and Collins (2005) define culture-infused counselling as “the conscious
and purposeful infusion of cultural av -eness and sensitivity into all aspects of the
counselling process and all other roles assumed by the counsellor or psychologist” (p.
16). Their use of the term reflects their view that culture is a core construct for
understanding all people, and that counsellors approach their understanding of
themselves and their clients from this perspective.

“Etic” or “Emic” Approach

There is ongoing debate in the area of counselling about the method that
practitioners should adopt when working with multicultural clients. The first approach is
the culturally universal, or etic perspective, and the second is the culturally specific, or
emic perspective. Counsellors who use an etic approach focus on the commonalities that
exist across cultural groups (Arthur & Collins, 2005). These practitioners assume that the
origin, process, and manifestation of disorders in their clients are similar across cultures
(Sue & Sue, 2003), and that certain core constructs and processes regarding the theory
and practice of psychology transcend racial boundaries (Arthur & Collins, 2005; Trusty
et al., 2002). This can be applied to various types of multicultural interactions (Patrick,
2007).

Those using an emic approach, on the other hand, suggest that perspectives that
are culture-specific are more appropriate for conceptualizing the human experience; thus,
counselling models should evolve from and reflect the specific characteristics of each
cultural group (Trusty et al., 2002). These counsellors recognize individual differences

within culturally different groups and work with clients within the context of their
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counsellor’s true understanding of the client’s cultural background, the client may feel
misunderstood and resentful toward the helping professional, hindering the effectiveness
of the counselling relationship.

Numerous identity development models have been developed over the years to
“describe the process that individuals may experience in becoming aw 2, accepting and
positive in their attitudes about their own and others’ racial/ethnic background” (Lee et
al., 2007, p. 90). While many of these descriptive models are particular to individuals
belonging to specific ethnic minority grc s, such as Hispanic, black, or white people,
others are considered applicable to a broad range of ethnic minority groups, as in the
example of the Minority Identity Development Model (Trusty et al., 2002; Lee et al.,
2007; Pedersen et al., 2002). While many parallels exist in the identity development of
individuals within different ethnic groups, there are also many discontinuities. By
studying these models in relation to stages of development, counsellors will be better able
to understand the racial, ethical, and cultural identity processes of many individuals who
request counselling services.

In order for the counselling relationship to be most effective, it is not only
essential for the coun lortoas: st cultur identity ofacl’ I~ "o
his or her own cultural identity and the extent to which it matches that of the client.
Understanding one’s own racial, ethit d cultural identity is imper ve when working
with clients; this helps to ensure that 1 : counsellor’s own culture does not interfere wit
the counselling process (Colon, 1998). Pedersen and Carey (2003) state that

counsellors must demonstrate flexibility in adjusting their styles to appropriately

connect with the client, suspend their own stereotypes and biases and
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accommodate the needs and expectations of the client relative to the role the

client desires the counsellor to assume in the relationship. (p. 241)

Effective Counsellors

Core Competencies

While the roles and responsibilities of counsellors vary considerably from one
environment to another, there are core interpersonal elements in a cor  selling
relationship that apply to all clients and are essential for an effective counsellor-client
relationship. First, effective counsellors need to be aware of who they are and have a
good understanding of their own worldviews. According to Cross (1988), it is impossible
to appreciate the impact of culture on the lives of others, if one is out of touch with one’s
own cultural background. Thus, in order to me: the needs of their clients effectively,
counsellors need a clear understandin ¢ their own attitudes, beliefs, and values, and
acknowledge the effect of these factors on their clients. In addition, they should be able to
identify their motivations, dreams and desires, vulnerabilities, personal inadequacies, ¢ |
biases. Effective counsellors need to be able to identify their own limitations and know
when to seek both professional and pers  al support.

According to Nugent and Jones (2005), effective counsellors 1 1st not only have a
good sense of self but must also have the since  interest and facilitation skills necessary
to get to know their client. They are res'  :tful d empathetic; they are genuine,
authentic, honest, trustworthy, and acceptii  of their clients in all circumstances. They
must be objective and open to the values and beliefs of the client, aware of how the

clients’ values relate to their own vali  ,and indful of differences between them
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without being judgmental or imposing their own views on the client (Nugent & Jones,
2005).

These core competencies are only some of the skills required of counsellors.
Therapists who work in specialty areas or particular work settings require additional
competencies that are specific to the work they do and the clients with whom they work
(Nugent & Jones, 2005). With the increased diversity of our society, possessing these
core characteristics for effective counselling is not enough. To be able to meet the needs
of multicultural clients from diverse | :kgrounds, counsellors must be committed to
developing their multicultural counselling competencies on an ongoing basis.

Multicultural Counsellor Competencies

Over the last thirty years, there have been numerous documents that identify the
competencies a counsellor requires to function effectively in a multicultural counselling
relationship. While the competencies developed were related to societal changes in the
United States, Collins and Arthur (2005] ite that they “have been ass  :d to be

transferable and applicable across nations” (p. 42). In the literature, multicultural
competencies are not presented as a li  of isolated or specific skills required by
counsellors who are working with clients with diverse backgrounds. In :ad, they have
been organized into conceptual models that provide counsellors with a framework for
identifying and integrating the multicultural competencies into their professional practice.

In 1982, the Education and Training Committee of the American Psychological

Association developed the first formal description of the framework for multicultural
competencies. Eleven characteristics were identified as being necessary to provide

effective counselling services to  1nic minority clients (Robinson & Morris, ~00).
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These were categorized into the areas of titudes and beliefs, knowle: 3, and skills (Sue
et al., 1982). In 1992, Sue, Arredondo, and McDavis revised and expanded the number of
competencies to 31 and reorganized them into the following three core characteristics:
“counsellor awareness of own assumptions, values and biases, understanding of
worldview of the culturally different clic and developing appropriate intervention
strategies and techniques” (p. 481). Each of these core characteristics was further defined
using three dimensions: attitudes anc liefs, knowledge, and skills. In 1996, the
Association for Multicultural Counseling and Development (AMCD) published a
document that expanded Sue et al.’s (1992) version of the multicultural competencies.
The expanded version maintained the same stru 1re, but each of the competencies was
elaborated upon and an attempt was made to operationalize the multicultural
competencies (Collins & Arthur, 200

Much of the literature on multicultural competence has focused on the importance
of awareness, knowledge, and skills. This three-stage developmental sequence “begins
with the awareness of culturally learned assumptions, concentrates second on the
knowledge about culturally relevant facts and then proceeds to the development of skills
for culturally appropriate interventions” (Pedersen et al., 2002, p. 8).
Three-Dimensional Model of Multicultural Competency

Sue et al. (1992) identified 31 cross-culti il competencies and objectives
endorsed by divisions of the ACA and APA in the broad areas of: a) “counsellor
awareness of own assumptions, values and biases” (9 competencies), b) “understanding
the worldview of the culturally different client” (7 competencies) and c) “developing

appropriate intervention strategies and techniques” (15 competencies) (p. 481).
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own cultural assumptions, values, and biases, and the understanding of the cultural
context of the client, are core principles. As such, they are the basis for the wide range of
functions that counsellors and psychologists perform. The creators of this new model
specify that, at times, additional competences may be required when dealing with speci
cultural groups or within particular areas of pra: ce. In addition, they replace the
intervention strategies and techniques construct of the previous model with the construct
of the working alliance, and expand their discussion of culture-infused competencies in
the domain of applied practice. In this proposed model, Collins and Arthur (2005) are
able to extend their definitions in specific competency areas according to the dimensions
of attitudes, beliefs, and knowledge.

The difference between the competency model proposed by C¢ ins and Arthur
(2005) and previous models is that, in previous models, the acquisition of specific
competencies was the central focus. In contrast, the focus of this model is on the ability
of the counsellor to integrate and app the competencies identified across various
dimensions in an effort to build an effective working relationship with the client.

Collins and Arthur (2005) des:  be their framework for culture-infused
competencies in terms of a dial witha  iter that remains constant and three rotating
rings that can be moved to line up witht  competencies that are relevant in a particular
counsellor-client interaction. At the center of the competency framework there are three
core multicultural competency domai  cultural awareness of self, cultural awareness of
client(s), and culture-centered working alliance. he first ring contains factors that
describe cultural identities such as age, cultural heritage, gender, ethnicity, sexual

orientation, socioeconomic status, and al ity. The second rotating ring describes areas of
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practice, including factors such as assessment, social justice, research/evaluation,
supervision, teaching/training, and organizational development. The third ring describes
personal/contextual identity factors. According to Collins and Arthur (2005), the three
core competencies can be applied across both the areas of cultural identities, in the first
outer ring, and areas of practice, found in the second outer ring. The areas ¢ practice ¢ |
personal identity factor rings can be also be rotated to create a combination of factors that

a multiculturally competent counsellor would consider when working with clients

(Collins & Arthur, 2005).

Multicultural Competency Training
According to Arthur and Collins (2005),
research on multicultural counsel 1 competencies demonstrates that most
graduates do not feel prepared for the realities of professional practice. The wide
range of issues experienced by clients from culturally diverse backgrounds
challenges counsellors to provide cultura / responsive services that recognize and
incorporate culture as an essential influence in all dimensions of service provision.
(p. 35)
Multicultural competencies are becoming increasingly recognized as necessary areas of
training for counsellors, who are working more and more often with clients from cultur
groups different than their own. Accordi  to Lee et al. (2007), “Multicultural
counselling training is a complex process that ¢« 1bines personal growth with content

learning and skills development” (p. 30).
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While several models have been proposed for multicultural competency training
(Kahn, 1984; Ridley et al., 1994; Wehrly, 1991), the standards for training counsellors
have been based on the three-stage developmental sequence for identifying multicultural
competencies among counsellors created y Sue et al. (1982). According to Pedersen a
Carey (2003), the three competencies of awareness, knowledge, and skills have been
adopted by both the ACA and APA as standards for training.

Awareness is the first stage in the developmental sequence. In this stage,
counsellors engage in activities that stimulate their reflection on their personal
assumptions, attitudes, opinions, and values. They are encouraged to compare and
contrast alternative viewpoints, identify constraints and opportunities in varying cultural
contexts, relate or translate priorities in a variety of cultural settings, and gain a clear
understanding of their own limitations (Pedersen & Carey, 2003). Pedersen and Carey
(2003) state that “A well-defined awareness bec nes essential for teaching, research,
training, direct service and consultation” (p. 19:

In the second stage, knowledge, counsellors learn factual information about other
cultures through discussions, lectures, and observation, as well as by reviewing the
literature and examining the products of the culture. Based on the factual data collected,
counsellors can gain an understanding of e differing cultures. If this stage is
overlooked, then the counsellors’ cultural awareness and skills will lack the essential
foundation of facts and information in the multicultural context.

The last stage of the three-sta  developmental sequence is ski  As multicultural
awareness and knowledge increases, multicultural counselling skills may also grow, but it

is at this stage that counsellors engage in specific techniques and strategies to develop
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professional development sessions in an effort to become more informed. According to
Trusty et al. (2002), “multicultural tra ing should be comprehensive, intensive and
inclusive in order to expand and enhance the trainee’s prior multicultural learning and
help them to overcome any cultural encapsulation they may bring to counseling” (p. 44).

There are still many counsellors who have not pursued either formal training or
professional development related to multicultural counselling, yet work with culturally
diverse populations every day. In a society that is rapidly becoming more diverse,
counsellors ought to be prepared with sufficient wareness, knowledge, and skills.
Developing multicultural counselling co etence involves a lifelong learning process; it
is the foundation for effective and ethical professional practice (Collins & Arthur, 2005).
Thus, counsellors are obligated to enhance their professional competence in the area of
multicultural counselling on an ongoing basis. According to Ridley and Kliener (2003),
multicultural counselling competence “is not a luxury; it is a necessity. In fact, we argue
that part of what it means to be competent as a professional is to be multicultural
competent” (p. 15).
Instruments to Measure Multicultural Competency

Collins and Arthur (20 | po  out that “Acct  ely assessing stuc  ’sor
practitioner’s level of multicultural com| ence continues to be a challenge that remains
unresolved in the multicultural counselling liter: wre” (p. 516). A number of standardized
instruments have been developed that attempt to measure the multicultural competencies
presented in conceptual models. These a  designed to measure competencies against the
framework for culture-infused counse competencies. The first instrument, the Cross-

Cultural Counseling Inventory — Revi. | (CCCI-R), is completed by the counsellor’s
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supervisor or other professional, who rates he counsellor on 20 Likert scale items. The
other three measures are self-report ikert scale ratings: The Multicu ir: Awareness —
Knowledge-Skills Survey (MAKSS), the Multicultural Counseling Knowledge and
Awareness Scale (MCKAS) and the revised version of the Multicultural Counseling
Awareness Scale — Form B (MCAS), and the Multic tural Counselii  Inventory (MCI)
(Arthur & Collins, 2005; Lee et al., 2007). However, although these measures are in
place, researchers have concerns regarding their self-reporting nature, as well as their

empirical foundations.

Role of the School Counsellor

The School Board and Depar 1ent of Education determine the roles and
responsibilities of the multicultural counsellor  a school setting. In most settings, school
counsellors are actively involved in one  1-one counselling, providing guidance to
students in a classroom or group, and the process of consultation, wh  they work
collaboratively with other school counsellors, parents, teachers, administrators, school
psychologists, social workers, visiting teachers, medical professionals, and community
health personnel in an effort to plan and implement strategies to help students succeed in
school. In addition to these traditional responsibilities, school counsellors are also
involved in coordinating, organizing, managing, and evaluating the comprehensive
school counselling program (Nugent  Jones, . 05).

As there is a heightened awareness of the needs of students from culturally
diverse backgrounds in schools, it is il that school counsellors recognize the unique

and diverse cultures of all students, make a sincere effort to understand their cultures, and
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modify or accommodate their cc  selling approaches and strategies in an effort to
effectively meet their needs. Special considerations ought to be made when counselling
students with diverse cultures, as there are both language barriers and barriers related to
differing family and cultural values.

To identify all the roles and  ponsibilities of school counsellors working with
students from diverse cultures is an impossible task. However, it is worthwhile to
highlight recommendations made by Sarma-Debnath and Castano (2007), as well as
Pederson and Carey (2003), on the roles and responsibilities of multicultural school
counsellors. It will also be valuable to identify st 1e of my own responsibilities as an
elementary school counsellor working with an increasing number of students and families
from different cultural backgrounds.

School counsellors working in an envirol ent with students of diverse cultures
need training or education in the area of develop g their multicultural counselling
competencies. Counsellors need to en  ge in self exploration in order to understand their
own worldview. They need to learn about the diverse cultures of their students, and they
need to develop their counselling skills in order to meet the needs of their students in the
best possible way. All students have the right to one-on-one counselling services with a
culturally competent counsellor who can help them both academically and emotionally.
Primary and elementary school children who have just moved to a new country can suffer
stress and trauma from their move; these 1dents need individualized counselling.
Children encountered by counsellors 1 .y have ¢ erienced traumatic conditions caused
by war, left their country unwillingly, or left family members behind. = ese students

often exhibit social difficulties, personal trauma d stress, and difficulties interacting
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with teachers and peers; they require specialized counselling to overcome the effects of
these obstacles and stressors (Sarma-Debnath & Castrano, 2007).

School counsellors need to provide a voice for the culturally diverse students at
their school, and ought to assist administrators in providing the necessary resources,
which may be above and beyond those currently available in the school. Schools often
lack the resources to meet the special needs of their ethnic students. Appropriate
literature, ESL support, and specially designed intervention programs that help students
to acquire basic skills are only a few of the resources required. In addition, school
counsellors can advocate for the provision of appropriate educational services for those
children who experience severe gaps in their learning because they have not consistently,
or never, attended school. Organizing after-school programs to assist these students wi
school work and/or homework com;] :tion can also be a responsibility of the school
counsellor.

The school counsellor should model respect for cultural and ethnic differences to
all members of the school community, including students, families, educators, and
members of the ethnic community (Pederson & Carey, 2003). Too often, cultural
differences are portrayed as weaknesses  her than strengths, and the school counsellor
can combat this by demonstrating a personal appreciation of diversity. The counsellor
ought to demonstrate that he or she is not prejudiced or racist, and that they he or she is
knowledgeable and sensitive about issur relate to cultural diversity. The counsellor can
work with families, students, and members of the community in an effort to promote

respect and appreciation for cultural diversity.
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Parents of students with racial or ethnic minority backgrounds may encounter
barriers to becoming involved in the school community. School counsellors can assist
families in identifying and overcomii these ba ers, as well as encouraging them to
participate in their child’s education and school activities. Parental involvement is
essential, and is often considered the comerstone of a child’s education.

School counsellors can act as a liaison between the home, school, and community
so that families can gain access to the services and opportunities they require.
Counsellors can make use of community-based resources, such as the Association for
New Canadians, and act as a “broker” of services required by the family. Providing a li
of community and educational support s ‘ices will be helpful in meeting the needs of
culturally-diverse students and their fam es.

School counsellors sometimes ediate the ethnic-minority culture of the family to
the school and larger community and, in turn, liaise the culture of the school and larger
community to the ethnic minority student, the 1dent’s family, and the ethnic-minority
community.

Increasingly, school counsellors work w 1 teachers to develop activities that bo
help the students to understand diffe ! cultures and assist the teachers in understanding
the “world” and culture from which tl  students have arrived. Cultural sensitivity
training is needed on a regular basis. ¢ ven that racial and other prejudice exists in
elementary schools, staff members can play a role in prevention and early intervention by
engaging students in various types of cultural education (Pederson & Carey, 2003).

School counsellors working in a multicultural environment can develop and

provide well-structured orientation § 15, cluding PowerPoint presentations and
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buddy systems for new students and their families. This will give them access to
information, as well as helping them to integrate themselves into the school community.
These programs will also assist the students in negotiating specific school situations that
will require cultural interpretation, such as opening a locker, sitting at an assigned desk,
and raising one’s hand for permission to visit the washroom.

School counsellors can encourage friendship clubs that include all new students;
they can invite a friend to attend the club with them weekly and do crafts, play games, or
participate in sports. These functional, practical cues are effective in reducing the social
isolation of new students, and encou  ng new friendships.

Finally, practicing counsellors must be knowledgeable of the codes of ethics that
regulate their practice. Professional bodies have developed codes of e ics for compete

practice and specific guidelines for counselling clients from non-dominant populations.

Coni 1sion

Cultural differences exist within all populations. It is only within the last 40 years,
however, that multiculturalism and counselling have merged to become an integral factor
in the wellness of all individuals. For counsellors in today’s society, it is important to
strive toward becoming multiculturally competent. Gaining multicultural competence is a
lifelong developmental process dependent on the continual acquisition of knowledge, the
development and integration of new skills, and the ongoing self-reflective evaluation of
progress. Understanding the complex social and cultural background of each client is

integral to successful counselling (Lee et al., 2007).
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Multicultural competence is important not only for counsellors and those in the
helping profession, but also for the professional development of all educators. In order to
foster the emotional, social, and academic growth of all students, there must be harmony
between their educational and cultural e _ :riences. This is especially the case for

s

students from diverse cultural backgrounds.
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