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Abstract

In a multicultural society educators faee the problem of
identifying and pramoting values that help people to interaet in a
peaceful and just manner. Instead of impasing values through
indoctrination educators can promote multicultural values by
designing and enacting curricula that help children ta self-generate
and choose these values.

1 have developed a curriculum that uses international folktales
to promote multicultural values \vithout imposing them. This thesis is
a holistic rendering of theory and practice in respect ta the
curriculum developed. The theory emphasizes multiculturalism and
falktales as children's literature with a brief discussion of values
education, qualitative research, anthropology, and curriculum design.
The research comprises the procedures, results, and conclusions of a
pilot study explaring children's value responses to international
folktales and a principal study of teaching the curriculum to a sixth
grade class. Through the synthesis of theory and practice a better
understanding of multiculturalism emerges along "vith a researched
curriculum.
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Résumé

Dans les sociétés multiculturelles, les éducateurs sont
confrontés à l'identification et à la promotion des valeurs qui
aideront les individus à interagir dans la paix et la justice. Au lieu
d'imposer des valeurs par l'endoctrinement, les éducateurs peuvent
promouvoir les valeurs interculturelles en élaborant et en adoptant
des programmes qui aideront les enfants à édifier eux-mêmes et à
choisir ces valeurs.

J'ai mis au point un programme qui fait appel aux contes
populaires internationaux pour promouvoir les valeurs
multiculturelles sans les imposer. Cette thèse se révèle une
interprétation holistique de la théorie et de la pratique relatives au
programme élaboré. La théorie approfondit le multiculturalisme et
les contes populaires à titre de littérature enfantine et traite
brièvement de l'éducation en science morale, de la recherche
qualitative, de l'anthropologie et du programme. La recherche
comprend les méthodes, les résultats et les conclusions d'un projet
pilote qui évaluait les réactions révélatrice des valeurs des enfants
face aux contes populaires internationaux, ainsi qu'une étude
principale de l'enseignement du programme à une classe de sixième
année. Par la synthèse de la théorie et de la pratique, une meilleure
compréhension du multiculturalisme émerge, doublée d'un
programme bien documenté.
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Introduction

An Intellectual and Educational Voyage

Great \'Vas the talk amongst the blacks, and many the queries as
ta how to get possession of the comebee with the fire-sticks in
it, when next Bootoolgah and Goonur came into the camp. It
\vas at length decided ta hold a corrobboree [a dance], and it
was ta be one on a scale not often seen, probably never before
by the young of the tribes. The graybeards proposed ta sa
astonish BootooIgah and Goonur as to make them forget to
guard their precious comebee. As soon as they were intent
upon the corrobboree and off guard, someone was ta seize the
comebee, steal the fire-stick, and start fires for the good of all. ...
AlI the tribes agreed ta come, and saon all were engaged in
great preparations ... Never before had the young people seen
sa much diversity in colourtng and design.
(Fleming, 1923, p. 154)

This excerpt cornes from the oral starytelling tradition of one of
the world's oidest living cultures: the Australian Aborigines. Fire, sa
often symbolic of kna\\'ledge and power. is a contested area. The
struggle for the possession of fire between the individuals \\!ho
discovered the art of fire-making and the community who desired its
benefits represents competition over rights. Did Bootoolgah and
Goonur have the right to keep their knowledge secret, or did the
community of tribes have the right ta steaI the kna\vledge "for the
good of all"? The ideology behind this story promates the sharing of
frre as the correct action. Such power should not belong ta the few; it
should belong ta everyone. Enforcing the entire cammunity's right ta
fire required a collective effort af all the tribes for it was the
diversity in the corrobbaree that was needed to distract the fITe­
makers.

1am beginning this thesis with this story as a reminder that
the interaction between cultures is nothing new. As cultures come
into contact with each other battles aver territory and ideology
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erupt. While this is happening a sharing of knowledge and values
also takes place. Intercultural relations are not entirely relationships
of conflict. History repons that from rime to time the people within
different cultures do agree to cooperate with each other in order to
achieve a common interest. This has been going on for thousands of
years and still continues today. As 1look into the future 1 see
multicultural interaction deeply influencing all of humankind's
societies as technology increases the facility with which intercultural
contact can occur. It is up ta us to determine what effects this
influence will have.

From the seeds of chaos come recognizable panerns, started
millennia aga, that are becoming more apparent. Patterns in how we
affect each other and patterns in how we affect the earth itself rise
out of a shrouded awareness to present themselves in sometimes
terrifying and sometimes profound clarity. As the world's population
increases along with our technical kno\\'ledge it is hard to live an
isolated existence. We can communicate with sa many people in sa
many countries 50 quickly it is beyond comprehension. Yet we must
try to comprehend as much as we can. We are inextricably tied to
each other. Economie upheaval in Asia creates economic fluctuations
in Europe and the Americas. PCB's produced by industries in Europe
end up concentrated in an Inuitrs body fat. Schoolrooms in the
Southwest of the US fill up with refugees from Central America.
Economy, environment, and polities form connections between us of
g10bal proportions.

As the world changes, people stan to move. Environmental,
economic, and political turmoi! sends people fleeing to other areas
(Harris, 1995; Hansen & Oliver-Smith, 1982). Sorne move because
they are forced ta while others move in hope of a better life. Many
developed nations whose populations are reaching higher levels of
education welcome immigrants to do the dirty and menial v\'ork that
the nation's citizens no longer want to do. Other nations, seeking to
develop a larger professional class, actively recruit highly educated
people from all over the world (Harris, 1995). As this happens people
from one culture start to live in the same society as people from
other cultures. In the CUITent interconnected situations that
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developed and developing nations find themselves, multicultural
societies are unavoidable.

Today's urbanized societies are a conglomerate of different
cultures as immigration spreads out different peoples. This creates
one of the most perplexing paradoxes facing modern societies and
their educational institutions: the paradox inherent in the term
"multicultural societyrt. Muiticuiturai has the sense of many cultures,
each one having its own unique set of values and traditions. Society,
on the other hand, has the sense of one group of people who function
together on the basis of commonly agreed upon standards of
behaviour. How can these two words come together to make one
term? Resolving this paradox leads us directly into the field of
IDuiticultural studies.

The interaction between cultures within a society has the
potential ta create tension. This happens when cultures are not
perceived as having equai status. As immigrants move into a country
a culture constructed and represented as a socially homogenous
nation tends to dominate the culture of the immigrants (Harris,
1995). The culture of the new immigrants is seen as inferior, and
anyone expressing this foreign culture tends ta be treated as a
second class citizen. Even in countries that are almost entirely
populated by immigrants it does not take long for people ta forget
that they were once immigrants tao. A group of immigrants ,,,ho
were looked down upon at one point in time can often adopt a
superior attitude towards immigrants v"ho come after them.

Paradoxically, as nationalism and ethnocentrism take hold,
society becomes less cohesive (Harris, 1995). People in the dominant
culture start expressing the idea that the immigrants have come ta
take advantage of the countryrs resources and welfare systems.
Immigrants see the dominant culture as being insensitive and
unappreciative of the contributions that they are making. Coming to
a country and receiving a hostile treatment by those who are already
there does not inspire people to fully participate in that countryrs
society. Immigrants "attempt to relocate with kin, neighbors, and
coethnics sa as to recreate the security of an encapsulating
community with familiar institutions and symbols" (Scudder &
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Colson, 1982, p. 2ï2) as a coping strategy ta the stress of relocation.
The society becomes ghettoized where people with similar cultural
backgrounds stake out their own neighborhoods and interact very
sparingly with people in other cultures.

In a ghettoized, or balkanized, society values tend to conllict
further fracturing social cohesion (Bissoondath, 1994). People become
intolerant of the differences between them and other people. One
group tends to ridicule the appearances and preferences of the other
groups (Scudder & Colson, 1982). People cease trying to communicate
with each other and do nat try to Iearn languages other than their
own. Even the Iaws of a society break down as each culture starts
following its own fuIes. It is this ghettoizatian of society that has led
many to yearn for a society that is more monocultural than
multiculturaL

Many people are jumping on the monocultural bandwagon
because of the tension created by intercultural relations. They are
forgetting, however, the myriad of benefits a society receives from
such relations. Being open to people of different cultures
participating within society enhances the quality of life for everyone.
A multicultural society helps the economy, widens access ta different
products, and aids people in their own personal and cultural growth.

Thraughout history the willingness to trade with other peaples
has created strong economies (Harris, 1995). From ancient Phoenicia
to renaissance Venice to modern day China intercultural trade has
encauraged economic gro\vth. 1 am not speaking of colonialism where
one culture usurps the raw resources of another only ta sell the
resources back as refmed products. This kind of economy is unstable
(Memmi, 1991). l am speaking of societies where trade berween
cultures and access ta new products are mutually beneficial. In a
multicultural society immigrants often maintain ties \~/ith their old
countries thereby opening up new markets for trade. As we trade
with other cauntries we receive materials that were previously
unavailable or too expensive to buy. AIso important is the interaction
of ideas between cultures that lead to the invention of new
technologies that no one has had before. A societyJs material warld
receives many benefits from a multicultural population.
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Beyond the material world a multiculturaI society benefits
personal and culturallife. Learning about different cultures expands
people's horizons of experience (Taylor, 1994) and enhances their
ability to he creative. People are exposed ta and come ta appreciate
different traditions of art. Different religions and philosophies fmd
representation giving more forros for spirituality to express itself.
Exposure to cultural diversity allows people to create ne,,' arts and
ways of expressing spirituality. At the same time this exposure
brings the realization that despite an our differences there is a
human spirit that is common to us all. Independence and
connectivity both have their place in the personal benefits that a
multicultural society provides.

When 1 weigh the tensions against the benefits of having a
muiticultural society, it becomes apparent that a multicultural
society has great potential for improving the quality of life for
myself and others. If cultures can exist together in a peaceful and
just manner where people cooperate in behalf of each other's wel1­
being aIl of the aforementioned henefits can he realized. If this can't
he achieved societies ",'ill stagnate and fragment as tensions turn to
violence. Clearly it is to our benefit ta commit ourselves to a peaceful,
just, and cohesive multicultural society.

So far there have been three major schools of thought
concerning multiculturalism: conservative, liberal, and critical
(McLaren, 1994). The conservative school promotes assimilation as
the answer to the paradox of forming a multicultural society. Policies
of assimilation encourage immigrants to adopt the values and
behaviors of the dominant culture thereby abandoning their own.
The liberal tradition of multiculturalism seeks out the commonalities
between aIl peoples glossing over differences in order ta encourage
empathy betvveen members of different cultures \vithout erasing
people's ethnic identity. The most recent version of multiculturalism,
critical multiculturalism, focuses upon the differences between
cultures and how the representation of these differences creates
imbalances in power bet\Veen the cultures within a society. In enticaI
multiculturalism the creation of a "third space" where no one culture
represents a dominant center is paramount for equitable interaction
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between cultures (Rutherford & Bhabha, 1990). These schools of
multiculturaIism have aften been at odds with each ather as they try
ta control the meaning behind cultural interaction. The space
between cultures becames full of contests for which interpretation of
multiculturalism will he used as the model for intercultural action.
The barrIe is ultimately one of valuation: deÎming the values that
should provide the context within which people of different cultures
should act tawards one another.

Assimilation is no longer a viable possibility. There are too
many cultures that refuse ta be assimilated for conservative
multiculturalism to wark. The tension between the francophones and
anglophones of Canada is just one of many examples worldwide of
how anempts at assimilation lead to conflict. Fortunately far Canada
this conflict has been relatively peaceful, unlike the eonlliets that
have occurred elsewhere in the world. Assimilation bears the
responsibilities for multiple atrocities committed upon other peoples.
The desire for a homogenous society has the potential ta leave
genocide in its path when assimilation fails. It is for these reasons
that assimilation and conservative multiculturalism must he rejected.
i\1y thesis will concern itself with the liberal and critical
interpretations of multiculturalism and how these interpretations
complement each other.

Combining the liberal and critical interpretations of
multiculturalism in the classroom can he achieved through the study
of the similarities and differences bet\veen cultures. However,
problems arise in education vvhen we, as edueators, cansider \'vhich
similarities and \vhich differences are being focused upon and ha\\;"
these simïlarities and differences are represented. Teaching that
most people live in d\\'ellings that are different according to the
culture that created them is a fairly unproblematic objective for
multicultural education. On the other hand, if we try to broach areas
of morality and ho"" people ought ta respond to them 'y\'e open up a
Pandora's box as people struggle to give prominence to the ethical
values tbev believe in. Which morals should evervone fallaw? Which

~ ~

morais are totaU)' unacceptable? Which morals should be tolerated?
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Which marals are open to negotiation? These are aIl questions that
need ta be addressed in a multicultural society.

Before any of these questions can be answered, the term values
needs to he considered. This term has been the subject of unending
debate in multiple disciplines and discourses thraughout the histary
af humankind. It is a polyvalent signifier that slips amongst its

various meanings in a manner that makes it impossible ta accurately
define. This is why many philosophers, whose traditions demand
accurate defmitions, are loathe to use this signifier in their
discussions (Frondizi, 1963). Yet 50 many disdpIïnes, including
philosophy, address questions of values it is impossible to avoid. This
being the case sorne attempt must be made to understand what
values are and how this term will be used in this thesis.

Values exist within a polarity of subjectivity and objectivity
(Frondizi, 1963; Peperzak, 1985). Values cannat exist without a
subject who values. They are uunrealll (Frondizi, 1963, p. 5) in that
they can't exist by themselves. Values are always attached ta
qualities by a perceiving subject. The object whose qualities are
being perceived can be physicaI, as when the calor or shape of an
object is found ta he pleasing, or non-physical, as when certain
concepts are perceived as being true or false. Aesthetic values, such
as beauty, are highly subjective in that they are generated by
individual tastes. It is difficult to argue that sameone is wrong
because they prefer chocolate over stra\vberries. On the ather hand
ethical values, or marals, have a degree of objectivity in that they
apply ta intersubjective relationships. Ethical values arise when the
self makes contact with an other:

The Other does not appear as an abject, but \,\rakes Me from my
egocentric adclictment to enjoyment and objectifying
representation.... His appearance must be described in ethical
terms.... "Is" and "ought" are here identical. The "value" that
cornes ta the fore in the Other's face and speech is the urgency
af marality. (Peperzak, 1985, p. 79)
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Ethical values concern themselves with the way the self and others
ought to or should he (Peperzak, 1985). People ought to respect each
other and chiIdren should not use racial slurs at school are bath
ethical values in that they concern not only the self, but others as
weil. It is ethical values, or morals, that this thesis is concerned \\rith.
Within this thesis values, ethical values, and morais are all used to
signify ethical and not aesthetic values.

Within this thesis the term m uiticultural values is also used.
"Individual man, as weIl as communities and specifie cultural groups,
guide themselves according to a standard" (Frondizi, 1963, p. 10).

Halstead (1996) describes these standards, or values, as:

Principles, fundamen tal convictions, ideals, standards or life
stances which act as general guides to behaviaur or as points of
reference in decision-making or the evaluatian of beliefs or
action and \vhicb are closely connected to persona! integrity
and personal identity. (p. 5)

Multicultural vaIues are guides to the behaviour of people in respect
to the people of different cultures. They are "the relation beh\'een
goodness on the level of intersubjecrivity and the valuable aspects of
collective life" (Peperzak, 1985, p. 80) that includes multiple cultures.
~lulticulturalvalues can he \·alues that are common across cultures.
or transcultural. They can also be universal ethics that are negotiated
amangst nations. Ivlulticultural values aIso apply ta the values
praposed by multiculturalism as to ho\\· people \\'ithin a society
shauld act to\vards each ather in respect to cultural differences. 1

shaH funher elaborate upan rnulticultural values in Chapter I.
The last term used in this tbesis that needs ta be clarified here

is \.~alue area. ~10rris (1994) states that the act of "moral t vaiuing' is
the process by \\rhich \\fe discern \\··hat is good or humanizing" (p. xix).
Value areas are realms of behavior around \\-'hich moral valuing
takes place. Any time values are discussed, value areas are implied
as weIl. Multicultural interaction is a value area because it is a realm
of behavior between people of different cultures around \\'hich
people apply certain marals.

8
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The question afwhich marals should everyane follaw and how
ta promote them in multicultural education is the question that l
shaH attempt ta resalve. As intercultural tensions increase across the
world the need for research lipan this tapie is all tao apparent. If 'Ne
are all gaing ta get along peacefully and justly on this planet, sarne
agreement needs ta he reached as ta haw we should conduct
ourselves tawards each ather. We need ta locate values that are truly
transcultural. This locatian of values needs ta be discussed,
developed, and then disseminated acrass cultures in arder to allaw
for peaceful and just cultural interactian. Sarne agreement has ta he
achieved as ta haw we can handle our differences apprapriately.

Once agreements have been negotiated as to which values
encourage peaceful and just interaction between people of different
cultures these values need ta he promoted. Promoting values means
not taking a neutral stance towards values. It means committing ta
values and attempting ta get others ta cammit ta the same values.
This does not have to he done in a dictatorial, indoctrinating manner.
Encouraging others ta agree upon certain values can he done
democratically if this agreement emerges from cMtical processes
\·vhere people have the right to choose or reject the values being
promoted.

Encouraging values can also be an unconsciaus act Values can
be promoted even \vhen tbeyare not intended. Even the attempt to
be value-neutral communicates and encourages values. When the
values unconsciausly promoted are not the values consciously chosen
the danger of supportjng oppressive social structures becomes
apparent. If we do not actively choose to promote certain values,
such as anti-racism, we may end up promoting just the opposite. For
educators promoting values in the classroom is an unescapable
reality:

~1orality cannot be excluded from the classroom, no matter
ho\v hard one tries. It is part of the very fabric of schooling ...
teachers constantly draw their pupils' attention to the
standards of orderliness, respect for others, the work ethic,

9
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honesty, and respansibility ... In the pracess basic moral values
are communicated ta the young. (Damon, 1988, p. 131)

The values of the educator have an effect an the values of others
whether we are aetively trying to persuade people of these values or
passively modelling them. As educators, if we are to avoid promoting
the values that lead to injustice and suffering, we must make
conscious choices about the vaIues we are promoting in the
classroom.

Promating values in the classroom is a controversial topie that
has ta be carefully considered. If the schaols promote the values of
one group over another, racist structures became institutionalized
within the society. This does not mean, however, that educators
shouldn't promote love over hate, peace over violence, justice over
oppression, charity over greed, or democracy over totalitarianism.
These values are not the intellectual property of any one graup of
people. They belong to us aIl.

The question of whieh maraIs should be shared bet\veen
cultures cornes from liberal muiticulturalism because it concerns
ethics that are, or ought ta he, common across cultures. The Universal
Declaration of Human Rights, around which the United Nations has
focused much of its activities, and the Canadian Charter of Rights and
Freedoms both pramote this idea of a universal ethics (Ghosh, 1996).
At the same time it is necessary to confront the eriticisms of criticai
multiculturalism that accuse liberal multiculturalism of attempting to
universalize values that are specifie to the culture represented by
the white males of \\realth and power. This has been the historical
scenario where the conservative version of muiticulturalism, masked
in liberalism, has held sway.

As an educator, 1 found that the above issues leave me with
my own persona! queries into multicultural education. As maraIs are
a constructed phenomenon how can 1 reveal a prasocial morality
(Jarrett, 1991), constructed by the shared experiences of people in
many cultures as weIl as my O\lvn, that encourages mutuai respect
and the betterment of all? How can 1do this in an elementary school
elassroorn in order ta promote certain marals that will encourage the
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cohesiveness of a multicultural society while still respecting
differences? My answer to these questions has been the
development of an educational curriculum that uses international
foJ.ktales in order to promote multicultural values in the classroom.. l
researched the unit with fifth and sixth graders and have concluded
that the activities are worthwhile and help to achieve my stated
goals.

The development of the curriculum followed the steps of
understanding the background theory, selecting a medium, design,
choosing a research methodology, and doing the research itself. This
thesis is a reporting of these steps. The first four steps are theoretical
in nature and shall take up the frrst half of this thesis. Knowing the
theory behind what you are teaching is very important. The last step
of researching the curriculum is the subject of the latter haIf of this
thesis. Researching the curriculum reveals how well theary is
actualized. By treating theory and practice equally l hope ta present
a hoIistic treatment of my endeavors.

Although most theses concern themselves with either theory or
empirical research r have chasen ta do both. Multiculturalism
encourages the synthesizing of diverse perspectives and
methodolagies. By combining multiple disciplines new hybrids of
educational practice develop; hybrids that draw connections between
disparate academic subjects and recreate them inta a more inclusive
whole. This thesis foIIo\\ls the spirit of multïculturalism by bringing
together multiple disciplines and giving both thecry and practice
equal representation.

The background theory in this thesis emphasizes
multiculturalism and folktales as children's literature with a brief
discussion of values education, qualitative research, anthropology,
and curriculum design. AlI of these areas are cannected to each other
in that each area incorporates the other in its practice. Key concepts
such as modernism and postmodemism permeate the borders of
these areas. The above disciplines borrow these concepts in arder to
create new theoretical discourses. In reviewing the Iiterature on
these areas l address the question of vvhat is multiculturalism and
what are multicultural values. l then go on ta look at various
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strategies for vaIues education and determine which are suited for
the teaching af multicultural vaIues. Since the unit developed uses
international falktales, 1discuss the apprapriateness af international
folktales as children's literature and as media that reveal values that
are common across cultures. The common values found in the oral
traditions of widely divergent cultures are a compendium af our
common ethical heritage. It is with these tales that we can initiate
the discussion, development, and acceptance of multicultural values.

Having discussed the theoretical background that led me ta
select international folktales as the medium of the curriculum 1
briefly describe the design of the curriculum. Designing a curriculum
has its awn theoreticaI considerations that apply to the construction
of a meaning-making activity (The New London Group, 1996). My
awareness of these considerations helped me in the construction of a
meaning-making activity that promotes muiticuiturai values.

After completing the curriculum design, 1next determined the
methodalogy of how ta research the curriculum. 1decided to base
this methodology upon qualitative research practices. 1wanted to
explore areas af my experience and the children's that do not lend
themseives to quantitative practices. 1was not interested in how
many value responses 1could get from the children, or where these
values lay in a hierarchy; 1was interested in what kinds of value
responses the children had to the folktales 1presented to them. The
qualities of the falktales that excited or bared the children interested
me as weIl. Certain qualities were quantitative such as the length of
the story, but mast qualities, such as the humor in the story, cannot
be easily translated into numbers. It is difficult to conceive of
translating the experience of teaching the unit through numerical
comparisons. 1am not against quantitative studies and admit that
quantitative material did come up in the research. 1have attempted,
on the other hand, to keep a qualitative flavor ta the research as it
was generally more suitable to what 1wanted ta do.

1conducted the research in two phases: a pilot study and a
principal study. The pilat study helped to select the international
folktales that were best suited to multicultural objectives and further
reflne the curriculum design. It was vital ta understanding the value
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responses that children have ta internatianal falktaIes. Becoming
farniliar \vith the kinds of value responses that the stories prompted
was necessary to determine if international falktales were a suitable
medium for the curriculum. The pilot studyalso helped ta reveal
which tales captured the interest of the children. The principal study
facused on determining the effectiveness of the curriculum. 1wanted
ta field test the curriculum in an actual classroom and have the
experience of teaching the unit myself. Using qualitative research
methods allo\\'ed me to translate my experiences inta knowledge that
helped to refine the curriculum and enhance its effectiveness in the
classroom.

Each phase of my research involved different procedures. 1
shaH elaborate upon the procedures and events involved in each
phase of the research before reporting the results. The pilot study
"vas enacted \\Tith a small group of five to eight fifth graders. Over
the period of flve flfty-minute sessions \ve read five folktales and
discussed them. This part of the research provided valuable
information about the kinds of value responses that the children had
and ""hat qualities made a folktale entertaining for these children.
The second phase of my research "",as a principal study that
investigated the experience of teaching the curriculum in an actual
classroom situation. Over the period of ten sLxty-minute sessions the
class worked in groups reading and performing five different
folktales as \vell as creating and performing five moral tales of their
o\\!n creation. The results of the principal study "vere very positive
and demonstrate the educational benefits the students received from
experiencing the curriculume

The research led to a number of conclusions and
recommendations for the teaching of multicultural vaIues in the
classroom. 1am criticaI of the research in that it wasn't able to
explore the children's subjective experience. The research did reveal,
however, that this project involved areas of intersubjectivity. The
methods used did not bring up accurate representations of individual
perspectives as it did representations of how the experience of the
folktales formed as a group activity. The ethical meaning of the tales
came about as a collaborative effart bet\\'een the members of the
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group. What l was seeing \vas the experience of an interpretive
community. It is this experience that l focused upon. Since the
enacting of multicultural values is an intersubjective experience it is
only natural that the research focused upon the experiences of the
individual children in a group orientation. 1 make no claim that the
research communicates what was really going on in each child's
thought processes. The research relates ho\" the children's individuaI
perspectives came together to create a unified group interpretation
of the ethical meaning of the folktales.

There were other problems in that the curriculum produced
undesirable ethical responses as weIl as desirable ones.
Represen tations of violence and stereotypes did occur in the
chiIdren's experience of the folktales and the staries that they
generated themselves. These representations of violence and
stereotypes have to be confronted with critical thinking skills in
order to give them a multicultural moral contexte At the same time
the stories also gave the students the impression that there are good
people everywhere and helped them use their imaginations in the
process of the moral development of common values. Since the
curriculum gave much enjoyment ta the children and motivated
them ta use their o\tvn imaginations ta internalize multicultural
values, the curriculum is a worthwhile set of acti\'ities despite its
weaknesses. It is not a miracle cure for our multicultural \voes, but it
is something that can be done to help us on our \vay to\vards the
creation of a peaceful, just, and cohesive multicultural society. 1shaH
now go on to elaborate in much greater detail the inteHectual and
educational journey that has led me ta the completion of this thesis. l
shaH begin with a literature revie\\' of the theory that started my
voyage.
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Chapter 1

Theoretical Background and Literature Review: Bringing
Together Multiculturalism, Anthropology, Human

Universals, Folktales, Children's Literature, and Values
Education.

1. Multiculturalism and Anthropology

Once we, as educators, commit ourselves ta a multicultural
society we are faced with the problem af the search far values that
will allow people of different cultures to interact with each other in a
peaceful and just manner. A cohesive society is one where everyane
shares sorne basic ethical values. If we are ta have multiculturaI
cohesion within aur society we have ta identify ethical guidelines as
ta the best ways for cultures to interact with each other. Once
identified we can bring these values into our educational curricula.

Before we can delve inta what multiculturalism is and what
multicultural values are it is important to take a look at the
development af ideas in the twentieth century about culture and our
inbarn nature. The issues that arose from the development of
anthropological theory and its practice relate directly to the
foundatianal ideas behind liberal and critical multiculturalism. The
nature-nurture debate has had a great influence on our modern
conception of culture and values. It is at the core of the modern­
postmodern conflict and the difference between liberal and critical
multiculturalism. As faith in a universal human nature weakens and
belief in social canditioning grows stronger more importance is
placed upon a culturels influence upon individual identity through its
values. The history of anthropolagy as it has attempted ta define
nature and nurture in regard ta humanity demonstrates many of the
issues surrounding multiculturalism.

At the end of the nineteenth centuI)' anthropolagy was just
beginning. English anthropalogists set out in the tradition of
humanism to fmd the universal truth about humanity. What they
reported as universal truth had atone that did not portray the

15



(

(

objectivity that they were proclaiming. Instead of truth nineteenth
century anthropologists brought forth their own ethnocentrisme
Certain facts were indisputable:

That the industrialized countries were the most intelligent in
the world, that they therefore had progressed the farthest, and
their institutions were manifestly superior to those of other
people. (Hatch, 1983, p. 26)

It was this ethnocentrism that twentieth century anthropologists
would react against.

The history of nineteenth century anthropology demanstrates
the fallacy that liberal multiculturalism has often fallen into. Instead
of finding universal truths about human nature, the humanist
tradition within nineteenth century anthropology projected
culturally specifie values as the cammon values that everyone should
follow. In this fashion the values of nineteenth century European
industrialists became the central values around which cultural
interaction was judged. This Eurocentric attitude has held its ground
throughout the twentieth century and has only recently shawn signs
of being de-centered.

The reaction against nineteenth century anthropology took the
form of cultural relativisme Western society was no longer feeling so
positive about itself at the turn of the century. This pessimistic mood
created much self-criticism about Western society:

Cultural relativism was another manifestation of the skepticism
and pessimism that was growing in America. Relativism denies
the social, moral, and intellectual preeminence of Western
society: it asserts that our own values, beliefs, and institutions
cannot be shown to he better, and the principle which
underlies our position vis-a-vis other societies is the principle
of equality. (Hatch, 1983, p. 32)

Faced with the weakening powers of the church, political upheaval,
and drastic shifts in art and philosophy, cultural relativism entered
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the twentieth century deeply critical of the traditions of its
predecessors.

One of the first cultural relativists was Franz Boas. Boas
Ifanacked the notion of progress ... the traditional beliefs about our
moral and cultural superiority and toward the use of our values as
absolute standards of judgment" (Hatch, 1983, p. 39). Many
anthrapalogists were beginning ta realize how abusive Western
society's colonization of ather cauntries had become, especially in the
imposition of Western government and Western values through the
use of military power. Cultural relativism helped ta clarify the
ideology that was allowing this ta happen.

Boas had many students who championed his ideas and became
praminent anthropologists. Amang the foremost were Ruth Benedict,
Melville Herskovitz, and Margaret Mead. Each of these three
personalities facused upon aspects of cultural relativism that explore
two of the fundamental cancepts of critical multiculturalism: the
politics of difference and the de-centering of Western values.

Benedict pointed out cultural differences in her research. These
differences proved for Benedict that it \vas culture that was
responsible for defining humanity. There was no standard by which
Western society could judge other cultures as its o\vn values were
just the product of random cultural forces:

Societies cannot be ranked relative ta one another because
there are no criteria - or values - that transcend cultural
boundaries. (Hatch, 1983. p. 4ï)

With Benedict, values were supposedly excluded from anthropology.
In its scientific desire to be objective and non-judgmental of other
societies, anthropology took a relative stance to\\'ards the values of
other cultures.

Herskovitz (Hatch, 1983) and !\1ead (Bro\\'n, 1991) actively
attacked Western values. Herskovitz argued that it was not a higher
morality that allowed Western society ta daminate the world; it was
superior technology, especially weaponry, that gave prominence to
Western countries. There were many African and Asian countries, for
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example, that had much more complex and humanitarian systems of
values, but this was no match against Portuguese muskets. Accorcling
ta Herskovitz Western society had no reason ta believe that its
values were superior to the values of athers.

Mead implied that Western values were dysfunctional by
promoting the values that she felt were in primitive societies. Mead
saw certain values in primitive societies as creating peace and
hannony. Since these values were often the oppasite of Western
values we can see how Mead was critical of Western society. Mead's
work in Samoa exemplifies her criticism of Western values:

These differences between Samoan and Western civilizatians
paid off not only for adolescents but for Samoans in general:
according to Mead, Samoans lacked the neuroses we have in

great numbers and in particular lacked frigidity and psychic
impotence. (Brown, 1991, p. 16)

Cultural relativism became more than just a science espousing a
neutral attitude towards values; it became an attack on Western
values.

The respect for difference as espoused by Benedict resurfaces
in critical multiculturalism as the politics of difference. It is not the
fact that there are cultural differences that creates lopsided power
structures; it is how people react ta these differences. Herskavitz and
Mead's attack on Western values aIsa reappears in critical
multiculturalism as the attempt ta deconstruct the Euracentric values
that have become the center of modern industrialized nations.
Eurape's colonization of recagnized modes of identity led ta the
damaging abuse of the self-esteem of thase who were colonized
(Fanon, 1968; Memmi, 1991). In order to free colonized peoples from
the false identity imposed upon them by their colonizers, it is
necessary to dethrone Western values from their privileged center in
society.

Cultural relativism's treatment of values correlates ta an
existential philosaphy where mankind is ultimately responsible for
its o\\'n meaning. For cultural relativists this meaning came fram
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random cultural processes. This meant that there was no basis upon
which to judge the values in another country. One set of values was
no more important than another.

Cultural relativism, like existentialism, was meant to have a
liberating effect. Cultures, and the people \vithin them, were free to
follow their own moral guidelines. There were, however, certain
problems \\'ith cultural relativism that its proponents could not
extricate themselves from. One prablem that the cultural relativists
had was their inability ta stay objectively neutral towards values.
Their own philosophy stated that values from ane culture cauld not
be campared with the values from another culture. Yet cultural
relativism's attack on Western values was daing j ust that. Instead of
comparing Western values ta those of other cultures in arder to show
Western societyrs superiority, as the nineteenth century
anthrapologists did, cultural relativists compared Western values to
those of ather cultures to show the inferiority of Western values
(Hatch, 1983). Cultural relativism was nat as neutral as it professed
ta be. Behind a facade of neutrality lay an ideology of anti-Western
values. This ideology did have positive effects in that it called for
tolerance of other cultures and strove to curb the abuses that
Western society was inflicting upon people from other cultures.
Critical multiculturalism carries on this tradition. Multiculturalism,
ho\vever, is not the same thing as cultural relativisme There v"as a
negative side to cultural relativism that has led multiculturalists to
abandon a neutral approach to ethical values.

Cultural relativism could not apply values across cultural
boundaries. Its assumptions restricted people from judging and
interfering v·.rith the values of other cultures and the treatment of
people within those cultures. Cultural relativists were supposed to
idly stand aside while other cultures committed atrocities. This \-vas
not a tenable situation as a responsibility \vas felt for the \vell-being
of other people. Like existentialism, cultural relativism turned from a
liberating philosophy to a dark nihilism that left one powerless to
affect positive changes upon the world. It \vas World War II that
revealed the devastating effects of cultural relativism's shado\\' side.
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The aftermath of World War II shawed that there were limits
to tolerance. People and nations agreed that genacide and
humankind's inhumanity towards other humans could nat be allawed
ta happen. A need for universal human values of "demacracy and
freedam vs. tyrannyand aggression" (Hatch, 1983, p. 103) became
imperative.. The creatian of the UN and the universal declaration of
human rights made it "possible ta arrive at maral principles which
can he legitimately applied across cultural boundaries" (p. 105). The
fundamental concepts af liberal multiculturalism that recognizes the
basic humanity of all peoples and certain fundamental values that
apply ta all cultures were rebarn as a response to the atracities of
World War II. People around the world recognized that they have a
moral responsibility towards aIl of humanity, and not just their own
particular culture.

The adherence to the prosocial values expressed in the
universal declaration of h uman rights is \\'hat separates
multiculturalists from cultural relativists. It is now recognized that
there are limits ta relativism.. The support of certain human rights
provides the grounds for which people can make judgments about
what is going on in other cultures. We may nat have the right ta
force our own culture upon other people. but we can legitirnately
make the effart to protee! people in different cultures from human
rights abuses such as genocide and torture.

This brief history of cultural relativism in anthropology
introduces us to the differences between liberal and critical
multiculturalism. l shaH now relate in greater detail ""hat these
differences are and the criticisms that have been made of each school
of multiculturalism. It is my hope to demanstrate that these t'Wo
schools of multiculturalism can be brought together in a more holistic
version of multiculturalism.

Liberal multiculturaiism, like modernism, has been represented
as a humanist position that emphasizes the similarity amongst aIl
people. It is an "essentialist" position in that it recognizes a universal
human essence or nature by postulating a basic equality amongst ail
human kind:
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Liberal multiculturalism argues that a natural equality exists
among whites, African-Americans, Latinos, Asians, and other
racial populations. This perspective is based on the intellectual
"sameness" among the races. (McLaren, 1994, p. 51)

This liberal perspective goes back to the same enlightenment
humanism that gave birth to the rhetoric of the American Revolution
where "all men are created equal".

Critical multiculturalists such as Mclaren (1994) and Bhabha
(1994) criticize this idea of equality for it masks the inequalities in
power that exist between cultures. By promoting similarities over
differences liberal multiculturalism contains the differences between
cultures within the power structures of the dominant culture. If the
equality amongst humans is to be a premise in multiculturalism it 1s
our responsibility to point out that this equality has not yet been
achieved in the political arena

As 1have pointed out befare, liberal multiculturalism has aIso
been eriticized for its tendency ta take culturally specifie
perspectives and project them as a universal norme In particular
liberal rnulticulturalism is guilty of declaring a Eurocentric viewpoint
as the universal deÎmition of humanity:

This view often collapses into an ethnacentric and appressively
universalistic humanism in which the legitimating norms which
govern the substance of citizenship are identified most strongly
with Anglo-American cultural-political communities. (Mclaren,
1994, p. 51)

Tbese criticisms construct liberal multiculturalism as a tool of ",'bite
terror that attempts ta equate the \\'hite aspects of being h uman as
the superior aspects of being hutnan.

The versions of liberal multiculturalism that lean more towards
the politicaIleft have also been critieized for their tendency to
essentialize, or stereotype, racial groups. Elaine Schwartz (1995)

points this out in her discussion of Shannon's (as cited in Schwartz,
1995) critique of modernist multicultural theory as expressed by

21



(

Bishap (as cited in Schwartz, 1995) and Harris (as cited in Schwartz,
1995):

Shannon specifically addresses their tendency ta deflne
multicultural children's literature as literature that is byand
for "people of color" (p. xiv), which he maintains is an exclusive
deÎmition that reduces the concept of multiculturalism to racial
essentialism. (p. 636)

Left-liberal multiculturalism is represented here as contributing to
the exoticizing of other cultures where an essence of other races is
portrayed as defining elements flXed "independently of history,
culture, and power" (Mclaren, 1994, p. 52).

These criticisms of liberal multiculturalism are accurate and
not ta be denied. They do, however, create a stereotype of their own.
Anyone who professes ta find cammanalities and universal
structures in humanity becomes implicated as a protector of
Euracentric homogeneity who is prone ta racial stereotypes. Thaugh
Schwartz and Mclaren may nat have intended to stereotype aIl
universalist pasitions in this fashion their rhetoric does have the
potential of the logical fallacy that stereotypes create. Just because
all Euracentric theories are based upon a universal humanism does
not mean that aIl who hold ta a universal humanism are Euracentric.
There are many spiritual beliefs in Eastern and Native American
societies that aIso claim a unity ta humanity, yet one can hardIy caIl
these vie\\'points Eurocentric.

As we turn our gaze ta critical multiculturalism we can see that
critical multiculturalism, like postmodernism, focuses upon
differences and inequalities. Cultural oppression is exposed when the
dominance one culture has \\'ithin society is revealed. Minority
cultures have no access to authentically representing their identities
because their culture is represented by the dominant culture and not
by the minority cultures themselves. This leads ta differences in
social power that oppress and abuse thase with lesser power.

Critical multiculturalism also receives its share of criticism. The
criticisms of critical multiculturalism construct the viewpaint that
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critical multiculturalism is divisive and alienating because it adopts
the postmodernist assumption that communication is impossible
between subjects in different locations. Casernent (1993) discusses
Habermas' (as cited in Casernent, 1993) criticisrns of Derrida and
Foucault in order ta illustrate this point:

Still, he [Habermas] is critical of Derrida and Foucault for
abandoning the possibility of human understandings that
transcend local contexts. (p. 36)

Casement criticizes theories that adopt the vie\'Vpoint of
deconstructionism as excessivel)' "sophisticated and jargonized ...
holding that local conditions leave subjects inescapably trapped,
unable to achieve transcendence and to agree on universals" (p. 36).
Here it is implied that critical perspectives, through their connection
\\'ith postmodernist theories, deny the possibility of intercultural
communication.

Another criticism of critical muiticulturalism is that it is anti­
democratic. It is argued that, by denying unit)', critical theories deny
demacracy as a unifying principle. Casernent supports Rarty's (as
cited in Casernent, 1993) criticism of Foucault's political analysis:

He [Rorty] champions democracy as the unifying factor that
respects and holds together a diversity of ideas and gives us
optimism that harmony rather than discard \vill obtain. He is
criticai af Foucault for suggesting that diversity leaves us mired
in power struggles and without hope for anything more. (p. 38)

Critical multiculturalism has also been portrayed as leading to the
terrors of the totalitarian state:

1do not mean ta suggest that aIl or very many of those calling
for "diversity" intend ta bring about a totalitarian form of
government.... 1am only suggesting that what lies behind their
efforts is an animus against their own society and its
institutions and principles, and that this animus, if left
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unchecked, will lead ... to a fonn of government similarly
totalitarian. (Short, 1988, p. 20)

The above viewpoints imply that by denying a liberal modernism
critical multiculturalism denies the modern idea of democracy which
liberal traditions gave birth to.

Any reading of Bhabha (1994), Mclaren (1994), or Taylor
(1994) reveals a heavy reliance on deconstructive terminology and
concepts. It is this reliance that opens up criticaI multiculturalism to
the above criticisms. These criticisms aptly point out contradictions
between postmodemist theory and critical multiculturalism's desire
for the creation of a third space: a space where intercultural
communication takes place in a democratic arena of equal
representation without a dominant cultural center. The paranoid,
McCarthyist tone of the last quote above, however, reveals how the
criticisms of critical multiculturalism construct their own stereotype.
Critical multiculturalists risk becoming jargon spewing, angry,
alienated totalitarians who are a threat ta peace and harmony. This
stereotype is aIso guilty of a logical fallacy. Just because critical
multiculturalism borrows certain terms and concepts from
deconstructive literary theory doesn't mean that critical
multiculturalism is beholden to ail the concepts of this literary
theory. Bhabha (1994) himself states that "1 do not intend to reduce
a complex and diverse historical moment ... into a singular shibboleth
... for the critical convenience of postmodern literary theory" (p. 239).

Crîtical multiculturatism is committed to prosocial values that
calI into question the oppressive structures of society. Giroux (1992),
one of critical multiculturalism's prosocial praponents, separates
himself from postmodernism when he commits himself ta these
values:

Modemism reminds us of the importance of constructing a
discourse that is ethical, historical, and political. (p. 73)

Giroux "is neither modernist nor postmodernist. As a superb
synthetic theorist, he seeks the best aspects of bath" (Kelly, 1993,
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p. 2S). Stereotypes conceal the complexities of position, and the
negative stereotypes of critical multiculturalism above have been
constructed to conceal the values that critical multiculturalism is
committed to.

Breaking down the stereotypes of liberal and critical
multiculturalism is a necessary step towards reconciling the two
paradigms. Paradigm shift does not entail the negation of the
previous paradigm; it entails the repositioning of the paradigm away
from its dominant position. 1 beIieve that multicultural theory, by its
very nature, should he quite conducive to the mixing of paradigms.
Multiculturalism is a space of borderlands (Schwartz, 1995) where
we can "put chile in the borscht, eat whole wheat tortillas, speak Tex­
Mex with a Brooklyn accent" (Anzaldua, as cited in Schwartz, 1995,
p. 647). Adopting a critical multicultural position does not have to
mean the rejection of liberal multiculturalism; it can mean the
reworking of the liberal viewpoint to be in concert with the critical.

Take, for instance, the stereotypes that conservatives are
procanon and leftists are anticanon. These stereotypes have been
applied to liberal and critical multiculturalism but are not necessarily
accurate. As Casernent (1993) points out:

Anticanonism is not a necessary feature of left-wing thinking ...
amidst the over\A/helming rush to promote diversity ... we need
ta maintain a sense of unity. (p. 53)

Critical multiculturalism has its own unifying canon of values, na
vision of a multicultural critical democracy" (Schwartz, 1995, p. 638)
that speaks of Il issues of racism, sexism, class discrimination, and
other concerns as historical and contingent issues" (Giroux, as cited in
Schwartz, 1995, p. 639). In multicultural childrenrs Iiterature "the
best books break new borders. They change our view of ourselves;
they extend that phrase flike me' to include what we thought was
foreign and strange" (Rochman, as cited in Schwartz, 1995, p. 643).
Critical multiculturalism does not deny the need for canonical texts
yet proposes that "canonical texts must be reenvisioned" (Schwartz,
1995, p. 643). It "should aid children in creating a more profound
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and more inclusive Jwe'U (Bigelow, as cited in Schwartz, 1995, p. 645).
The idea of unity in critical multiculturalism is certainly a sought
after ideal, but it is not an imposed unity based upon one cultureJs
ethnocentric sense of absolute and timeless truth; it is a constructed
unity negotiated within the third space (Rutherford & Bhabha, 1990)
where diverse cultures can wark out and work through their
differences from an equal footing of mutuaI respect and power.

It is interesting how these intellectual positions always seem ta
come back to the issues revalving around vaIues. It shouId be clear
by now how the two schools of Iiberal and critical multiculturalism
present themselves and represent each other. The position of a
multiculturalism that is a hybrid of these two schools is aIso fairly
well defined. What is still not entirely clear is what multicultural
values are. We need not limit ourselves ta the values mentioned in
the paragraph above. Like most terms, multicultural vaIues has
multiple interpretations that are possible. Beyond the prosocial
values of critical multiculturalism we have the liberal values founded
in a universaI human nature. In order to explicate the cammon
values that are transcultural we need to go back to the history of
cultural relativism and anthrapology for human universaIs are once
again gaining recognition.

2. Human Universals: Against the Tabula Rasa

In the nature-nurture debate, cultural relativism came in on
the side of nurture. Cultural relativists cited cultural differences as
evidence that nurture was more important than nature in defining
human behaviour. Theyargued that the seeming randomness af
cultural differences showed that human behaviour ",ras entirely
determined by the culture one was brought up in. These theories are
JJtabula rasa" or JJblank slateJJ Theories \\rhase traditions go back ta the
empiricism of Locke and Aristotle (Yolton, 1993). Blank slate theories
argue that humanity is wholly defined by nurture. This implies that
humans have no behavioral traits when they are born. We are
essentially blank slates upan which culture writes its own
definitions.
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The assumption that humans are a tabula rasa at birth has
pawerful repercussions. It means that human behaviour can be
entirely malded through culture and the educatian that it pravides.
AlI ane has to do is come up with the praper intellectual theory and
humans can be developed ta fit the goals of the theorist. Saciety and
its people are engineered by creating an educational and cultural
system that conform ta the engineerls theories. In blank slate
theories not only does culture define humanity, culture can he
invented and human behaviaur contralled.

People have created theories of social engineering with the best
intentions. Social theorists such as Marx or, more recently, Kohlberg
wanted ta improve humanityls situation and bring on new utopias
for us to live in. Unfortunately, such social idealism aften fell apart
when it was put into practice. Tabula rasa theories could not
avercame certain aspects af human nature that kept appearing no
matter how much one tried ta engineer society. C. S. Lewis (1943)
saw what was happening:

Human nature will be the last part af nature ta surrender ta
man ... in the aIder systems bath the kind of man teachers
wanted ta produce and their motives were controlled by the
Tao [universal human nature] - a norm ta which the teachers
themselves were subject They did not eut men ta sorne
pattern they had chosen They initiated the yaung neophyte
inta the mystery of humanity.... This will be changed....
judgments of value are ta be praduced in the pupil as part af
the canditioning. Whatever Taa there is will he the praduct, not
the motive of educatian. (p. 37-8)

c. S. Lewis was deeply pessimistic abaut the results of social
engineering. The history af social engineering in the twentieth
century, in particular fascism and communism, is full of fallure and
the ensuing disasters that these fallures caused. Despite gargantuan
efforts ta engineer a better saciety, these attempts were doomed ta
failure because human universals tenaciously refused ta be malded
ta intellectual theories.
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The limitations of social engineering in its ability to shape
human behaviour is an important lesson for multiculturalism. It is
not possible to engineer a multicultural society that is peaceful and
just from a theoretical blueprint. We can, however, encourage a
multicultural society to evolve through a balanced treatment of
nature and nurture. We can develop educational activities that
promote certain values, but these values cannot he imposed. They
have to he allowed to work within our inborn natures. Our natural
affinity towards certain values has to be taken into account in any
multicultural values curriculum.

Ir wasn1t until after World War II that anthropology started to
look again at humanity's universal nature. Anthropologists began
asking questions about what similarities people have with each other
that underlie the cultural differences. Cultural relativism identified
profound differences, but underneath the differences was a
commonality that could not he denied.

The subject of human universals is still controversial in
anthropology and postmodern theories. There are many who stick to
the tenets of cultural relativism (Brown, 1991). A few
anthropologists are, on the other hand, beginning to place limits upon
the usefulness of cultural relativisme They are not rejecting cultural
relativism completely because culture is responsible for much of the
way we define ourselves. What these anthropologists are doing is
Îmding underlying universals ta human nature and sho\ving how
they interact with culture to create human behaviors.

Donald E. Brown (1991) is one of the anthropologists who has
come to an interactionist position that sees nature and nurture as
interacting together in the formation of human identities. His study
of human universals has led him to conclude "that what we know
about universals places clear limits on the cultural relativism that
anthropologists have developed and disseminated widely" (p. vii).
Brown summarizes the interactionist position as follows:

To incorporate this variousness in the concept of human nature
... a new framework for understanding humanity ... had only
become clear.... The key ingredient in this new framework
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involves replacing autonomous levels of analysis with one that
allows theoretical analysis in terms of interaction bet\\!een
biology, psychology, social organization, and culture. This
interactionist position is required because we now have every
reason to think not that our bodies evolved first, then our
brains, and then our societies and culture ... but that they all
coevolved. (p. 74)

As anthropology has spent much of its time in recent history focusing
on cultural relativity, the interactionist framework needed ta focus
on human universals in arder to achieve a more balanced viewpoint.
Multiculturalism has to do the same in the development of its
theories.

Contrary to the dictates of cultural relativism, human
behaviour is not necessarily randomly determined by culture. There
are sorne traits and behaviors that are shared across cultures. These
commonalities also play a part in our development. Human
universals exist in many different forms and work on many different
levels. 1shaH briefly outline sorne of the types of universals that
Brown (1991) has defmed.

The most common conception of human universals is that of
absolute universals. These are behaviors or traits that are shared by
every single human on the planet. These universals can only be
implied as they can never he proven. In order to prove an absolute
universal \·ve \vould have to study every human being on the planet.
This is not a possibility for us. There are, however, other types of
universals that can be demonstrated.

Behaviors or traits that occur across cultures more often than is
randomly possible are considered to be near or statistieal universals.
In arder to demonstrate these universals one merely has to show
that a trait or behaviour is common across multiple cultures. Thus if
most societies contain a certain trait or behaviour we have evidence
of a near h uman universal. If most societies share a specifie ethical
value then we have a nearly universal or cornmon value.

Obviously humans aIl share biological universals. We all have a
specifie DNA that distinguishes us from other animals. We aIl have
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eyes, ears, arms, feet, and certain internaI organs. Sorne of us are
unfortunate enough not to have sorne of these physical
characteristics, but this is due to abnormalities in DNA, traumatic
accidents, and disease. Certainly we would not calI a disabled person
anything but human. What is not as obvious as these shared physical
characteristics is the fact that we aIl have a similar neurobiology.
This leads to psychological universals that forro the basis of what is
thaught of as a universal human nature.

nUniversals necessarily raise questions about human
psychology and the evolution of the human mind" (Bro\vn, 1991,
p. ï3). Common behavioral traits and common conceptual
experiences can be traced ta our common psychology. Humanity
shares many traits such as the potential to acquire language. We aIso
share experiences such as making decisions. The universality of these
traits and experiences points toward the universality of our
psychobiological rnakeup. We all share the same type of brain that
has e,,"olved over millions of years. Brown (1 991) discusses Irving A
Hallowell's (as cited in Brown, 1991) contribution to increasing our
av·:areness of psychobiological universals:

He [Hallo\\rell] criticized anthropology for paying no more than
Hp service ta a vague concept of the psychic unity of humanity.
and he criticized bath anthropology and psychology for
assurning that humanity is a product of evolution and yet
failing to explore hurnanity's psychobiolagical nature in an
evolutionary perspective. (p. ï 3)

Recognizing that our psychology coevolved \\'ith our biology is a
significant step in recognizing that there is a universal nature that is
shared by all humanity.

Any prosocial change that \\'e \vant to enact has to take into
accaunt universals of human nature. Otherntise we \\'ill not he
successful in our endeavors. The iniquities of social engineering have
sho\'\'n us this. Our nature, ho\\'ever, is double sided. We have the
potential to do great good as \\rell as great hann. There is an ugly side
ta humanity. This side is our potential for greed and the desire for
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the power ta dominate others. We also have the potential ta enact
violence and cruelty upon each other as weIl the patentia! ta cause
widespread destruction of the environment. On the other hand, we
still have the capability for altruistic actions. We can correct the
mistakes we have made and heal the wounds we have caused. We
can cooperate with each other ta form communities that promote our
well-being. Our nature is a paradox where we are not barn neutral.
We are barn with the patentia! ta express a bright positive side of
our nature that leads to altruism and a shad0""Y negative side that
leads to oppression and suffering.

We cannat rely solely upon the nature we are barn with ta
promote our well-being. We may have no choice as to the nature we
are barn with, but we do have a choice as ta which side of our nature
we are going ta proroote. This is why we need culture. It is our
cultural upbringing that can guide our free will ta choose the
expression of the positive side of our nature. Free will is the key to
how our universal nature and our culture interact with each other in
arder to create ethical values.

It can now be seen that there are at least three interpretations
that are possible for multicultural values. Values that are common ta
more than one culture are multicultural. Educators can use the
shared values that are widely diffuse throughout the world's cultures
on a statistically universal level ta help create empathy between the
members of different cultures. There are also the universal ethics
expressed in the Universal Declaration of Human Rights that apply ta
aIl of the countnes who have signed this declaration. These are
multicultural values that have been constructed through
international negotiation and can be enforced through legal means if
necessary. Finally there are the prosocial values, espoused by critical
multiculturalists, around vvhich cultural interaction needs to take
place if it is to be just and peaceful. Among these are the values of
liberty, equalityt and justice that Giroux (1992) envisions for
multicultural societies. Our task as educators now becomes one of
identifying the multicultural values we want ta teach, choosing the
proper medium and methods through which ta teach these values,
creating curricula, and researching the curricula to make sure that
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they function in the way that they were intended. My own
completion of this task shaH he the subject of the rest of this thesis.

3. Identifying Mul tieu! tural Values: The Crucial Role of
In ternational Folktales

Promoting specifie values within the classroom is often
controversial. For many people vaIues should he taught at home and
not in the classroom. It is for this reason that many teachers try to
take a neutral approach to values. Unfortunately, as has been
previously discussed in the introduction, this is not a tenable
situation. Everything taught at school is taught within a context of
values or else it would not be taught at all. Any knowledge or skill
that becornes curricula enters into education because the society
behind the educational system values such knowledge or skills.
When schools attempt not to teach values, the students can receive
mixed messages that range from the unimportance of values to the
freedom to do whatever one wants:

Where there is no systematic discussion of values and value
issues in the classroom, children may he more likely to develop
values haphazardly, and indeed it is not uncomrnon for the
values which pupils develop in school to he different from
those the school intends. (Halstead, 1996, p. 4)

The educational establishment's failure ta recognize values when
combined with parents \\'ho are unable, or do not take the time, to
teach values can lead to the 10ss of values. Children in such situations
open themselves up ta the profit motivated values presented by the
media or even the anri-social values that are promoted by criminaI
gangs.

Whether the school performs a conservative function of
maintaining the values that keep a society stable or a prosocial
function of transforming society ta enhance the well-being of
everyone, values are a vital part of the school curriculum. We must
learn ta question values and discuss them in arder to determine their
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viability in today's society. We must have a critical consciousness
towards values and accept or reject them. What happens, however,
when we question a value and come to the conclusion that it is
worthy of being promoted? Whether we want to maintain aspects of
our society or transfonn them for the better our responsibility is to
teach the values that we desire for our community.

Navigating the range of values that apply to multiculturalism is
a daunting task. Everyone seems to have their own canon of values
that they think should be taught. Sorne of the values and value areas
which are considered ta be either multicultural or prosocial are: self­
esteem, empathy, cooperation, rationality (Bottery, 1990), caring,
appreciation, knowledge, prosocial action, generosity, helpfulness,
gentleness, consideration, aesthetics, work, friendship, love (Jarrett,
1991), equality, education, awareness, breadth of outlook,
integration, wonder, courage, ecology (Beek, 1990), freedom,
economy, government that serves the many instead of the few
(Nyerere, 1965-67), justice, mercy, magnanimity (Lewis, 1943),
community, communication (Dewey, 1916), peace and non-violence
(Gandhi, 1951) to name just a few. As educators we can choose which
values to teach in our own classrooms. The values and value areas
that l choose as being important to the peaceful and just interaction
betvveen cultures are: rationality/critical consciousness, peace, non­
violence, cooperation, tolerance, caring, appreciation, friendship,
communication, equality, freedom, preserving the environment,
work, political action, and justice. l see every item in this list as
helping to encourage harmonious interaction between cultures.
However, when we make a personal choice as to which values to
teach we open ourselves up to the criticism that we are imposing our
own values upon the students. Our own personal choice cannat be the
only guide we have in choosing which marals to pramote in the
classroom.

Creating a particular canon of values ta be followed in
education is problematic. The creation of a staric set of values does
nat fit weIl into a pluralistic society:
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It would be a serious mistake to view it as a matter of
dreaming up a list of values or opting for a prepackaged set ...
Schools must pay attention to the diversity of values in the
communities they serve (which are themselves in flux) as weIl
as in society at large. (Halstead, 1996, p. 8)

At the same time:

Without shared values it is impossible to find a basis for the
establishment of common institutions within society. Clearly
there could be no society at all without a minimum set of
cornmon values and standards of behaviour. (Halstead, 1996,
p.7)

Unless schools rnake the effort ta articulate their values and
develop sorne clarity of vision, they will not be in a strong
position ta pursue their task of developing pupUs'
understanding of values and helping pupils ta develap their
own commitrnents. (Halstead, 1996, p. 8)

Halstead articulates here the same paradox that lies within the term
of a muiticultural society. How can there be a multiplicity of cultures
within a single society? How can there be a plurality of values while
conforming to a set of common values?

We could try to present as many values as we possibly can and
have the students try ta absorb it all and choose for themselves. This
would require much time and resources to accomplish. It could also
present morality as a complicated and burdensome endeavor that
rnay lead to confusion and a lack of motivation to address ethical
issues. As Mike Bottery (1990) has painted out:

There is a need for a simple and understandable morality, one
on which we can ail agree. (p. 2i)

1s there a simple and understandable morality that encompasses
many of the above principles? l think that the principle of promoting
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everyone's \'Vell-being has the potential ta bring together the myriad
of prosocial and multicultural values that are vying for
representation. Elyin Hatch (1983) caUs this the "humanistic
principle":

It may he called the humanistic principle or standard~ by \r\'hich
l mean that the \r\'ell-being of people ought to be respected.
(p. 134)

There are nvo levels to the humanistic principle; these are
humaneness and the need for a reasonable level of materiaI
existence:

Humaneness: that it is goad ta treat people \lvell ... or that \r\'e
should nat do one another harm.... It is \r\Tong for a person to
be indifferent to\\'ard the suffering of others. (p. 135)

People ough t to enjoy a reasonable leveI of material existence:
we may judge that povert)·, malnutrition, material discomfort,
and the like are bad. (p. 135)

This principle can go far in creating an umbrella under \\"hich other
values can find a contexte

The humanistic principle faIls short in that there are many
values that people and cultures have that do not necessarily faIl
"'ithin this reaIm. Here is where the value of tolerance that cornes
from culturaI relativism cornes into its proper position. Tolerance is
not just "putting up with" values that are different. Tolerance has the
sense of mutuaI respect and peaceful coexistence. Much of the
"cultural inventory of a people faIls outside the scope of the
humanistic standard" (Hatch, 1983, p. 137). Leaming not to judge
this cultural inventory negatively and appreciate cultural differences
is ultimately going to allow people the freedom of finding well-being
in their own particular "'ay. Thus the humanistic principle tells us
when we can make ethical judgments, and tolerance tells us when we
should \vithhold our judgment. Combining tolerance with the
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humanistic principle achieves an understandable starting point for
the teaching of multicultural values.

It is here where the use of international folktales can be used
as media that guide students towards the understanding and
acceptance of tolerance, humaneness, and the need to provide
everyone with a reasonable level of material existence. Narratives
are powerful tools in values education:

Narrative can aIso serve as an interpretive lens for reflecting
the storied nature of human lives, for understanding the moral
complexities of the human condition, and for enabling
classrooms to expand their borders as interpretive
communities. A good story engages and enlarges the moral
imagination, illuminating possibilities for human thought,
feeling, and action in ways that can bridge the gulf between
different times, places, cultures, and beliefs. (Witherell, 1995,
p.40)

As narratives, the use of international folktales fulfills a double
purpose: that of revealing a common morality of goodness and the
appreciation of cultural differences. By exposing children to folktales
from around the world that contain the same moral messages.
children can increase their empathy for others through the
realization of shared morals; the term "like me" (Schwartz, 1995)
becomes more inclusive as children broaden their defmition of the
moral group they belong to. Children can also see how this common
morality is expressed differently in each culture. They can see how
each culture has adapted in its own "vay both ethically and
materially to the environment they exist in.

Folktales are particularly useful in that they help us determine
what are the common values that transcend culture. These stories do
not provide us with a set canon of values that can be adopted
universally. They reveal values that have been commonly expressed
throughout history by different cultures. Folktales are ancient tales
that relate many of the values upon which a culture is founded. If 1
can find the same values in multiple stories around the world 1can
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escape the criticism of promoting a monocultural viewpoint within
the classroom. How do 1know that the values that 1 am promoting
are truly transcultural? 1know because these values have existed in
widely divergent cultures for thousands of years. It is the folktales of
these cultures that tell me so.

Now that 1have identified a simple framework of values ta
teach and the media through which to teach these values it is
necessary to enter a critical process in order to design an educational
unit oriented towards values education and multiculturalism. Since
this curriculum will he using the folktales as literature for children it
needs to be determined if folktales make good childrenrs Iiterature.
If the curriculum is to use folktales through which to enact values
education, the style of values education that international folktales
will be incorporated into also has to be chosen. 1shaH first explore
the question ofwhether or not folktales are good childrenrs
literature.

4. Folktales: A Source of Wisdom or Nightmares?

In arder ta understand the aspects of education and
entertainment that make good children's literature, it is important to
understand the development of canonized and non-canonized
childrenrs literature. Western society's notion of childhood and
childrenrs literature split childrenrs literature into two camps:
literature for education and literature for entertainment. This led to
canonized and non-canonized forms of children's literature. The
educational establishment in society developed canonized children's
literature whereas commercial interests developed non-canonized
forms of childrenrs literature.

Canonized childrenrs literature developed from what adults
thought of as appropriate for children. Central to its creation was the
"adult control of childhood" (Hunt, 1994, p. 164). At first glance this
sounds rather sinister, but it would he hard to envisage children
taking care of themselves and educating themselves without sorne
adult guidance. When we read staries ta children in school, our
intention is for the students to gain an educational experience from
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them. Part of this experience lies in learning how to read and
effectively decode a texte Another part of the educational experience
in reading goes beyond the concerns of functional literacy; reading
also provides an education in culturalliteracy as weIl. Through the
selection of certain stories, educatars hope to convey cultural
material in such a way that the students will internalize this
material. Bath the functional and cultural concerns of educatian led
ta canonized children's literature.

Care daes need ta be taken in the use of cananized children's
literature. If the story's message is averbearing and the story lacks
Iiterary qualities the children tend to dismiss it as overly moralistic.
Hunt (1994) quotes Edwin John Brett (as cited in Hunt, 1994), a
Victarian writer of cheap fiction, in arder ta illustrate this point:

'Our tales and articles do not cantain "sermons in disguise"
which are always distastefuI ta boys.' Cp. 63)

When children, not just boys, perceive the author talking to them as
an authority imposing unwanted tiroits upon their behaviour,
children are likely ta block the internalizing of the story and its
message. Eliseo Diego (as cited in Bacon, 1988) is weil aware of this:

There's no sense in denying that reading material is a vvay of
inducing moral values, of bringing children ta appreciate what
is goOO. You can use, for instance, a short stary very subtly to
awaken racial prejudice within the child, or yau can use it to do
exactly the opposite. But it is very clear that, \\l'hen it cornes to
children, things must be done subtly, not obviausly. Children
like ta draw their own conclusions. (p. ï)

Using literature ta educate children is not such an awfui thing ta do if
we allow children the democratic freedam of drawing their own
conclusions. It does, however, need ta he done subtly, skillfully, and
with the likes and dislikes of the child audience in mind as weIl as
what we are trying ta educate.
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The likes and dislikes of the child are weIl understood by
commercial publishers. Publishers found certain types af staries, first
published cheaply in the form of chapbaaks, ta be very popular
amongst children and therefore very profitable (Shavit, 1986).
Chapbooks contained stories that were short, easy ta read,
predictable, and full of illustrations. Although chapbooks were not
originally published for children, publishers saon became aware that
children were reading them in large numbers. A new market of non­
canonized literature for children apened up, and publishers were
quick ta take advantage of it. Chapbooks contained sangs, jokes,
romance, adventure, fantasy, and abridged staries. It is here where
publishers found a model for the thematic material that one fmds in
the novels, magazines, and comic books that children buy for
themselves today. What makes this literature sa attractive ta
children is its entertainment value. This kind of literature is
accessible to children and lacks the moralistic tone of Iiterature that
is taught in school. This is what makes non-cananized literature sa
popular.

More recently there has been a greater interminglïng between
the canonized and non-eanonized forros af children's literature. In
arder ta be more entertaining educationalliterature has adapted
much of the structure of the non-canonized literature. This
encourages the children to focus on the text far longer periads af
time. It aiso apens up the children ta the internalizing of its message.

One of the changes made in canonized children's literature was
the acceptance of fantasy. Imaginary staries which are very papu}ar
amongst children were at one point shunned by the educational
establishment. Eventually, in order to make the literature at schooi
more entertaining for children, "the imaginary story was accepted by
the cananized system" (Shavit, 1986, p. 1ï6). Since children were not
captivated by dry, maraIistic staries canonized children's literature
had to look ta its non-canonized counterpart in arder to recaptivate
the children's attention.

At the same time non-canonized children's literature has had ta
include an educational element and reduce inapprapriate thernes.
The reason for this is that many parents still exercise sorne cantrol
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over what their children read. Publishers are aware of the fact that
children get much of their money from their parents. Often children
must have permission from their parents to buy reading rnaterial.
The reading material that the child buys needs ta have elements of
canonized children's literature, if it is ta meet the approvai of parents
who are careful abaut what their children read. In arder ta remain
profitable, nan-canonized children's Iiterature has been farced ta
utilize the educational element of cananized children's literature.

Good children's literature contains elements of bath the
canonized and non-eanonized traditions. Even in the early days of
children's literature there were thase who realized that children's
literature had to balance the needs af the child with those of the
adult. One of children's literature's first successful publishers, John
Newbery (as cited in Shavit, 1986), knew this:

Newbery skillfully combined elements of chapbaaks, which
appealed to the child, with morality, which appealed ta the
teacher and the parent. (p. 166)

This combination of entertainment and ethics has praved to be key
to what people look for in children's literature.

Peter Hunt (1994) aIse gives us sorne important insights as ta
~\'hat makes gaod children's literature. He, too, touches upon the
ability of fantasy to meet the requirements of good children's
literature. According ta Hunt, children's literature shouid cantain:

Strong nostalgie/nature images; a sense of place or territory;
egocentricity; testing and initiation; autsider/insider
relationships; mutuai respect between adults and ehildren;
closure; warmth/security - and food; ... the relatianship
between reality and fantasy ... in many ways the use of fantasy
is at the heart af the adult-ehild relationship in literature.
Paradoxically fantasy embodied radical revelations of the
human psyche and thus, apparently, is suitable for children.
(p. 184)
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From the very beginnings of children's literature that go back ta
Perrault and Grimm (Shavit, 1986) to the present, fantasy plays a
key role in \vhat defines children's literature.

In no wayam l arguing against children's literature that
portrays children in realistic social settings. Social realism is effective
in providing counseling for the children who face many of the same
problems that the characters in socially realistic narratives face. This
helps ta provide children with sorne guidance as ta how ta cape with
the problems they are facing in their lives. I, myself, used Myers'
(1988) Fast Sam, Cool Clyde and Stuff, a novel about inner-city
African American children, quite successfully with inner-city sixth
graders. Social realism allows children ta confront their reality from
a safe distance. It is for this reason that social realism has a place in
children's literature as well as fantasy.

On the other hand fantasy is not limited ta the constraints of
the perceived real world as social realism is. In fantasy the chiId's
mind is liberated fram reality. A free imagination gives the child
more than just the ability ta cape with the warld as it is; it gives the
child the potential ta change his or her warld as weIl. It is only \\'ith
our imaginations that we can see inta the future. If we want ta shape
the future inta a better place for us all to live in we first have to he
able ta visualize the future. In order ta do this we have ta use our
imagination, and fantasy is one of the best \vays to stimulate
children's imaginations.

Imagination and fantas)' create wonderful \\'orlds for aur
children ta daydream \vithin. We all knaw haw tharoughly
entertained children are by their o\\'n imaginations. Yet, imagination
is more than just entertaining. Imagination alsa gives children the
ability ta take the past and the present and project it into the future.
This is important for any prosocial curriculum:

Fantasy and imaginative thinking are ... a way of a\\"akening in
children their latent dormant capacity for creative thinking, ta
influence their sensibilities and awareness of the world around
them. (Diego, as cited in Bacon, 1988, pp. 5-6)
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[Fantasy is used] to encourage the ability to dream,
indispensable to children. (Elizagaray, 1988, p. 88)

If we are going to teach ethical values to our children that will help
them change society for the better we have ta allow them ta use
their imaginations (Jahnson, 1993) to internalize the values and
determine how theyare gaing to act upon them in the future.

Ali of these considerations have brought manyeducators,
including myself, ta the conclusion that folktales are very weil suited
towards teaching ethical values. These are the very myths and
legends that gave birth ta children's literature in the seventeenth
century (Shavit, 1986). Folktales provide a level of fantasy that
stimulates the children's imagination:

Through these stories and storytelling, we hape to develop and
strengthen children's imagination and language, which are sa
often neglected. (Elizagaray, 1988, p. 8i)

By going back ta the roots af children's literature we come ta the
folktales that have been stimulating children's imagination and
entertaining children for thousands of years.

Not only \vere folktales used for entertainment, they \vere toId
in order to give the peaple of a culture a sense of their history and
their values. Folktales are bath educatianal and entertaining. Ir is
this balance berw-een education and entertainment which make
folktales quite suitable as children's literature.

Folktales have not lost their ability to entertain and educate at
the same time. Even today children who listen to folktales are
"engrossed and \\~illinglyabandon a movie or a television program ta
listen" (Elizagaray, 1988, p. 89). Though entertaining, folktales are
also educational. Their thematic content, although ancient, often
discusses the same issues that are CUITent in todav's societv:.. '"

Children take great pleasure in traditional folktales. Moreover
they provide an ample source of the themes and situations
which contain all of the \\'isdom and popular poetry of their
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ongins. Therefore, we use this rich vein in our source of
material. (Elizagaray, 1988, p. 87)

Folktales and myth form a latticework of narratives that contain a
collective knowledge ofwhat it means to be human (Campbell &

Moyers, 1988). Through the exploration of folktales children explore
the foundations of humanity and the foundations of our common
values.

Folktales can be excellent literature for children. They are both
entertaining and subtle. Their meaning is clear and they allow the
child to draw his or her own conclusions. Folktales are also
educational. Using staries with these traits, as Eliseo Diego (as cited in

Bacon, 1988) has pointed out, is an effective way of encouraging
children ta learn and internalize ethical values.

Even though folktales have great potential in education the use
of folktales is not without its dangers. Certain folktales contain
material that is now considered to be inappropriate for the child.
Sorne folktales are suitable for children and sorne are note Folktales
are ancient indeed. We have evidence of certain falktale motifs in
humanity's earliest writings and oral traditions (Lord, 1960; Propp,
1968). The diffusion of the same motifs across much of the \\'orldrs
cultures aIso points towards the folktale's antiquity. These stories are
sorne of the most ancient evidence we have of human culture. Being
a tradition so old and varied, folktales provide a vivid reflection of
humanity. They accurately portray our benevolent and altruistic
nature along with our greedy, violent, and spiteful nature.

Many folktales contain ideologies from various historical
periods that are seen as immoral by today·s society. Certain folktales
can be quite detailed and graphie about the dark side of our nature.
Sorne folktales promote values that are insensitive and even
criminal. It is this kind of material that causes concem amongst
educators about the appropriateness of using folktales in the
elementary school curriculum. Frank Zipes (1988) aptly points this
out
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From a contemporary perspective the tales are filled with
incidents of inexplicable abuse, maltreatrnent of women,
negative images of minority groups, q uestionable sacrifices,
and the exaltation of power. (p. 65)

Alga Marina Elizagaray (1 988), one of the proponents of using
folktales in the classroom whom 1 have already quoted, is also
cautious towards folktales:

Yet we must always remember that these stories ... are
sometimes full of primitive violence, irrationality, and
barbartan customs. (p. 87)

Clearly educators have ta be skeptical towards folktales as they
contain unwanted, as weIl as desirable, material for the classroom.

Many educators have adapted folktales because of the
inappropriate material in them. Elizagaray (1988) is in favor of
adapting folktales. She uses a process of omission, expansion, and
alteration in order ta eliminate or soften the inappropriate elements
in folktales. When we adapt a folktale, however, we can falI into the
habit of rewriting the folktale to such an extent that we impose our
own meaning over the original one. This has resulted in sorne
versions of Cinderella where the fairy godmother goes on lengthy
diatribes against the evils of alcohol (Shavit, 1986). This kind of
adaptation can only distract the child's focus from the ethical values
that were originally in the story. Adaptations can aIso destroy the
aesthetic balance of the tale causing it to be dull and unworthyof
either the child's or the adult's attention.

It may not he necessary to adapt folktales. Within the vast
expanse of folktales there are many that are beautifully written, full
of prosocial ethical values, and lacking of any inappropriate material.
Ifwe put enough time inta researching various folktales we can
select the best folktales which speak to our sense of goodness and
teach them in their original, unadapted forme In this way we assure
ourselves of the authentic authorship of the tale. By being carefully
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selective about the tales we choose ta include in a moral curriculum
we can avoid the dangers that adaptation creates.

If we use a criticaI consciousness in our approach ta the
inappropriate material within a folktale we need not pass over
folktales that contain unwanted ideologies. We can scrutinize the
passages that are inappropriate and discuss them with the children.
We can give our children the skills to decide for themselves what is
positive and what is negative in the story. Not only does this lead
towards the internalization of positive ethical values; it leads ta the
use of critical consciousness (freire, 19ïO) in detennining the
appropriateness of values as weIl. This is vital in encouraging
prosocial change within a society. Thus we do not necessarily have to
eliminate staries with inappropriate material, but we do have to
mediate them with critical thinking skills. It might very weIl be
appropriate for children to discuss inappropriate material through
the use of the children's own critical consciousness.

An exploration of folktales is an exploration of the roots of our
literary traditions. Ir is also an exploration of human nature and the
various cultures and values that our nature has given rise to. These
staries have been used to communicate values for thousands of years
and still hold the potential to do 50. At the same time we should not
succumb to the sentimental delusion that falktales can bring back a
lost age of innocence. When we use falktales ta cammunicate values
in the classroom, we must remember that we are using folktales to
communicate values that are appropriate for today's world. We must
use folktales to communicate the humanistic principles that will help
transform our society for the better well-being of aIl. The values of
appreciation, peace, friendship, caring for each other and the
environment, intercultural understanding, and cooperation between
cultures are just a few of the prosocial values that can be found in
international folktales. These values vvill be sorely needed as we
enter the twenty-first century. 1am not proposing that we should
use folktales ta recreate the past; 1am proposing that we should use
international folktales to create the future.
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5. Values Education: Choosing the Proper Pedagogy of
Teaching Values

l have identified humanistic, prosocial, and multicultural
vaIues that would be beneficial to teach in the classroom as weIl as
the use of international folktales as an appropriate medium through
which to teach these values. It is important to be clear about the
pedagogy of values which is best suited to my purposes. This is the
last theoretical building black that 1 need before 1can present the
design of the unit 1 have developed.

There are many ways to classify values pedagogies. They can
be classified through the type of values being taught (Bottery, 1990);
or through the approach to teaching vaIues (Beek, 1990; Superka,
1976). Explicating the variety of these classifications and typologies
of values education would be a lengthy task. I shaH try to simplify
this task by taking a look at the intention behind the pedagogy:

Whatever form values education takes place, there is a major
debate about whether schools should instill values in pupils or
teach them to explore their own values. (Halstead, 1996, p. 9)

The intentions behind values education are either to teach specifie
values or encourage students to be critical about and explore their
own values. Thus ifwe look at the intentions behind values
education we find two basic pedagogical objectives: instilling, or
promoting, values and the exploration and commitment to values.
Promoting values can he achieved through indoctrination (Beek,
1990), inculcation (Superka, 1976), character education (Halstead,
1996; Gelb, 1994), moral guidance (Maran, 1983), or democracy
education (Gelb, 1994) to name sorne of the approaches to instilling
values in students. Recently exploring values has mainly been taught
through moral development associated with Kohlberg's just
community (Maran, 1983) and values clarification (Superka, 19ï6).
Narrative approaches have been used bath to promote values
(Moran, 1983; Witherell, 1995) and explore them (Tappan & Brown,
1996).
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Exploring values is an important activity. However, if left by
itself it forces the educator into a relativistic stance that must
tolerate all values if they are weIl thought out and committed to. The
values clarification approach exemplifies this. Values clarification is a
popular approach in American schools because it takes a neutral
approach to values. The values clarification method of values
education helps "students to clarify the nature and consequences of
their values and become thoroughly committed ta them, without
passing judgment on whether or not they are objectively sound"
(Beek, 1990, p. 154). The values clarification method teaches seven
steps of valuing:

1. Choose from alternatives.
2. Choosing thoughtfully.
3. Choosing freely.
4. Prizing one's choice.
5. Affirming one's choice.
6. Acting upon one's choice.
7. Acting repeatedly over time.
(Superka, 1976, p. 106)

Values clarification helps the students ta feel positive about their
own personal values. There is a sense of freedom and the ability ta
choose between alternatives in this methodology that is important
for a multicultural society.

Values clarification is highly individualistic in its relative
stance, and it is here where it becomes problematic:

The approach is "assertively" values neutraI ... it is relativistic
in the extreme. (Daman, 1988, p. 133)

There is Httle sense of sharing values in a community in any of the
seven steps. If a student forms her or his values through aIl of the
seven steps we are forced to accept its validity. This means we may
have to accept values that are immoral. Jeffrey Dahmer's valuing of
cannibalism and murder (Prud'homme, 1991) could very well have
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been farmed in accordance with aIl of the seven steps listed above.
Accordingly we would have to accept these values as being good and
appropriate far Jeffrey Dahmer and withhold judgment. The creators
of the values clarification approach assumed that "ultimately those
choices which confirm life and enable the individual to became what
he can be are chosen as values" (Maustakas, 1966, p. Il). This is nat
necessarily the case as this method can be used ta chaose destructive
values as weIl as productive anes.

Moral develapment, though not as relativistic as values
clarification, makes a similar assumption that resolving moral
dilemmas will lead the subject towards a higher morality which is
"mare generalized and abstract" (Moran, 1983, p. 90). However, just
because a value is more generalized and abstract daes nat mean that
it is "better" (Moran, 1983, p. 90). Moral develapment, like values
clarification, does not necessarily create shared judgments as to
which values shauld fann the basis far a cammunity. Exploring
values is an excellent exercise, but it is incompIete as a moral
pedagogy. Beyand clarifying values there is a need ta teach specifie
values in the classroom.

AlI methads of values education that attempt to communicate
and transfer a specifie set of values are promoting these values.
Lately promoting values has been regarded as negative because it is
seen ta impose values upon the students instead of allo1;ving them to
self-generate their awn. These methods tend to be "preachy" about
their morais and thus do not motivate children towards the
acceptance of values. On the ather hand, if we vvant ta live in a
certain type of society ~ve have ta have sorne values that we can aIl
agree ta. If we are to reap the benefits of a peaceful, just, and
cohesive multicultural society we have ta communicate and promate
the values necessary ta do so. Thus promoting values becomes
unavoidabie.

The promotion of values does nat have to be negative or
imposing. We can find imaginative ways of encouraging children ta
self-generate the values we want to share with them without
imposing these values upon them. Promoting values can occur
thraugh praviding the experience of values instead of imposing them.
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Dewey (1916) concerned himself with values and the formation
of a free and democratic community. Dewey observed that that
which halds a community tagether is its shared values. Yet how do
shared values come about? Shared values come from the shared
meaning that accurs in a community. Since shared meaning cornes
from shared experiences we have a Iogical progression tawards
shared values that begins with shared experiences that lead to
shared meaning and eventually shared values. Social cohesiveness
then forms when groups of people act upon their shared values. This
is the type of action that Dewey was trying to create through his
system of education.

The narrative appraach ta vaIues education provides students
with experiences that allaw them ta form a moral community based
upon specifie values as weIl as helping students ta explore values.
The aet of discussing stories creates an interpretive cammunity
within the classraom (Chambers, 1993). As students work thraugh
what they liked ar did not like in the story, what they understaad or
did not understand, the students come ta a univalent negotiated
agreement as ta the interpretation of the story including ils moral
thernes. This experience gives rise ta shared values. By having
students create and share their own moral narratives the students
explore and clarify their awn moral stances (Tappan & Brown, 1996).
This experience has the patentiaI ta reveaI a diversity of values
which the students can accept, reject, or tolerate. Through the use of
a narrative approach to values education bath the goals of promating
values and expIoring them are achieved.

An effective pedagagy of multiculturaI values must have an
understanding of which values are intended ta be taught. The
teaching of these values should begin \vith experiences that the
students share with each other. The students need ta form an
interpretive community in arder ta share the meaning of the
experience with each ather. They must be allawed to explore the
ethicaI meaning of their shared e.xperience and generate their own
values fram these experiences. FinaIly, educators should encourage
the students ta internalize these values and act upon them in order
ta farm a cahesive ethicaI cammunity. We need to create imaginative,
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experiential, and aClion-based moral pedagogies that utilize both the
promotion of values and their exploration. The narrative approach to
values education achieves these goals in a non-imposing manner
which is why a narrative approach that uses international folktales
forms the foundations for the multicultural values education
curriculum that l developed.
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Chapter II

Curriculum Development: Design and Research

1. Creating the Curriculum: A Question of Design

As an educator 1have taken up the responsibility of designing
curricula that meets the needs of the theories 1 have been discussing:

The key concept we introduce is that of Design, in which we are
bath the inheritors of patterns and conventions of meaning and
at the same rime active designers of meaning. And, as
designers of meaning, we are designers of social futures ­
workplace futures, public futures, and community futures. (The
New London Group, 1996, p. 65)

In arder to design a meaning-making activity within the classroom 1

must he clear as ta my intentions. As a teacher rcannat remain
neutrai in my teaching; 1 must have direction:

To the extent that aIl educational practice brings with it its o\\'n
transcendence, it presupposes an abject to he reached.
Therefore practice cannat he nondirective. There is no
educational practice that does not point to an objective; this
proves that the nature of educational practice has direction.
(Freire, 1995, p. 1ï8)

In the curriculum 1am designing my direction cornes from bath
liberal and critical multiculturai theories. 1am attempting to teach
the common humanistic principle that transcends cultures while at
the same time encouraging respect and tolerance for cultural
differences. 1do this using international folktales as a medium and a
narrative approach as a moral pedagogy. The objective that 1am
aiming for is ta help create Bhabha's (Rutherford & Bhabha, 1990)
third space of a de-centered intercultural meeting ground that is the
core of a peaceful and just multicultural society.
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Our public lives are changing as cultural diversity increases.
This means that the conditions of public space need ta change as
weIl:

Instead of core culture and national standards, the realm of the
civic is the space for the negotiation of a different sort of social
arder: where differences are actively recognized, where these
differences are negotiated in such a way that they complement
each other, and where people have a chance to expand their
cultural and linguistic repertoires sa that they can access a
broader range of cultural and institutional resources. (Cape and
Kalantzis, as cited in The New London Group, 1996, p. 69)

This new arder of social space is what l hope ta help create through
the curriculum that 1am designing.

Even though the new norm of public space focuses upon
differences, the ability to focus upon and communicate these
differences requires a certain unity of conditions. If we are going ta
communicate differences we have ta have shared values as ta how
we communicate these differences. In addition ta shared values we
aIso need shared literacies through which we can communicate.
These Iiteracies do not have to use a linguistic mode:

Just as there are multiple layers to everyone's identity, there
are multiple discourses of identity and multiple discourses of
recognition to be negotiated. (The New London Group, 1996,
p. 71)

Beyond the linguistic mode of meaning there are also audio, spatial,
gestural, and visual modes of meaning (The New London Group,
1996). In order for a sharing of similarities and differences it is
important to utilize and share a plurality of meaning-making modes.
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2. The Curriculum: Actualizing the Theory

tvly original intention for the curriculum was ta use the values
and value areas that 1had selected as being applicable ta
intercultural action in the third space. For each of these values and
value areas 1wanted ta select five falktales from v\'idely divergent
cultures whase moral themes revolved araund the same value or
value area. Each day students in the class were to read and discuss
one story. The class would break up into groups and answer general
questions about the story in order to stimulate talk about the story
and encourage a cooperative interpretation of the story (Chambers,
1993). l aise intended to ask the students to describe the characters
in the story and relate what they did or did not like about the
characters' behaviour. r hoped that these questions would prompt a
discussion of the values in the story. At the end of each class period
the students would come together as a class and report upon how
each group answered the questions. By the end of the week the
curriculum should have allowed the students to clearly identify the
value area common to the five staries.

1planned in the following vveek of my curriculum to have the
students create their own short plays and perform them for the class.
l wanted each group in the class to write a play that expressed the
same values that the class identified in the falktales. My intention
was for the students to internalize the values through their own
imaginations and the acting out of these values. Thus, after the space
of (Wo weeks the class should have explored one of the values or one
of the value areas that l had identified.

1designed this unit to meet aH of the criteria of the various
theories that 1was working "vith. Studying the similar values and
value areas meets the need expressed by liberal multiculturalism ta
look at similarities that transcend culture and support the concept of
human rights. Using stories from different cultures meets the need of
increasing the awareness of differences and de-centering the
Eurocentric dominance of schoolliterature that critical
multiculturalism has pointed out. The medium of international
folktales provides quality children's literature that is appropriate for
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the teaching of values. The unit utilizes a narrative moral pedagogy
that has a set of specifie values ta be taught yet still allows the
children to use their own imagination to generate the values
themselves. In the process of ereating their own moral tales the
children would explore their own interpretation of the values
discussed thus elarifying the value. The performance of the play
ultimately becomes a group effort at meaning making and the
sharing of values. Having aecamplished this the students wauld he
better prepared on their way to the creation of a third space where
cultures could meet on an equal footing. The students eould then
become active agents towards the creation of a peacefuI, cohesive,
and just multicultural society.

My design was simple yet open ended. Theoretically it should
have functioned ta meet my objectives. 1 now needed to research my
project in order to explore how weIl its design functioned in practice.
1wanted to select particular folktales for my curriculum, refine the
design of my unit, and test it out in an actual classroom situation.
Selecting the folktales was a matter of going through hundreds of
tales that have been written down and selecting the ones that were
appropriate for children and had thernes that revolved around the
values and value areas that 1had identified, an enjoyable yet work­
intensive project. Refining the design and testing the curriculum
needed ta occur within a research methodology that best suited my
needs. 1wanted to create a curriculum that worked weIl with fifth
and sixth graders. In order to do this l needed to famiIiarize myself
"vith folktales that \vorked weIl with fifth and sixth graders. 1
realized that 1 needed information about the qualities in certain
falktales that made them enjayable and prompted value responses. 1
aise saw the need ta explore the quality of the curriculum l had
designed as an actuaI experience in a classroom. It is for these
reasons that 1chose qualitative research as the methodology upon
vvhich ta base the research.

54



(

(

3. Choosing Qualitative Research Methods: Exploring the
Experience

Developing curriculum for the classroom is creating a meaning­
making experience for the students and the teacher. Anyactivity,
whether it is weIl developed or poorly developed, is going to have
sorne meaning for the participants involved. What is problematic is
finding the methods by which the activity can guide the meaning
created ta resonate with the meaning intended by the theory. This
can best be achieved through a weIl thought out design and the
researching of the design in an actual, as opposed to virtual,
environment.

The design of the curriculum is intended ta promote
multicultural values in a classroom of fifth or sixth graders. The
medium that 1chose to use as a catalyst to the discussion of ethical
values appropriate for the interaction between cultures is
international folklore. In order to effectively design the curriculum, 1
must have a tharough knawledge of how children experience their
own ethical values through interacting with the folktales read to
them. l also need to know what kinds of folktales wark the best for
my purposes. This requires the identification of the qualities of the
folktales that prompt value responses and are entertaining ta
children. Finally, 1have to field test the curriculum in an actual
classroom ta see if the curriculum works as intended.

Three questions became the focus of my research. How do fifth
and sixth graders respond ethically to international folktales? What
qualities in folktales are entertaining to children and prompt value
responses? And does the experience of the curriculum in an actual
classroom meet the objective of promoting multicultural values? 1
decided ta do the research in two parts or phases. The first phase of
this research would entail the collecting and reporting of students'
value responses ta carefully selected folktales From various diverse
locations around the world. The second phase of this research would
entai! the reporting of my experience in teaching this curriculum in
an actual classraom. l could explore the first t'Wo questions in the
first phase of the research leaving the last question for the second.
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The task before me was that of designing research which can
explicate in a detailed manner the meaning that the educational
actîvities helped to create. At this point 1 had to choose a research
paradigm through which 1could enact my studies. 1chose the use of
qualitative research methods, instead of quantitative, as the research
paradigm that was best suited to my needs. Underlying the choice of
qualitative research methods was the concept of exploring the
resonance of the meaning intended by the theory with that created
by the activities in the classroom. 1was not trying ta discover and
demonstrate previously unknawn properties; 1was trying to came ta
an understanding of the connection between the experience implied
by the theory and the experience actualized by activity in a natural
environment. Qualitative research methods are designed with the
intention of creating a deeper understanding of lived experiences in
actual situations. This is why these methods were more suitable to
the task at hand than quantitative methods.

Another reason for choosing qualitative research methods has
ta do with the subjects and their enviranment that 1studied. Virtual,
or artificial, environments lack the camplexity of an actual social
situation such as one would find in a classroom. Thus, it is difficult ta
create a positivist approach to researching social phenomena. What 1
needed was a naturalist appraach:

Naturalism proposes that, as far as possible, the social world
should be studied in its 'natural' state ... Hence, 'natural' and
not 'artificial' settings ... should be the primary source of data.
(Hammersley & Atkinson, 1995, p. 6)

Since classroom activities are a complex social phenomenon a
naturalist approach is better for researching newly-developed
curriculum. As qualitative methods are based upon the naturalist
approach these methods "vere best for my purposes.

A key concept to qualitative research is that of translating
experience from one group to another. This passibility of
communicating experience presumes certain assumptions for its
validity. Though rcannot deny the uniqueness of my own being; 1do
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not have ta deny my humanity as weIl. Nly experience does not have
to be sa unique that its quality is completely incommunicable. In my
own existence 1entertain the possibility that there are sorne
commanalities in my experience with the experiences of others. It is
through these similarities that we are able to cammunicate with each
other. The horizons formed by the experiences that we recognize as
not being unique, as not being solely experienced by aur individual
self, allow us to share what is the same in our experiences and,
paradoxically, what is different. If 1 accept the qualitative paradigm
1 must also accept this assumption that the quality of experience is at
least partially translatable.

The translation of experience is the phenomenological task that
those following the qualitative paradigm of research have chosen for
themselves. As a qualitative researcher l must ahvays ask myself
how 1can communicate another person's perspective to other people
through the use of language:

But seeing qualities, interpreting their significance, and
appraising their value are only one side of the coin. The other
pertains to that magical and mysterious feat through which the
content of our consciousness is given public forrn.... How do \\le

recreate the event so it can be known by those who weren't
there? And how do we acquire the skills ta do 50? (Eisner,
1991, pp. 1-2)

Indeed, if we accept the notion that horizons are at least partially
translatable, we are left with the query of how ta do so effectively.

As a qualitative researcher 1 first have ta recognize the
importance of position. In arder for translation to happen 1 have to
position myself between two subjective groups: the group 1am
reporting about and the group 1am reporting ta. 1am the tool
through which the lives of people in one group are translated in
ways that are understandable by people in another group. In order
ta form such a bridge through which experience is communicated 1
have ta have knowledge of bath groups, and they have ta have a
knowledge of me. 1 must have an understanding of the perspective 1
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am reporting about. This is the source of information that 1want ta
communicate. l also need to have an understanding of the group l
am reporting to. 1 need ta knaw how this group signifies meaning in
order for me to communicate what 1have learned ta them. Bath of
these groups require an understanding of my perspective in arder ta
be able ta communicate freely with me. Praper positioning is
necessary ta insure that one group's understanding will be translated
to anather group as accurately as possible.

l cannat begin ta translate another's experience without
acknowledging myself and my position (Eisner, 1991). By
acknowledging the relevant aspects of my personality and
socio/cultural position, 1can help the group 1am reporting ta ta
differentiate between my perspective and the perspective of those 1
am attempting to translate. For translation to remain authentic, in
the sense of accurately representing another's subjective perspective,
l must also communicate myself in my research.

Who am 1? 1am an educator concerned about finding cammon
values through which we can express our similarities and
differences. Where do 1come from? 1come from a sometimes
radical, sometimes liberal, white, male, middle class, rural-suburban
background. What is my relevant experience? My relevant
experience is four and a half years of teaching in an inner-city
multicultural environment. What are my hopes? My hopes are that
the curriculum 1develop will Iead to a sharing of values that can
promote, peaceful, productive, and just interaction betvveen people of
different cultures; that we can find unity \Nithin our diversity
without losing our diversity. 1want to use the commonality of our
humanity in order to eelebrate our differences.

By explaining myself 1aiso explain the purpose of the research
and open up the audience to the importance of understanding the
ethical value responses in children that are its foeus. Without
acknowledging myself in the research 1cannat make the research
purposeful, and 1cannat expect the research to have the impact that
1 intend for it. By acknowledging myself in the research 1reaIize my
identity as an asset to the research, not a liability.
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Now that 1 have acknowledged myself 1must take a look at the
chore 1have set for myself in understanding the perspective of
another person that 1wish ta communicate. How can 1 understand
another's life experience in a \vay that is as close as possible to the
way she or he is experiencing it? First of aIl my knowledge of the
people 1am studying has to be intimate and \vell thought out:

The interpreter puts hirnself in the place of the other person
and imagines that he himself is selecting and using the signs.
He interprets the other person's subjective meaning as if it
\\'ere his own. In the process he draws upon his \vhole personal
knowledge of the speaker, especially the latter's \\'ays and
habits of expressing himself. (Schutz, as cited in Davies, 1982,
p.19)

As a qualitative researcher it is not necessary for me to be the
subject 1am researching; it is necessary for me to knO\\' enough
about the other person's experience for me to be able to see myself
in the position of the other person. Coming to understand another's
horizon requires a cenain amount of empathy. 1can never
experience another's reality exactl)' the way she, or he, is
experiencing it, but if 1have enough empathy for the way meaning is
coming about in the other person: personal kno\\'ledge of the
environment the other person exists in, her, or his, history, and the
signs she, or he, is using to rnake sense of aIl this, 1can come to an
understanding of the other person's experience.

My experience as a fifth and sixth grade teacher made me a
qualified interpreter of the experience of fifth and sixth grade
children in the classroom. For many years 1 have had a close
interaction with my students. This interaction has given me sorne
empathy as to how children experience the classroom situation. Even
though 1am not a child now, 1did go thïough fifth and sixth grade in

a public school. There are enough similarities between the
experiences of the children 1 have worked with here in Canada, my
own experiences as a child, and the experiences of the children that 1
taught in Oakland, Califomia for me ta have sorne empathy with the
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subjects that 1"'as researching. rvly experience as an educator also
allowed me to have sorne empathy for thase who 1am reporting ta.
This put me in a good position ta enact the research and report upon
it.

In the research project the experience that 1wanted ta report
on was the responses that fifth and sixth grade students have ta
internatianal folktales and the curriculum designed around these
folktales. According ta the theory 1 have just related, 1needed ta
come to an understanding of the student's point of view. In arder ta
achieve this 1had ta take into consideratian the fact that the
children's linguistic capabilities may riot have been as develaped as
an adult's. This meant that the students 1would be studying may not
be able to express themselves [ully using language. Thus, relying
solely upon the children's verbal responses wouldntt necessarily be
the most effective \\'ay of understanding their perspective.

In arder ta develop an empathy for the students' vie\vpaint l
planned ta have the students respond visually ta the folktales by
having the students draw illustrations to the staries and respond
affectively through dramatic performance. In taday's saciety where
the media that children are exposed to often express themselves in
visual images it is anly natural ta €.-xpect children ta he more
comfortable expressing themselves in visual modes. The use of
drama and raIe playing, the performance af narrative, is also a strong
motivatar for children ta express themselves. Thraugh drama the
students can show haw they feel instead of just talking about hov"
they feeI. By combining verbal responses \r\'ith drawing and
performance 1could come ta a better understanding of the children's
experience \\~hiIe they can more full)" explore and clarify their o\r\'n
responses to the folktales and the curriculum.

Ir is not enough just to fee! that one has empathy with
another's experience. 1 must validate this feeling of empathy. If 1
\\rant ta report anather's vievvpaint in the mast authentic way
possible, 1constantly have to check my understanding with the
people 1am reporting about. 1have ta go over my interpretatian of
"'hat people are saying \r\'ith the people themselves. 1must use vvhat
is knawn as a "We-relationship" (Schutz, as cited in Davies, 1982,
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p. 20) that requires the sharing of a common environment, the
questioning of the subjects of their in terpretation of \\rhat goes on in
the environment, and the checking of the correctness of my
understanding of this interpretation with the subjects themselves:

This becoming-aware of the correctness or incorrectness of my
understanding of you is a higher leveI of the We-relationship.
(Schutz, as cited in Davies, 1982, p. 20)

By having the people that 1am researching validate my
interpretations of their frame of reference, 1am respecting the fact
that they are the ultimate authorities for the meaning they create in
their lives. This level of respect in the We-relationship is necessary
for my understanding of another's life to have any authenticity for
bath the group 1am reporting about and the group that 1am
reparting to.

If 1were to analyze the pictures drawn by students and report
my findings without going over my interpretations with the children
themselves, 1 wauld not be warking within a ·We-relationship. Any
attempt ta analyze the pictures without the aid of the children who
drew them wauld be disrespecting the authority of the children as
the creators of the artistic pieces. 1 am not 50 much interested in my
own interpretation of the drawings as 1am in the interpretations of
those who created them. 1 need ta knaw what the children
themselves think af their own work in order ta come ta an authentic
understanding of their respanses. If 1attempt to explicate a response
withaut a thorough understanding of the viewpoin t that created the
response, 1 may faU into the habit of imposing an interpretalion of
the response from my own socio/cultural position. This would
effectively block the voice of those wham 1 am reporting. Although
my own perspective \,vill undoubtedly be reflected within my
research, respecting the subject through a We-relationship should
prevent my o\\"n viewpoint from dominating the viewpoint that 1
wish to report.

Achieving a leveI of reflexivity with the children l am
researching is not an easy task considering the constraints of \\'hat
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school districts will allow when they allo,,\" researchers access ta the
field. Individual interviews of children are much more difficult to get
approved than group activities. AIlo~'ing a single researcher to spend
time alone with a child raises ethical questions towards the child's
safety that most schaol districts would rather avaid. AIso, children
might not respond naturally when put in a one-on-one situation with
the researcher. Children often worry about what they are supposed
ta say when being interviewed byadults. Thus, 1decided that in the
research l would have the student's share their pictures with the
rest of the group. This would he a more natura! way of having the
students share their interpretation of the pictures. 1might not get as
detailed an understanding of the children's pictures, but at least 1
cauld he a witness to how the children express the meaning of their
pictures to other children. The same haIds true for the children's
performances. Instead of interviewing children about \A/hat they
thought ",'as the meaning of their performances, r decided ta have
the children in the class ask the performers questions about the play
They produced. This wauld he a natural "vay of seeing how the
children explain the meaning af their actions to ather children. In
this way 1could help ta lessen the distorting effects upan the
children's responses that adult-child relationships could create.

In my research design 1anticipated the need to bring in a
verbal element towards the interrogation of the children's responses
ta the folktales and the curriculume Through talk, the children would
be retelling the story that they listened to [rom their o\\'n point of
view. This talk would probably he the most revealing of the
children's value respanses to the tales. Since 1was looking for the
children's value responses ta the folktales and the curriculum, 1 still
had to make sorne attempt ta guide the students to\\'ards the
explication of these value respanses. 1decided ta da This by initiating
a group discussion ta delve more deeply into the value responses of
the children. l decided ta use the "Tell Me" appraach developed by
Aiden Chambers (1993) in the group discussion. 1would start \\,'ith
general questions such as "Tell me what you liked or didntt like
about the story?" and "Tell me if there \vere any parts you didn't
understand?" From these general q uestians l ""anted ta move to
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more specifie questions about the characters r behaviour. 1 would ask
the students to tell me what they liked, or did not like, about a
specifie character's behaviour. This should prompt responses fram
the students that would explicate the student's oy;n ethical values
that the folktales are bringing the students to focus upon. It is these
responses that 1would report in the researeh.

1 can never forget the group that 1am reparting to (Deyhle,
Hess, & LeCompte, 1992). For the research to be purpaseful, 1 need to
understand the perspective of thase to whom 1 \\rill be
communicating the research. Gone are the days where the intent of
research \\raS seen simply as an attempt ta describe a perspective.
Research and its effects never were, nor will be so simple. As a
researcher 1need a purpose, or intention, for the research. Ethically,
this purpase shauld be beneflciaI ta the people 1am researching. If 1

am going to take on a research project 1 have ta cansider \\"ho is
going ta benefit fram the research:

ln sorne research designs, aH the cast may he to students ... and
all the beneflt ta the administratars ... Of more concern are
thase projects with potentially large henefit to students but
with resulting higher costs for teachers and administrators.
(Deyhle, Hess, & Le Compte, p. 613)

Selecting a group ta cammunicate yaur research to is a political and
ethical act. 1\vill be held partially responsible for the effects of the
research. Thus it is with great care and consideration that 1 must
choose who 1am cammunicating ta for this group ~·il1, in part, define
the purpose of the research and affect which group will benefit fram
the research.

The intended audience for the research is educators who need
to familiarize themselves with multicultural issues in the classroom
and have sorne currieula that address these issues. Cultural diversity
is increasing in most educatianal areas as people from different
cultures becorne more mobile and communications more global. As
societies become more diverse it is important ta find a common set of
values through which diverse cultures can interact with each other.
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It is for these reasons that my audience within the educational field
is q uite broad. In choosing this audience 1hope ta benefit a large
number of people from students, to teachers, to whole societies.

Gften the effects of oners research go beyond the control of the
researcher and do not help the people being researched. This is a
situation that 1must do my best to avoid. Even though my actual
audience may he different from my intended audience, and the use
of my research may he different from what 1had intended it ta he
used for, having a clear understanding of the group that 1want to
communicate to is important to my research being used in the way
that 1 intend it ta be used in.

At this point 1 have discussed the theory that controlled the
design of the curriculum. 1have also discussed the theory that
controlled the design of the research. At this point 1am going to
move away from the theoretical aspects of my thesis and move into
the actual research that 1performed. 1shall first discuss the
procedures and results of the pilot study that helped me reflne the
curriculum and select the folktales that are best suited ta my
purposes. 1shaH then discuss the procedures and results of the
principal study where 1taught my curriculum to a sixth grade class.
Finally, 1shaH critique the curriculum and the research l enacted. It
is here where 1shaH list my conclusions and rnake sorne
recommendations as ta how the curriculum can he further refined
and effectively taught in the classroom.
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Chapter III

Phase 1: A Pilot Study of International Folktales and
Children's Responses to Them

1. Introduction to the Research

1designed the frrst phase of the research ta explore the ethical
meaning in children's experience of international folktales. Sinee the
overall objective of my thesis is to create a curriculum that uses
international folktales ta promote multicultural values in the
classroom it was necessary to understand how children might
perceive values in international folktales. Thus the primary foeus
was on the children's value responses ta the folktales that 1chose.

There were a number of things that 1was hoping to gain
further insight into about children's value responses to international
foIktaIes. 1wanted to know if children wauld have value respanses
to these tales. Would these responses be idiosyncratic, or would the
chiIdren's value responses he similar ta each other? 1alsa wanted ta
know if the children's value responses ta these staries wauld he
similar to my own.

As ta the thernes of the value respanses 1was particularly
interested in any value responses that would he applicable to
muIticultural interaction. Themes of difference, racism, stereotypes,
and power dynamics in the children's value respanses eould be used
by educators to promate the discussion of multicultural issues. l\rly
intention was ta see if these thernes 'Nould come out in the children's
value respanses with, ar withaut, prampting From me. 1felt it wouId
be better if the stories themselves would prompt certain value
thernes, but this did not restrict me from prompting value responses
myself.

1did not \vant ta limit my focus salely on multicultural thernes.
Limiting my focus might limit the responses that the students
generated. l tried ta be open ta any value response that the children
might give me. A wide variety of responses to these staries eould
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heIp me gain an understanding of how children experienced
international folktales from an ethieal perspective.

Beyond the children's value responses 1 was interested in what
qualities in folktales caught the children's interest. It was important
for me ta find out which folktales the children liked the most. This
would be a great aid ta me in selecting folktales for the curriculum.
Not only did 1 want to find folktales that prampted certain value
respanses, 1also wanted ta find falktales that children wauld fmd
entertaining. Dull staries could very possibly create disturbances in
the classroom as children lost their [ocus on the tale. In arder to
avoid this situation 1 needed a sense of what children like in a
folktale.

2. Procedure

1 tried ta keep the design of the research activities fairly
simple. 1worked with a small group of five ehildren ranging in age
from ten to twelve years oId. The research took place aver the period
of five fifty-minute sessions. 1 focused on one story per session.
During each session 1first read the story ta the group of children.
After listening to each stary 1had the children respond both verbally
and graphically to the story. 1 prompted the children's verbal
responses with both generaI and specifie questions. In both the
general and the specifie questions 1avoided any mentioning of
specifie values. 1also asked the children if they could think of a story
on their own that had a similar meaning to the story read that
session. Throughout the session the ehiIdren drew an illustration for
the story that they would share with each other at the end of the
session. Bath the verbal and the graphie responses formed the raw
data of my research.

There were five staries that 1wanted to read to the chiIdren.
Selecting these staries was not an easy task. 1 had ta read multiple
volumes of folktales and selected over a hundred stories that would
he appropriate for children. 1chose five staries out of the ones 1had
initially selected beeause of the variety of cultures and values that
these staries expressed. These staries were not scary or gruesome,
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but clever and sometimes humorous. "The jackal and the Drought"
(Lee, 1931) is an African story about a group of animaIs that
cooperate to dig a water hole to protect them from drought and the
]ackal who did not want to help. For me this story brought up issues
of cooperation and justice. "The Old Man and His Grandson" (Jarrett,
1991) is a Brothers Grimm story about a couple who no longer cared
for their elderly father and their grandson who revealed to the
couple their insensitivity. 1saw issues of caring for the elderly in this
story. "The Proud Mouse" (Fleming, 1923) is an Alaskan Eskimo story
about a mouse who thought he was bigger and stronger than he
actually was. This storyls ethical meaning was more psychological as
it discussed the problems of an inflated ego and howaccepting onels
limitations allowed one ta be truly great. "The Fire-Makers" (Fleming,
1923) is an Australian Aborigine story about a couple who discover
the art of fire making and try to keep it secret from the rest of the
tribe. This story discussed the rights of everyone ta beneficial
knowledge, and it also showed cooperation amongst many tribes. The
last story 1chose was "The Decision of the Official as to Who Owned
the One Hundred Ounces of Silver" (Shelton, 1925), a Tibetan story of
a young boy who finds a sack of ten bars of silver and the owner of
the sack who claimed there were twenty bars in the sack instead of
ten. This story brought up issues of caring for the disabled, honesty,
and justice. 1felt that these staries were truly diverse and would
prompt a wide range of value responses from the children and
expose them to widely divergent cultures.

After the initial difficulties in gaining access to the field l
managed to locate a principal and a teacher in an elementary school
Iocated in an upper-middle class area of Montreal who agreed ta help
me. There were about a dozen fifth graders ranging in age [rom ten
ta eleven years old who got permission from their parents to
participate in my study after school. Of these chiIdren eight
participated in my study: four boys and four girls. Only four children
were at aIl of the sessions, but none of the sessions had less than five
children. Five children participated regularly. They \vere four
Caucasian girls (Alice, Nancy, Sherry, and Kim) and one boy (Ivfarlon)
of African-Caribbean descente The three children who did not
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participate regularly with the group (Steve, Zack, and Dave) were aIl
Caucasian boys. l have changed the names of these children in order
to proteet their privacy.

1recorded the childrenrs verbal responses to the stories 1 read
to them through the use of field notes and the recording of the
discussion onto tape. The five fifty-min ute sessions were spaced out
over a period of four weeks. 1did two sessions the first week of the
research and one session a week after that. 1wrote field notes for aIl
five of the sessions. For each session 1wrote two sets of field notes.
The first set of notes were taken during the session. These notes are
just partial phrases and key words that 1wrote in arder to cue my
memory Iater on. 1wrote the second set of notes after each session
using the first set of notes to help me remember what was said.
These notes were much more detaiIed and comprehensive. 1 taped
forty-five minutes of one session and later transcribed this recording
to paper. Thus, at the end of five weeks 1had field notes, one forty­
flve minute tape that was transcribed, and a number of pictures that
the children drew themselves.

1sifted through the data l collected with the objectives of
collecting the children's value responses and seeing if they revolved
around certain ethical themes. 1also wanted to get a sense of what
made certain tales more entertaining than others. 1have listed the
results of my research and my own conclusions below. These results
and conclusions are applicable to the children who participated in my
research. They can be applied to simiIar situations but may not
necessarily be repeatable due to the unique configuration of any
teaching experience.

3. Results

The fleld notes (Kevs, 1996):...

The folktales that 1read to the children prompted a number of
value responses. Sorne of the value responses were idiosyncratic.
Most of the responses, hawever, were quite similar. It is difficult ta
determine if the respanses gained their similarity before, or afrer,
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the initial response. What 1could observe was how quickly
agreement ta value responses develaped. r saon became aware that
there were group dynamics that were influencing the children's
responses. During the first session Sherry disagreed with the harsh
punishment that the jackai received. Soon everyone in the group was
in agreement with her. She aIse mentioned cooperation which was
echoed shortly thereafter by MarIon and Kim. Certain responses
came up time and time again. Cooperation, clevemess, justice,
acceptance, respect of difference, and selfishness were aIl thernes
that occurred many times throughout the sessions. The children were
experiencing these stories through an ethical narrative framework
that heId strong persuasive powers in creating a widespread
agreement of responses.

Sorne of my own value responses to the story were simiIar to
the children's value responses, and sorne were not. Everyone in the
group, including myself, clearly recognized the therne of cooperation
in rlThe ]ackal and the Drought". In "The üId Man and His Grandson ll 1
saw a deE:p Ievel of caring for the elderly whereas the children saw
respect for differences. There were also sorne value responses that
were similar ta mine but labeled differently. What 1would calI
justice the children would caIl "getting even". Each of the stories 1
read was the fertile ground for a variet)' of moral values ta grow
from. Sometimes I would focus on the same values as the children,
and sometimes the children would see a different level of ethical
meaning than 1would.

A number of the children's responses would fit in well with a
multicultural curriculum. During the sessions children often
mentioned an acceptance of difference. MarIon pointed out that the
Jackal's strict punishment was strict because things were different in
Africa. Steve felt that the old man who "vas sen t behind the stove to
eat should not have been treated that way just because he was
different. Alice pointed out that old people are still human thus
showing an acceptance of difference. Kim suggested a story about a
boy who tries to prove himself to others. He fails at this yet he is
accepted in the end. AIl of these responses displayed a positive
attitude towards the acceptance of difference in others. This ethical
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attitude is vital for a multicultural society ta have a peaceful and just
Ievel of intercultural relationships.

During the last session an awareness of the humanistic
principle that we should he good to each other and promote each
other's well-being came out when all of the staries were discussed
together. As 1have pointed. out this principle is fundamental to
promoting a peaceful and just multicultural society. The children
expressed that there were good people everywhere. People are
interesting, and if you went ta another country you would find the
people there ta he creative and clever. The staries were different
from the staries that the children were used to. At the same time the
children responded that the stories were all about the same thing.
They saw the staries as being about people who are true. For me this
meant that the children felt there was a certain level of ethics that is
cammon ta ail humanity. Put succinctly, "It's life that aIl agree"
(p. 30: 1). This humanistic understanding for the underlying ethical
similarities amongst people can create a sense of empathy that would
help a multicuiturai society to function harmoniously.

Beyond multicultural values of the humanistic principle and
acceptance of difference, the chiIdren mentioned a number of
prosocial vaIues. The chiIdren expressed caring for the elderly and
disabled. They were delighted when a child could teach his parents a
lesson. The children pointed out that people should not he mean or
stingy. MarIon aise had the profound realization that we can flnd
empowerment by accepting who we are. Not only were the folktales
a rich source of values appropriate for a multicultural society, the
folktales helped the children ta generate prosocial values as weIl.

Bath the stories and 1\-vere able ta prompt value responses
from the children. Many of the value responses were prompted
solely by the staries themselves. When Sherry stated that it was
\vrong of the animaIs to sentence the jackal to death, the only
question 1had asked was \\'hat did you like, or not like, about the
story. Gther rimes 1would provide prompts that further enabled the
children to come up with a wide variety of value responses. When 1
asked about knowledge that would not he good to hide, the group got
into a heated discussion about the pros and cons of immortality and
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death. At one time l did provide a label far the value respanse being
expressed. This label was justice. The children were quite happy to
accept the label as it gave them a way to better express what they
were talking about. The staries and my own questions were fruitful
in bringing ethical responses into the group's discussion.

When r asked the children to try ta make up a story of their
awn there were sorne interesting responses. At first the students had
much difficulty in thinking up a story in such a short lime. After a
while, however, the students started to get excited about this part of
the session. This passage from my field notes relates haw the
children talked about their own ideas for stories:

Unlike the previous two sessions 1felt that the best part
of today's discussion occurred when rasked the chiIdren to
think up staries by themselves that had a similar meaning as
the thernes in flThe Proud Mouse". The children were much
more excited by this than before. Sherry could hardly wait ta
tell her stary. Her eyes would grow big as she became excited.
"Oh! 1have a story!" she exclaimed. Sherry taid a story of a cat
that was afraid to go inta the Vv'ater. Eventually the cat gaes
into the "vater. The cat overcame her fear and went inta the
water. Here is the therne of empowerment through the
avercoming of fear. Sherry's story is a response ta the actian
and values in the story we read today.

Dave's story focused upon the therne of shame. Dave
didn't like it when the mouse felt ashamed. Dave's story was
fascinating. It is important to remember that Dave's behaviour
is often more inappropriate than the behaviaur of the ather
children in the group. Often, it \NaS Dave \Nho initiated the
"teasing" play in the group. His teasing would sometimes
revolve around sexual references that were sure ta disrupt the
group's discussion.

Dave's story \vas a true story From his o\vn experience.
When Dave was in kindergarten he used lO knock down the
building black castIes that the other children were building. He
kept breaking da\\'n the blacks thinking about how great he
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was. Yet each time he broke down the blocks, the children
would build them back up again. Eventually he realized that he
was not so great because the other chiIdren could always undo
the damage caused by him by rebuilding their castIes. Here
Dave has revealed his developing moraIity. Dave now realizes
that his destructive impulses did not make him a great person.
It was the others' ability to undo the damage caused by hirn
that was great. Dave is moving from a self-centered mode to a
group-centered mode of being that values production over
destruction. Dave's values are becoming more group-centered
because Dave now feeIs ashamed of destroying the work of
others, which is an anti-social, anti-group thing to do. Dave's
ability ta feel shame is a sign that he is now cognizant of group
approval or disapproval. It is important to note here that
Dave's response is also oriented more towards the ethics in the
story than the action in the story.

Kim's story was about an ugly dog who tries to prove
himself. The dog jumps and lands on his back. This is
suggestive of the failure to achieve. In the end the dog is still
accepted by the group he is with. Once more the values being
suggested are group values. People should be accepted into the
group even if they are not beautiful or great. The therne
captured in Kim's response is one of accepting people as they
are.

Marionrs story was that of a kid who is a dwarf. He tries
ta act cool and papular. In the end, hawever, the boy accepts
himself as he is. This allows him to do great things and be part
of the group. Beyond the therne of group acceptance is the
therne of empowerment by accepting who you are. Like the
mouse, once you accept yourself as you are, you can do great
things. As in the other staries Marlonrs story responded to the
ethics in the story more than the action.

As the children are getting used to the idea of making up
stories they are getting better at telling staries themselves.
Storytelling is an enjoyable experience far many people once
they get started. My project has the side-effect of encouraging
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storytelling as weIl as evoking ethical responses. This helps lO

reaffirm the importance of using international folktales in
order ta promote m ulticultural values. By learning ta tell
staries the children are aiso Iearning ha\\' to develop their o\\'n
morality and promote this rnorality for others.
(p. 16-18: 14-15)

Having the children tell their o""n stories was another way of
engaging their imaginations in order ta incorporate the ethicai
content of the folktales into their own lives. Not only did this activity
reveal the children's understanding of the story, it also revealed, in
the case of Dave, the process of moral development that the children
were going through. The creating of stories has much potential as a
follow-up activity to exploring the ethical thernes of the folktales.

The cape (KeJ's, 1996):

The difficulty of transcribing a conversation amongst five
children cannot be underestimated. When viewing a conversation in
print one has the sense that the conversation is linear with each
participant taking turns to talk. Anyone "'Tho has learned a foreign
language and then listens to a group speaking this language knows
that actual group conversations are not lînear. People often talk at
the same times when conversing in groups. Proper grammar is also
often ignored in conversations. Pronouns are put forth \vithout
making their referent clear because the referent is understood
implicitly by the participants. Sentence structure is fractured, and
subjects are frequently omitted. I tried my best ta transcribe every
intelligible statement on the tape that 1recorded including the
background conversations. Since these conversations took place
simultaneously 1broke up sorne statements to portray simultaneous
conversations in text. 1often had difficulty identifying who was
responsible for \""hich statements. Anytime 1was unsure of the
identity of the persan talking, I wrOle a "U" for unidentifiable. If 1
did not understand a portion of a statement 1vvrote "Indecipherable"
in parenthesis ta mark portions of the tape that are not clear. Despite
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the difficulties 1had the transcription of the recording provided
valuable data in the form of direct quotes that 1could not have
gotten out of my field notes.

The transcription of the recorded session revealed many of the
same results as the field notes. Talking about likes and dislikes
would bring up value responses such as Sherry's response:

1 liked the weIl l don't really like, they shouldn't have
rea1ly, Iike um hid it from everyone else. (p. 18: 1-2)

Here Sherry is expressing her opinion that the couple's behaviour of
hiding the fire was not good. Sherry did like the behaviour of the
others in creating the big dance as a distraction:

WeIl, 1 liked the \'vay that the plan that they had, you know, to
use the dance. (p. 18: 10-11)

1 tried ta be refle.xive by repeating Sherry's concept:

50, you liked the plan of creating a big dance and 50 they'd not
payattention. (p. 18: 14-15)

The talk about likes and dislikes ~'ould bring up \'alue respanses. 1
tried ta repeat these responses in arder for m~lself ta be sure that l
had recognized accurately \\'hat the children had meant ta say.

Sometimes 1\vould ask more specifie questions about the
characters' behaviour in arder ta prompt value responses. Here is an
example of ho\-\" 1\'vould do this:

rd like ta talk no\\' about \Nhat you think ... um ... the 1:\\'0

people \\'ho \-vere hiding the fire. Do you think it \\'as oka}" for
them to do that? (p. 22: 1-3)

This prompted a number of responses:

Kim: 1 think they \vere kind of greedy. (p. 22: 5)
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Nancy: That was really mean. (p. 23: 6)
Sherry: 1 think that was very seIfish. (p.23: ï)

Alice: WeIl, 1 think they shauld have told, because, vvell, if they
put their minds together, maybe they could have made a
really big fire for everybody ta share. They cauld have
made a big feast for everybody, and that could have
been good, because if you use your common sense and
share with other people maybe you can have a better
idea (p. 24: 4-9)

This last response goes beyond selfishness and focuses on sharing.
This is an important value from a multieultural perspective as it
explores the benefits that come from sharing knowledge and pawer.
Thus, by asking questions about specifie behaviour 1was able to
further explore the children's value responses to the folktale.

Beyond these results the tape provided a better sense of ho\\'
group dynamics work in the children's experience of the story. The
children would begin ta weave the stary into their play. At one point
MarIon mentioned that one of Nancy's friends was a kangaroo rat in

order to tease her. This weaving of the stary into the children's own
lives had happened before, after the reading of "The Old Man and His
Grandson". The children started joking about how the old man \\raS

crying like the baby who was wailing next ta them in the library. The
children are using their imaginations to engage the story and
incorparate it into their own lived experiences. They are able to take
the even ts and ethics of the story and apply them to their own lives
which is crucial to any values curriculum.

The tape aIse revealed the realities of teaching ten and eleven
year olds. There were jokes about "boobs" (p. 12: 2) and "ickdays"
(p. 39: 19) as weIl as arguments over ""ho gets to use the black
marker. The children were enjaying themselves during the session
sometimes playing with the story and sometimes just messing
around in ways that had no real bearing on the story. The tape also
demonstrates how discussions generally happen with chiIdren where
everyone speaks at once and thoughts are often completed by others.
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These qualities of the children's discussion did not come through in
the fîeld notes.

The piccures:

The graphie responses of the children were much more
idiosyncratic than their verbal responses. The children always liked
ta share their pictures at the end of the story, but the sharing of
pictures did not bring up value responses as r had hoped it would. In
sharing the pictures the students mainly related the pictures to the
characters, setting, and action in the story. There are sorne pictures
that seem ta be responses to the values in the story. Since 1wasn't
able ta interview the children about their pictures, it is difficult to be
sure what values were being expressed in the pictures. The notion of
values cornes out in the expression on the face of the man "vho asked
for twenty bars of silver instead of ten (see Appendix E, Figure 1), or
the tears in the eyes of the ald man whom Kim drew (see Appendix
E, Figure 2). Looking at these pictures gives one a feeling of a value
response, but it is impossible to tell which values are being
represented by the pictures.

The pietures were valuable in that they gave me a sense of
which parts of the story the children Iiked. Sorne pictures were
simply things that ehildren like to dra\\" that were remotely
connected ta the story like Kiro's Lion King (see AppendLx E, Figure 3)
or Marionts Mighty Mouse (see Appendix E, Figure 4). Other pictures
were just af things in the setting that the children liked to draw such
as rivers, flo\rvers, the moon, or the sun. Many of the pictures focused
on the scenes in the story where there was a lot of action. Most of the
children drew the moment where the jackal gets stuck to the
tortoise's back, and the trials of the proud mouse were favorites too.
The foeus on action sho\\'s that the children liked stories \vith action
in it. This is helpful in selecting stories for my curriculum.

In general the children drew whatever they fancied to draw.
Only sometimes did the children incorporate their value responses
into their illustrations, but what these responses were is not clear.
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The drawings did give me an idea of what the children liked in the
story. Thus, the drawings were of sorne value to me in the research.

Despite the pietures' inability to express specifie value
responses, the pictures served importan t funetions that go beyond
giving me an idea of what children liked in the folktales. The
drawing of pictures engaged the children's imaginations and helped
them realize the meaning of the story for themselves in an individual
way. A little bit of the way the story looked to each child came out in
the drawing. Sharing the drawings helped the group ta explore the
differences in the way each child imagined the story. The act of
drawing also served the practical purpose of giving the children
something to do whiIe they discussed the story. This helped to keep
the children focused upon the story.

4. Reflections upon the Pilot Study

The frrst phase of my research revealed that children are able
ta experience international folktales from an ethical perspective. The
stories prompted a number of value responses including value
responses that would be appropriate for multicultural interaction.
During the discussion the children often focused more on the ethics
in the story than they did on the events in the story. Each child
farmed an ethical perspective through vvhich they \'\'ere able to come
ta a moral understanding of the tale.

The folktales were very persuasive in creating agreement
amangst the children's value respanses. There was usuallyan
immediate and unanimous consensus to the value responses
prompted by the folktales. By discussing aIl of the tales together, the
children agreed upon an attitude that \vas complimentary towards
people from other cultures and recognized a common leveI of ethics
for ail people. The folktales are powerful rhetorical tooIs for the
promotion of multiculturaI values in the classroom.

Sorne of the tales were better able to capture the students'
attention than others. The children found stories that have many
characters and much action to be more interesting. Stories that were
clever and funny were aIso more entertaining for the children. These

ïï



1

(..

are the elements that shouid guide the choice of folktaies beyond
their ethicaI content.

The chiIdren were not very praductive at first in generating
their own stories with similar ethical content to the folktaIes. After a
Httie practice, however, they did become very excited about creating
their own stories. Many of the stories suggested showed a clear
understanding of a facet of the morality that was in the story read to
the children. Generating their o"vn stories took a Httle praetice and
patience and eventually created sorne interesting stories.

The graphie responses to the stories were idiosyneratic and did
not necessarily respond to the ethical values in the story. However,
aIl of the ehildren enjoyed drawing the illustrations. Drawing is an
activity that heiped each child explore the stary in their own
personal way. It alsa gave the ehildren something to do "vhen their
interest in the group discussion started to fade. 1consider the
drawing of illustrations for the folktales ta be a vital elernent of the
children rs experience of the tale.

Sorne of the disruptions during the reading may have been
because of my reading the tales to the children. Unless the teacher is
a well-trained professional storyteller, the chiIdren will very
possibly Iose interest in the tale when the teacher is the focus of the
storytelling experience. In a classroom situation it ~Nould prabably be
berter to split the class in ta groups and give each group a stary to
explore and read on their o\\'n. These groups eould then read their
staries ta the class thereby keeping the children as a [oeus ta the
starytelling experience.
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Chapter IV

Phase II: The Principal Study of My Experience Teaching
the Curriculum

1. Introduction to the Research

The results of the first phase of the research gave me sorne
valuable information as how ta refine the design of my curriculum.
The disruptians caused by the children's play that was nat related ta
the stories suggested that it was necessary ta find sorne ways of
keeping the students in the classraam more focused upan the
folktales. 1 realized that my reading a folktale ta the class and then
discussing it would not capture the students' attention effectively. It
occurred to me that if 1broke up the classroom inta five different
groups each group could do a reading far the class. Preparing their
performance of the folktale would keep every'one in the group
focused on the tale. Since the foeus of the class wauld he on their
classmates as each group performed a reading of their story the
students would be more Iikely ta payattention. From my teaching
experience 1 knew that children tend ta pay more attention to their
peers when they read a story even if the reading is not as proficient
as an adult's. Keeping the activities student-centered should help ta
prevent the disruptive activity that 1 \rvitnessed during the pilot
study.

1wanted ta select stories this time that revolved around one
ethical therne. The therne 1 chose was caring for others as opposed ta
greed. Once again 1selected five folktales that came from widely
divergent cultures. This time 1also tried to choase stories that had
action, humor, and content that l thought would be more
entertaining for the students to read. rrGreedy !Vlariani" (Cole, 1983) is
a Haitian stary about a greedy old woman and a zombie that tricks
her because of her greed. The ethical therne here is obviously one of
greed. "How the Selfish Goannas Lest Their Wives u (Fleming, 1923) is
another Australian Aborigine folktale that relates the story of how
the men of a tribe, the goannas, refused to share their knowledge of
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a secret spring of \vater when aIl the other tribes were suffering
from drought. The wives of the Goannas, who want ta aid the other
tribes, gain help from magical litUe people in order to get water ta
the rest of the tribes. This is a tale of bath greed and caring. "The
ürigin of the Beaver Medicine Bundle" (Clark, 1966) is a Native
American story from the Rockies that tells of a man whose wife's
jealousy encourages him ta leave his brother on an island to die. A
group of beavers befriends the brother and gives him knowledge of
healing. This story brings up issues of caring for others and sacred
knowledge as weIl as greed and jealousy. "The Tiger's Whisker"
(Stern, 1994) is a Korean story about a woman whose husband cornes
back from war and is mean and surly towards her. An old hermit
helps the woman ta learn caring and patience by giving her the task
of collecting a tiger's whisker from a live tiger. This knowledge helps
her realize how she can help her husband to he nice again. The story
talks of caring and how patience is important for caring. The last
story r selected was a Finnish story called "The Dld Man's Daughter
and the Dld Woman's Daughters" (Henderson, 1992). This story is
about an old man's daughter who fo11o\,\'s a magic cake. The cake
leads her to help others and she is re\\'arded for it. The old man's
daughter has two step sisters who are jealous of her and follow a
cake of their own. This rime the women are cruel ta the people and
animaIs that they meet, and they get no reyvard. Instead, they
receive punishment for what they did. This stary is also about bath
caring and greed. r hoped that the students \,\'ould be able ta
recognize the thernes of greed and caring in aIl of the staries and
perfarm stories of their o"vn about greed and caring.

2. Procedure

l had an easier time gaining access to the field than l had in
the pilot study. l found a sixth grade teacher who Y'las willing to have
me come and teach my curriculum lO her class. There were twenty­
six children in her class who were mostly Caucasian, but there were a
number of Asian, Indian, and African American students as weIl. 1
decided to teach my unit over the periad of two \,\'eeks spending one
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hour with the class each day. The first week \\'ould be spent on the
five staries l had selected. l planned ta split the class up into five
groups. Each group was to read their story, answer sorne general
questions about the story on a "Story Questions" handout, drawan
illustration ta the story, choose parts for each member of the group
to read, and perfonn the story in front of the class. After each
performance 1wanted the students ta share their illustrations and
answer any questions that the class might have. 1planned to spend
two days on preparation and three days presenting the stories to the
whole class.

For the second week the students were to create and perform
moral tales of their own. They were to make an outline of their tale
listing the characters, settings, and events of the story. They then
had to assign parts ta different members of the group and write a
script of their story. After the students had practiced their story 1
wanted the students ta perform these staries in front of the class.
Though 1 knew it would be difficult, 1wanted the students ta be able
to prepare their staries in a fe\t\' days and have aIl of the stories
performed by the end of the week. This was something that 1was
not sure the students would be able to accomplish.

1wanted to explore how the students responded to my
curriculum. Would the students be able to recognize the themes of
greed and caring in the story? 1was also interested in what other
values the student saw in the stories. 1did not know how closely the
students' plays would match the ethical content of the folktales.
Would these stories be copies of the folktales or stories that were
generated from the students' o\\"n imaginations? Lastly, l 'Nanted to
see how engaged the students ,vere in the curriculum. Would they
enjoy the curriculum, or would they find it boring? This would be a
good barometer of how ,vell the students were able ta use their
imaginations to incorporate the ethical thernes of the staries into
their own lives.

1was not able to take notes during the sessions because 1 was
actively teaching the class, checking on the groups' progress, and
keeping the noise level of the classroom down to an acceptable level.
r wrote notes after each session and later elaborated upon these
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notes when further reflection gave me more to write about. For my
results r have re\\~ritten my field notes condensing them for clarity
and brevity. l hope that this \vill express the results in a narrative
structure that will give sorne feel for the quality of the experience 1
had in teaching the class.

3. Resul ts

Today l in troduced myself to the class. 1 toid them that 1was a
graduate student from McGill and that r had prepared a unit on
folktales that l was interested in teaching the class. l also mentioned
that l was a sixth grade teacher from CaIifornia We first discussed
the students' experience with folktales. 1asked them if they knew
what folktales were. The students responded that folktales were ald
stories. They were fairy tales from around the world. 1said that
folktales were indeed oid. l talked about there being many versions
of Cinderella from different countries. Sorne of the students had even
read the Indian, Chinese, and Native American versions. The students
were familiar with folktales. Thev alsa had sorne familiaritv with

~ -
folktales af various cultures.

After we discussed folktaIes, 1 taid the class \-"hat we \-vere
gaing ta do over the next two weeks. The immediate assignment that
l gave ta the class \vas: ta read the stary, ans\ver the story question
handout, draw an illustration for the story, assign everyone in the
group a part to read in the story, and to practice reading the story.
After the class had their assignment there were sorne questions
about how the class \\Tas going ta be split into groups. Bath the
regular teacher and l decided that the students could choose their
o\vn groups as long as nobody \\:as left out in the end. Choosing
groups went fairly srnoothly. We did have to rearrange a few groups
before everyone was satisfied ""'ith their group.

Once the groups were formed 1 passed out the stories, the story
question handouts, and the dra\\ring supplies. There were six
questions on the story question handout:
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1. What did you like about this story?
2. What didn't vou like about this storv?

~ ~

3. How would you describe the characters in this story?
4. What did you like about the characters' behaviour in this

story?
5. What didn't you like about the characters' behaviour in this

story?
6. What is the message of this story?

1was hoping that these questions would encourage discussion in the
groups and generate sorne value responses from the students.

The students started reading the stories as soon as they got
them. AlI of the students were very m uch absorbed in their readings.
The class was very quiet and 1 faiIed to notice anyone who was not
reading the story.

After reading the stories the students started discussing them.
1 noticed that many of the students \vanted to stan dra""ing the
stories right away before answering the story question handouts.
When the students were answering the story question handouts they
did so as groups by discussing the questions frrst and then answering
them on paper. The questions created talk about the story as the
students checked each other far answers to the questions. The
questions were open-ended and therefore caused sorne confusion.
The students wanted to know "'hat 1 meant by the "didn't like"
questions. They would ask me what 1 meant by "What didn't you like
about the stary?" They aIse asked me to clarify the question "What
didn't vou like about the characters' behaviour in the storv?fI r toid

J ~

them that thev could ",rrite whether thev liked the storv or not, or
~ ~ ~

they couId aisa ""rite about something that happened in the story
that they didn ft like. When it came to behaviour 1 toid the children
that r \vas asking about ",'hat they did not like about the characters f

actions within the story.
One interesting occurrence was that 1 was asked ta arbitrate an

argument aver ~\'hat 1 meant by the message of the story in the Iast
question. One girl kept telling another girl in the group that 1was
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talking about the morality of the story while the other maintained
that they should ask me to be sure. 1 told them that 1 meant the
moraIity or lesson about behaviour that was in the story. This
conversation revealed to me that the girl who mentioned morality
did have a working concept of morality. Since the other girl
understood what her partner was talking about, she also had a
working concept of morality. This was different from the fifth
graders in the pilot study. The fifth graders did not use the ward
rr morality" in their conversations.

The group that had the Korean story, "The Tigerfs \Nhisker", ta
read found it ta be different from the staries they were used ta. It
was "strange" ta them. Despite its strangeness they attempted to
incarporate the stary into their own reality frarnewark. This graup
taIked ta me about how the hermit in the story reminded them af
the Asian wise man on the Caramella advertisement where the wise
man contemplates the meaning of a Caramello bar for {\\'enty years.
They also started te incorporate the story into their play by making a
joke about ho\v one girl in the group could not understand why the
story was about a crab. The pun, of course, \vas a playon the hermit
and hermit crabs. 1 played along with them and talked about how
hermits were people who Iived by themselves; they \vere not ta be
confused vvith hermit crabs. The group thought my comments to be
amusing, and \vith smiles and Iaughter they returned ta their
assignments.

There \'\'as another instance of students incorporating the story
into their play. At the beginning of the class 1 taught the students my

signal for being quiet and paying attention. This signal "'as "'hat 1
called "deer's ears". Deer's ears are made by making a nase \\'ith yaur
thumb and t\VO middle fingers and raising your index and little
fingers ta make the deer's ears. Deer are very quiet and listen \\·eIl.
Aiter reading the Australian story one group started making \\'hat
they called goanna ears instead of deer's ears. As in the first phase of
this research the children incorporated the story they read inta their
play. The students' imaginations are engaged in the story, and they
readily incorporate the story into their o\\'n frame of reference.
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After reflecting over today's session l \vas impressed by how
engrossed the students were in the stories that they read. When the
class was reading the stories, they were very quiet. Each student was
moving her or his eyes across the pages below them. They did not
gaze up until after the story was finished.

1 started out the session by going over the day's activities for
each group which were to finish answering the stary questions
handouts and begin practicing reading the group's story together. 1

talked to the class about my expectations of their behaviour in
groups. l asked the students not to visit ether groups sa that each
group could he more focused on their tasks. l toId the class that l

expected them ta take sorne responsibility in keeping focused on the
staries. We \vent aver ways the students cauld communicate ta each
other when their discussion started to drift away [rom the story. l
said that the students should not be bossy, but simply remind
whoever was not focused upon the task at hand of what they were
supposed ta do.

l have not been directing the groups as to how to assign work
\vithin the groups. Although most cooperative learning lessons do
spell out tasks for each member of the group, 1was interested in
seeing how much of this the students could work out for themselves.
Learning to assign work within the group is a valuable lesson in and
of itself. It will encourage the students to interact vdth each other in
their decision making.

The students spent most of their time either ""riting do\\'n their
responses ta the discussion questions or drawing illustrations for
their stories. Both activities \\Tere accompanied by talk about the
story. Answering the questions and drawing the illustrations turned
inta group activities where the chiIdren were talking about yvhat
they were doing with each ether. Group dynamics began ta un[old as
the students tried ta collectively make sense of the staries they had
just read.
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Much of the talk came out of areas where there was sorne
confusion. The questions l gave the students were open-ended and
rnany of the students were not sure ho\v ta handle the task of
responding ta these questions. They would discuss how to answer the
questions \vith each other. This would bring out areas of the story
that they did not understand, that they liked, and that they did not
like.

Often the discussion would turn into an argument over the
interpretation of a question. The students would first attempt to
work out their arguments amongst themselves until they all agreed
upon a way ta answer the question. If they could not resolve an
argument they would ask me for more information as to haw they
could answer the questions. Once they were able to come to a
collective understanding of the questions they started to talk about
their answers ta the questions.

Ida not recall any arguments that occurred over the
interpretation of the story. There \\'ere parts of the staries that sorne
of the students did nat understand. Other members of the group
\\'ould explain the part that was not understood. Soon the whole
group was able ta come ta a singular interpretation of the stary. The
groups were able to share in the meaning-making process of the
story experience. The social activity in the groups encouraged a
singular reading of the story that was a culmination and negotiation
of each of the individual perspectives of the group.

While the students were dra\ving their illustrations they would
talk to each other and show each ather \\,'hat they were drawing. The
group that had the Australian story did not know 'Nhat goannas
laoked like. They asked me, and 1 toid them ta use their own
imaginations. The dra\vings of the goannas were very different from
each ather (see Appendix E, figures 5-9). Within sorne groups it \'Vas
agreed that each persan was to dra~v a certain part of the star}'. The
individuals in other groups just started ta draw \vhatever they
wanted to. The students \\rere quite happy ta show each other their
work and relate it ta the stary. They are using their imaginations ta
relive their story and add to their graup's interpretation of the stor)'.
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The pictures of the goannas did show sorne influence between
members of the group. Two of the goannas were dinosaur-like with
horns (see AppendLx E, figures i & 9), and two were a cross between
koala bears and kangaroos (see Appendix E, figures 5 & 8). Here we
have pairs of pictures where there is sorne agreement between
students as to how the goannas looked. The Iast drawing of the
goannas (see Appendix E, figure 6) was idiosyncratic and did not
reveal any influence from others in the group.

Thus with a single story and two activities, answering the
questions and drawing the illustration, the students showed both the
ability to create a singular group interpretation and a polyvalent
individual interpretation. The written activity encouraged the
formation of a group interpretation while the drawing activity
encouraged a more individualistic response. The written activity was
flavored with individual interpretation and the pictures revealed
sorne group interpretation. However, the tendency was for the
written responses to reflect a group process of meaning making
while the pictures displayed an individual process of meaning
making. This was consistent \vith my experience with the fifth
graders. The talk amongst the group coalesced into a singular
meaning of the story while the drawings showed individual
differences.

Day 3

Today we started reading the staries aloud. The school had a
small amphitheater, called Il the pit", \vhere \\'e could go for our
readings. We first spent ten minutes in the classroom for
preparation. The group that \\'as going to read "The Ongin of the
Beaver Ivledicine Bundle" \\'anted ta go first but later changed their
minds. It ","'as agreed that the group that was ta read "Greedy
ivlariani" was ta go first. 1was a little concerned abou t the noise level
because there was a class of younger children working behind us. 1

asked the class ta move fonvard sa they could hear the story better.
During the reading of "Greedy ~1ariani" most of the class \\'as

quiet and attentive ta the story. The group that had the story of "The
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Origin of the Beaver Medicine Bundle" was a little noisy because they
were still talking to each other about haw they were going to read
the story. 1was interested if they were paying attention to the stary.
At the end of the story we had a question-and-answer session where
the class asked questions about the story. Theyasked about the
moral of the story to which the group answered that one should not
he greedy. The group added jokingly that one should not go around
following zombies, showing once again how the students like to play
with these staries.

ln this group's written responses ta this story all five af the
boys wrote that Mariani was greedy whereas the zombie was clever
(see Appendix C). Cleverness was aIso a theme that came up in the
pilot study. One bay's response was more detailed than the others. He
wrote that he liked "the way that the zombie kept his cool even
when Mariani called him names" (see Appendix C, bay #1). He also
felt the message of the story was "dan't he greedy, be considerate
and caring" (see Appendix C, boy #1). This group had recognized the
thernes of greed and caring in the story the same as 1 had, but they
also saw thernes in the stary of clevemess and not letting insults
upset you.

One of the girls in the Beaver Medicine Bundle group asked
about \vhat happened to Mariani in the end. She wanted ta knaw if
Mariani actuaIly died. 1found this interesting for two reasons. One
was that it did show that she was paying attention to the stary even
though her group was a little talkative. The other reason lay in the
response to this question. In the story Mariani does drop dead of
fright; hawever, one boy in the group said that she had just fainted.
Here the boy has reconstructed the story ta make the ending safter.
Mariani fainted instead of dying. The story activated this student's
ethics, and he reconstructed the story according to what he felt was
mare appropriate.

After the question session the students in the group showed
their drawings ta the class. The class was very much interested in
seeing the drawings. Each student toak turns displaying and talking
about their drawings. They related their drawings to the actian in the
stary such as Mariani chasing the zombie. They aisa related their
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drawings to items in the story such as the bag of silver that Mariani
wanted. The group did not talk about the moral of the story during
their discussion of the illustrations, indicating that the group's
drawings were not necessarily focused upon the moral in the story
but more upon the action and physical items. This is also what
happened in the pilot study. The drawings did not create many value
responses. On the other hand, the drawings did help the students
explore the action, characters, and setting in the story through their
own imaginations.

There were (WO groups that wanted to go second. These were
the group with the story uThe Origin of the Beaver Medicine Bundle"
and the group with the story "How the Selfish Goannas Lost Their
Wives". 1 thought of a number between one and a hundred and had
the groups guess. The group with the story of the selfish goannas
guessed closer to my number so 1let them go next. The story that
this group had to read was the longest of the five stories. 1was
interested in seeing if the class wouid remain attentive to the whole
story. At one point during the reading one student asked how much
longer the story was going to take. This had happened in the pilot
study as weIl. It is an indication that the Iength of the story was
getting tiring for the student. OveralI, however, the class remained
quiet and attentive throughout the whole story.

In reading the story the students used different voices to
portray different characters. The magic Uttle people had a kind of
Scottish accent. The women had high voices and the men had low
voices. The children were unfamiliar vvith how Australian Aborigines
talked, and 50 they used their imagination to create voices for their
characters. Thus the experience af reading the story became a fusion
between the Australian culture that created it and the students' o\\'n
cultural background.

During the question session just after the stary the class asked
different questions about vvhat happened in the story. This helped
them to come ta a better understanding af the graup's interpretation
of the story's meaning. The class accepted the group's interpretation
thereby broadening the group's reading of the story ta include the
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whole class. It is in these questions and answers that the class cornes
to a collective interpretation of the story.

The class also asked about the moral of the stoty. The group
responded that the story showed how the teal teals, the goanna's
wives, were caring and courageous whereas the goannas were selfish.
This group was able to identify multiple ethical thernes in the story
(see Appendix C). Beyond the caring and greed in the story they also
recognized bravery as a positive trait. Four of the five boys in this
group had mentioned in their responses to the story questions that
the goannas r wives were very courageous. Other ethical values they
had mentioned in their story question sheets were caring,
selfishness, generosity, and love. Through questioning the group the
class was able to share in the group's moral interpretation. Thus the
class is engaged in the formation of community as Dewey had
described it. The class is sharing an experience that leads to shared
meaning. The sharing of meaning eventually becomes a sharing of
values that the whole class participates in. Through cooperative
effort a cornmunity is being formed.

The way this group talked about their pictures was similar to
the responses of the first group. The students related the action and
physical items in the story to their pictures. Since the goannas were
going to raid other tribes in order to look for the lost wife of the
chief, sorne of the boys in this group drew the goannas with aIl of the
weapons that the)' used (see Appendix E, figures 6 & 8). These boys
did seem ta pick up the violent motifs in the story in their drawings.
but this did not change their stated dislike of the goannas' behaviour.
The violence of the weapons was filtered through the values of
caring. Even though the students drew the weapons, none of the
students stated that violence \-vas one of the morals of the story.

By the common recognition of moral thernes the group,,,,ork
socializes the graup. 1 think that the students enjoyed drawing the
weapons for the goannas. At the same time their written responses
to the story implied that the goannas' actions were wrong. The
individual fascination with violence becornes placed within a moral
context that judges the violence to be immoral. This is reminiscent of
the Freudian dynamics between the id and the super-ego. Our
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personal desires are mediated through socially accepted marais in
order ta create socially acceptable behaviour. Although Freud often
saw this interaction as creating tension within the self that was
destructive, the interaction here has a positive effect. Instead of
denying, ar hiding 7 violent impulses the students express these
impulses while at the same time control these impulses thraugh the
recognition that violence is the negative trait af someone who is
selfish. This is the type of healthy socialization that 1had hoped my
curriculum would encourage.

The question session and the showing of drawings were very
important to the groups' reading of the staries. Here the groups were
able to explicate their stories more fully as to the marais, action, and
setting within the story. These two activities added to the meaning­
making experience of the story. Thus all three activities: the reading,
the answering of questions, and the showing of drawings all worked
towards a univalent group interpretation of the story. It is this kind
of activity that creates cohesion betvveen members of a group. It
encourages an acceptance of the marais in the story by everyone in

the group without imposing these values.

Day 4

Today we read t\\'o more stories. 1gave the students ten
minutes for any final preparations that the students needed. After
ten minutes we went over to the pit. The Beaver Medicine Bundle
group to read went first. Once again the class was quiet and attentive
during the reading of the story. During the question session the
students wanted ta clarify the stary. They wanted ta know if the
protagonist af the story, Akaiyan, had actually brutalized the wife af
his brother. The girls in the group responded that she had faked
getting beaten up 50 that Akaiyan's brother \vould leave Akaiyan on
an island to die. When asked about the moraIs in the story, the girls
responded that Akaiyan and the beavers were caring where
Akaiyan's brother and his wife were mean and selfish. They also
talked about haw knowledge was important. The beavers taught
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Akaiyan the magic of the beaver medicine bundle which his tribe
was able ta use ta cure illnesses.

The importance of knowledge came out in the written
responses to this story as weIl. The parents of five of the six girls in
this group gave me permission to use their children's work in my
research. Four of these five mentioned that they liked the way
Akaiyan was taught important knowledge by the beavers. One girl
wrote:

What l liked about the story was when Akaiyan was on the
island with the beavers and how they taught Akaiyan all the
cool staries, sangs, prayers and dances. (see Appendix C,
girl #3)

This was typical of how this group responded. This group did not
mention greed or caring in their written responses. They wrote about
courage, wisdom, honesty, trust, working hard, friendIiness,
gentleness, and fairness (see Appendix C). Even though this group did
not mention greed or caring in their written responses they were
able to recognize many of the virtues of good people. Three of the
girls also wrote that the message of the story was that good people
are rewarded where bad people are punished. Though the group's
response was sirnplistic, the group recognized a sense of justice that
pertains to good and bad actions. As in the pilot study the humanistic
principle is expressed in the experience of these folktales.

The showing of pictures went mueh the same as it did with the
previous groups. The girls, however, did not foeus as much on the
violence in the stary. There were five pictures drawn (see Appendix
E, figures 10-14). One picture did show the bones of the mean
brother who died when the beavers would not help him, while
another picture showed the wife who messed herself up and blamed
it on Akaiyan (see Appendix E, figures Il & 12). The other three
pictures, however, showed either the beavers or Akaiyan on the
island. There was one picture of the beavers (see Appendix E, figure
14). This picture shawed both the old beaver, who was the chief of
the beavers, and his favorite beaver, \\'ho was the little beaver in the
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tribe. One of the two pictures of Akaiyan showed him standing on the
island crying and saying, "Please come back!" (see Appendix E, figure
10). This is the one picture that paints toward an ethical theme. The
student who drew the picture said that Akaiyan was crying because
his mean brother had left him on the island to die. As before, the
showing of pictures helped the group to expIain the story ta the class.
This activity helped towards the group articulating a univalent
therne ta the story that gained the acceptance of the whole class.

The next group to read their story was the group with the
story, "The Tigerls Whisker". This story was shorter than the
previous two. The class was very quiet and attentive during its
reading. They seemed ta understand this tale fairly weIl, and it did
not need much clarification. There were not very many questions
asked about this story except for what the moral was. The graup
replied that the story was about courage because the woman had to
be brave ta tame the tiger. They aIso mentioned that if you cauld
tame atiger you can tame your husband. This group did not mention
anything about greed or caring to the class or in their written
responses. In the \\'ritten responses the girls wrote about fairness,
being thaughtful, wisdom, patience, trust, listening to your heart, and
courage (see Appendix C). Similar ta the previous group that went
today this group's focus was not as much on greed and caring as it
was on the virtues that apply to goodness.

This group was critical of the stary in their written responses.
Many of the students did not agree with the actions of the hermit. l
had permission ta use three of the five girls' responses in rny
research. They wrote that they did not like the hermitls behaviour
because he was putting the womanls life in danger. This response
exemplifies their condemnation:

If l was Yun Ok 1 would ask the hermit to get the tiger' s
whisker himself and if 1was the hermit 1would give a direct
answer instead of making Yun Ok risk her life. (see Appendix C.

girl #6)
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By being critical the students are exercising their freedom to
disagree \\-ith the story. This critical attitude is important \\'hen
approaching foIktales..t\s 1 have mentioned before, folktales can
contain messages about behaviour that are not acceptable today. The
girls did not accept the behaviour of making people risk their lives.
Their critical attitude to\\"ards the stOl)" heiped them come to their
o\\·n moral judgments and not the story's. This is a good example of
how students can deal \\·ith unacceptable values expressed by the
folktales thraugh the use of critical thinking.

VVhen it came time for the group to sha\\" their pictures, they
expressed sorne embarrassment over the quality of their pictures.
One girl had traced an illustration out of the stary, and the other girls
made a paint of teUing this ta the class. They generally talked about
how funny their oid hennit looked or ho\v poorly they had drav,,"n
their tiger.

This story seemed ta interest the class the least. It could be
that the group itself \\"as resistant ta the story. They felt it \\"as
strange and that it \\'as not good of the oid hermit ta put the ,~;oman

in danger of being eaten by the tiger. Of all the staries read 1felt this
story to he the rnost acceptable from an adult point ofyie\\' because
there \\~ere no \'iolent scenes and it clearly displayed a morality of
kindness and caring on the part of Yun Ok. 1 think. ho,,"e\"er. that this
made the story a bit dull for the students and it came out in their
lackluster response ta the story.

Da.,\' 5

Today \\'e read the last story and then held a class discussion
about the staries in general. The last group to read "'as the group
\\ith the story "The Old ~lanfs Daughter and the Old vVomanrs
Daughters." The class enjoy'ed this story \,erY much. ~lany students
laughed V\'hen the group read about ho',' the evil daughters
brutalized the animaIs on the farm of the magical ,,·oman. The
violence done ta these animals \\'as \'ery canoon-like. such as \\"hen
the daughters hit the backside of the CO""5 50 hard that their horns
feU off. When asked about the moral of the story the group
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responded that you should he nice to people. This is also \\·hat three
of the four boys in this group "'Tate (see .~ppendix C, boys =12, 13, &
14). This group did not articulate any more ethical themes than this.
The group's written responses were not very detailed either. Even 50,

there were responses that mentioned faimess, and hard work as
good traits and greed as a negative trait (see Appendix Cl. Despite
the lack of detailed respanses this group was still able ta recognize a
number of ethical themes in the folktale.

The students in this group described their pictures in the same
\\'ayas the other groups by relating them ta the action in the stary.
What interested me was that one picture focused upon the gruesome
ending of the story \\'here the evil daughters get bumt up \\'hile
another picture focused upon the ethical theme in the story where a
cow is praising the good daughter for taking care of her 50 ""ell (see
i~ppendixE, figures 15 & 16). The dra\\'ing that sho\\'ed the end of
the stor~y showed one ""oman \\'ith her head melting in fire and the
other lA'oman with her head 50 badly bumt that there \\'as nothing
left but a skull. The scene \\-'as reminiscent of the horror movies that
children ""atch today. l \'Vas concerned at first that the story l chose
could have produced such a terrifying response, but at the same time
the girls in the class responded to the picture by saying that it ""as
really gross. Thus this picture did encourage the students to
articulate their values that such pictures "'·ere not goOO. The violence
in the story created further reflection by the students upon their
O\\TI values to\\'ards violence. Once again the use of critical thinking
skills \\'as able ta mitigate the harmful effects that the violence in the
story migh t have created.

As ""e \\'ere \\'alking back to elass, one girl came up to me and
said that she liked today's story the best because it "'·as so funny. 1
find this intriguing because this story \\'as probably the least
acceptable from an adult point of vie",' because of the preponderance
of \·iolence in the story. This brings up the difficulty in selecting the
staries for children ta read. These students like the comie violence
that occurs in cartoons or stories such as this one. If \\"e exclude
stories like this the students lose interest in the staries. I!The Tiger's
\Vhisker" v..~hich ""as probably the most acceptable from an adult
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point of view \\"as the least interesting ta the students. Since the
Finnish stary clearly sha\\red the violence inflicted upon the animals
as the opposite of kindness and caring, it still worked to\\"ards the
articulation of these values. The violence is filtered through these
values and becomes an exarnple of ho'.\" not to behave. The violence
in this stary does have a positive effect of capturing the children 's
attention and sho\\"ing them poar \\"ays of behaving to~;ards each
other.

After the story \\"as read and discussed \ve \\'ent back to the
classroom to discuss the stories as a whole. 1 had each group point
out on a map of the \\"orld where their stary came from. 1 then
reiterated all of the ethical themes of kindness, caring, courage,
knowledge, not being selfish or greedy, etc... that the students had
articulated in response ta the staries they read. 1asked the class
\\rhat kind of explanations they could come up "vith for hoyv these
staries, even though they came from very different parts of the
\\"orld. talked about the same maraIs. The responses ta the question
were q uite simiIar to the responses of the fifth graders in the pilot
study.

In our discussion \\"e focused on the simiIarities and the
differences bet\\"een the stories. \Vhen it came to similarities the
class discussed the moral thernes of the staries. It \\"as generally
agreed that the stories Vv"ere about good people and bad people in the
sense that sorne people behaved \vell and other people did note Once
again, as in the first phase of my research, the students responded
\\"ith the idea that there ""rere good people eveI),\\rhere. Through the
reading of the stories the students constructed for themselves a
recognition of a human level of marality that transcends cultural
boundaries.

1 realize no\\' that the ethicaI meaning of the experience of the
folktales the students performed did not focus the class as much on
the thernes of caring and greed as it did upon the humanistic
principle of being good ta athers. This is a basic level of morality that
is common to most cultures. Recognizing the cammonality of this
principle can create greater empathy for people's cultures other than
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our own. This curriculum did promote a number of prosocial values,
but the main therne was the general therne of goodness.

In our discussion of differences the class talked about the
different ways in which the stories were told. The stories had
different settings, characters, and animaIs. Each story showed how
the people lived. One student mentioned that the Finnish story talked
about maids and the other staries did note Many members of the
class talked about how the differences made the stories interesting.
Life would be dull if everything was the same. One girl felt that if
everything was the same then there would not be any reason ta
learn. This is revealing of the concept that difference encourages
creativity and learning. Without the exposure to difference our
creativity and desire to learn starts to go to sleep.

Nearing the end of the discussion one girl said, "People are good
everywhere, but in different ways." 1 think that this suros up the
overall conclusion that the students gat from the reading of
international folktales. There is a basic human ethic that cuts across
cultural boundaries while at the same time it is important to
recognize cultural differences. It is the differences that make life
interesting. The understanding of a common ethic helps create
empathy for people of different cultures, while the recognition of
difference promotes tolerance tawards different ways of living and a
healthy curiosity towards learning more about the world.

Now that we have articulated sorne common values as weIl as
empathy, tolerance, and curiosity the class is ready for the second
part of my unit which is ta create and perform moral stories of their
own. 1discussed this with the class and asked them to start thinking
of stories that express the same maraIs that we had discussed. 1toid
them the stary could be about anything they wanted, but they
needed ta clearly communicate the marais we had already
mentianed. It will be interesting to see ho\\' the class responds ta this
assignment.
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Day 6

Today 1started out by discussing what we were going to do
this week. 1asked the class to stay in the same groups that they
were in last week. Each group was to discuss amongst themselves
what story they wanted to perform. They were to first write an
outline of their story that Iisted the setting, the characters, and a
brief description of the plot of their story. Once this was done the
groups were to choose which characters each persan in the group
was to play. 1did this ta encourage everyone in the group to
participate in the writing of their story. After writing their outline
and choosing parts each group was to write their story. 1wanted the
students ta write their staries in a script format that they could use
to perform their stories in front of the class. Once a group had their
script fmished they were to make copies of the script for each person
in their group and practice performing their stor'J. 1 told the class
that 1expected them ta be able to do this in t\Vo to three days.

Once 1had finished discussing what each group was to do 1
talked about the need for the students to write stories that were
appropriate for school. 1 asked the class what they thought was
appropriate for school, and they mentioned not having too much
violence or rude language. 1was a Httle uncomfortable at first in
asking the class to censor their staries according to the perceived
social appropriateness of the schooi environment. At the same time 1
realized that this was a necessity, if the curriculum was ta be used in
a schooi environment. Parents' perception of what their chiIdren are
learning in school is very important. Sa 1also asked the students ta
think of what their parents would think of their plays as a way of
judging whether their play was appropriate or note

The act of learning moral values does involve social pressure.
Part of what makes a cammunity functional is the pressure the
community places upon its individuais to act in a certain way. In
Africa there is a saying that it does not take a family to raise a child:
it takes a village. This is a community-oriented way of thinking that
often goes against the individualism promoted in Western societies.
As 1have mentioned, Freud was quite influential in the construction
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of the concept that society has a negative effect upon the individual
because it inhibits the individual's expression of his or her desires.
Though 1do think that we need to be careful not to squelch the
individuality of people in society, we also need to recognize that
social pressures have the positive effect of creating a cohesion that
addresses our needs ta belong to a group and not just our need to
express our individuality. Ultimately, 1have come to the conclusion
that asking the students to create staries that are acceptable for the
school environment is a necessary use of social pressure in values
education. It has the positive effect of encouraging the articulation of
common values that are agreeable to the community as a whole.

It was interesting to see the way each group worked out the
problem of creating a story of their own. Sorne groups relied on one
persan ta create the plot to the stories while other groups truly
worked together in creating the story. In one of the groups there was
a girl who had already written a number of stories as a hobby. She
asked if she could use one of her stories and adapt it ta demonstrate
sorne of the values we had discussed. 1said that this was okay as
long as the rest of the group agreed. Other groups would take turns
suggesting parts of the story, and the group would decide whether
they liked the idea or note As 1 passed by each group 1heard many
comments that started with "Why don't we... " being passed around.
The members of the group would express their approval or
disapproval ta the suggestions being made. Whether or not the story
was being generated by one persan or the whole group, the students
were using their skills at creating group consensus. Although 1did
not think of it in designing the curriculum, these are the kind of
skills that will be useful in a multicultural society where forming a
consensus between cultures is a necessity.

Most of the time the groups were able ta reach sorne kind of
consensus about the story very naturally without much arguing.
Somehow the groups seemed ta know that they had come ta an
agreement without directly saying that they agreed. Whenever there
was a point where there was an argument and consensus could not
be achieved the group would vote on the issue and decide by a
simple majority how to solve the argument. How the groups came to
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a consensus would be a fascinating study in itself, because it is
connected to the way a consensus on values appears through
processes of negotiation. However this is beyond the scope of the
present study. What is important is that the students are Iearning
skills of negotiation and consensus building that are vital tawards
promoting values that encourage social cahesion through democratic
and nat authoritarian means.

Day 7

Today l started by reiterating the need ta make the groups'
staries appropriate for the schoal. The students asked if any level of
violence was allawable in the staries. l toid the students that they
had ta answer this question for themselves. l did say that l did not
want graphie or gory violence in the stories. l recommended, once
again, that they think about what their parents would say when
writing the staries. l aise reminded the students that the main
purpose of their staries was ta eommunicate the values we had
talked about while discussing the foIktaIes that we had read.

1 talked about how it was important for the graups ta chaose
who was gaing ta play each part in their play as it wouid heip them
create their scripts as a group. Each person could be responsible for
their own Hnes, but the whole group needed to agree upon what each
other wanted ta say. l mentioned that many movies and 1V
programs today were written as group efforts and that writing these
scripts would heip them become familiar with how the process of
group writing worked.

The students are still quite motivated ta create their stories.
Sorne groups are having very few problems in their task \vhile other
groups are facing intense difficulties. The group that decided to use
the story already written by one of the members af the group
surprised me by saying that they had already finished their script.
They aU met yesterday afternoon after school ta write their play. l
\-vas impressed by how motivated this group was by their project.
They were even spending their free time on this project when this
was nat required. l made no mention of warking on these staries as
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homework. It was just something that the group wanted to do.
However, things were not going q uite as \vell with the other groups.

One of the groups wanted to make up a story about !Wo thieves
who met a magic oid man. In their story one of the thieves asked the
oid man ta make him smarter than the other thief. 1asked the group
what type of moral this communicated and they were a Uttie
perplexed. They mentioned that it showed how one thief was being
greedy and uncaring towards the other thief. 1said that this sounded
okay, but 1was a little concerned that their story might aIse
communicate the idea that stealing was a good thing. The students
understood my concem and agreed to change the story. Once more 1
am applying social pressure, but as 1 have mentioned before this is
part of the process of learning values.

One boy did bring up the dilemma of what would you do if
your family was starving and had no money. 1 responded that we are
often faced with such dilemmas and that we have ta make decisions
about what is more important for ourselves. 1aIso mentianed that
just because there might be sorne instances where stealing was okay
it was generally recognized that stealing was not good. Bringing up
moral dilemmas is another practice that is vital to values education. 1
think that it is interesting that this came up in the context of writing
moral stories. This activity is opening up areas of values education
that 1 had not necessarily intended. For me this is a gaod sign that
the curriculum 1 have designed holds much potential for values
education.

The members of one group are tom between their desires to
write action stories with multiple scenes of violence, the stories that
they enjoyed, and the assignment to \vrite a story vvith a clear moral
message. This group came up with the story of a princess who was
stolen by the devil. There were [wo knights that tried ta save the
princess by fighting with all the demons of the underworld. The
knights ultimately failed and had their anns and legs ripped off, but
at least they were courageous for trying. 1 mentioned that this story
was too violent for school. It does dernonstrate, however, the level of
violence that these children enjoy in their staries. 1 think that
educators and parents ought ta be aware of this. 1admit that
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cleansing children's staries of all references to violence is nat
necessarily a good thing to do, as children need ta address issues of
violence in arder ta formulate how they are going to respond to
violence in their lives. On the other hand 1am uncomfortable with
the level af violence that permeates the media that children are
exposed ta, especially when the violence is nat fl1tered thraugh moraI
values such as the ones that the class is working on.

There is one group that does not seem ta have many ideas
about what they want to do. One boy in the group is daing most of
the creative work while the rest of the group is happy ta be relieved
of the responsibility of helping to create the story. The story that the
boy is thinking of is a mediaeval story of kings and princes. The
stOl}' takes place in Scandinavia and the king in the story meets a
magical man who jumps out of a tree. The group had not decided
what else was gaing ta happen in the stary. l suggested ta the group
that they think first about the maraIs that they wanted ta
cammunicate in their story. This shauld help them with their plot. 1
encouraged everyone in the graup ta try ta help out with the story
by choosing parts and thinking of what each character was going ta
say in the story.

The last group was nat having trauble writing their stary; they
were having trouble choasing their parts. They all chase parts and
one girl \-vas very unhappy with her part. She was upset and crying.
The girls chose parts out af a hat. They thought that the choice was
fair and that the ane girl should fiat get her way just because she
was crying. 1caunseled the girls with canflict management. 1said
that they needed ta make everyone happy in their group. They
needed to talk with each other and maybe change their play if there
was one part that nobody wanted to play. 1aIso asked them to think
about the maraIs of kindness and caring and ta use these marais ta
help solve their argument. The group decided to choose parts again,
and one girl rnentioned that she wauld be willing ta play the part
that nabody wanted. She cared enaugh abaut the graup's success that
she was able to give up her desire not ta play the part that she
agreed ta. The tasks 1have given the groups are creating dilemmas
that the students have ta solve. They are actively using sorne of the
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values we discussed in order to solve their dilemmas. Confliet
management is another area that is important in values education.
This is not the only group that 1have given advice to as to how to
solve eonfliets. The projeet that 1 have given ta the elass aIsa
encourages conlliet management as weIl.

1 am worried that sorne of the groups are moving tao slowly for
the time 1 have ta work with them. It may be that we will not be
able to perform all of the staries by the end of the week. 1am hoping
that the students will ar least be able ta finish their scripts. 1 asked
the groups that were having difficulties ta see if they could spend
sorne time after school ta finish their scripts. Most felt they could,
but sorne students said they did not have the rime ta work after
school.

Day 8

l am quite surprised because all of a sudden the groups in the
class are finishing their scripts. Once the groups were able ta
organize themselves and have their outlines written the script
writing goes quickly. We had two groups that were ready ta perform
today. The students are very excited. Bath groups brought masks and
costumes for their plays. The props created sorne distraction as all of
the class wanted ta see the props. l had to ask the students to focus
on their o\vn groupwork and not play with the props that belonged
ta other groups. 1gave the two groups about ten minutes ta put on
their costumes before we \\'ent ta the pit for the performances.

The first group ta perform did not have a title far their play.
They introduced themselves ta the class and the characters that they
were playing. The group had recorded a sound track from a CD ROM
archive on a home computer. They had a little difficulty getting the
soundtrack ta work properly, but eventually they got it going. This
\vas the play about the two thieves \\'ho like ta steal watermelons.
While running away with their melons they get lost and meet an old
man who has magical pawers. One of the thieves asks ta be smarter
than the other. This wish is granted and the next time the thieves
steal sorne \\'atermelans the smart thief does not split the
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watermelons fairly. Frustrated, the other thief goes to the same oId
man to ask for intelligence tao. The nex1: time the thiefwho got his
intelligence first is stealing a watermelon, the police come in and
catch him. The other thief used his intelligence for good and helped
the police (see Appendix D).

This group incorporated humor into their story. The oId man's
relationship with his wife and the fact that they ate nothing but
yams was humorous to this group. l think that the humor had
positive and negative connotations. The students liked the humor
and found it entertaining. At the same time the studentrs humor
created stereotypes around relationships and food. The students aIso
had the owner of the watermelons playing with doUs when one of
the thieves came up. The joke was that here was an adult playing
with doUs. l think that the grouprs humor was innocent enough. They
are only following their sense of humor without thinking about the
stereotypes they are representing. At the same rime l think that
these students should he sensitized ta stereotypes and the tendenc)'
for people ta use stereotypes in their humor.

Mter the play the students answered questions from the class.
This was important because it helped the group explain the morality
behind their play. The moraIs mentioned were knowledge and
courage. Knowledge should he used for good and not for stealing. The
group aIso mentioned that the one thief that \vent ta the police \\'as
caurageaus. It toak courage ta go against his friend. Instead of
focusing on caring and greed this group chose knowledge and
courage. The curriculum that 1am teaching daes not seem to have
had the effect of keeping the students facused upon the particular
values of caring and greed that l had haped it \vauld. At the sarne
time the students are focusing upon the values that are important ta
them. They are exploring \\'hat being goad means.

This play was simple, but it had a clear message of morality
while at the same time being funny and entertaining the students. 1
have concerns abaut ho\v sorne of the humor was used. Despite these
cancerns this play was a worthwhile experience far everyone in the
classraom. This group was engaged in their story alang \vith the rest
of the class. It was an entertaining \vay ta explore values.
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The next play was called "Royal Friendshipn. This play was
written by a student of Indian descent and takes place in India. The
main characters are the king, \-vho is noble and courageous, the
queen, who is vain and selfish, and the daughter who is lonely. The
daughter meets a goddess and asks the goddess ta grant her wish for
friends. The goddess reminds the princess that friends can anly he
gained through friendship and nat magic. One day, two runaways are
faund in the king's gardens and the queen decides ta make them
slaves. When the king returns from fighting the enemies of his
kingdam, he is shocked by how the runaways have been turned inta
slaves. He frees the two girls and they become friends of the
princesse At the end of the story the queen falls into a coma and is
bitten bya snake at the hospital (see Appendix D).

This story was more complicated than the first one. It was
difficult for the students ta perform. They could have benefited from
more time ta practice. The class was confused at first by what was
going on in the story. This is why it is sa important ta have the class
ask questions at the end of the play. The students were able to
explain their stary ta the class and the morals that it represented.
The marals mentianed were that one has to be friendly ta make
friends, one should not he vain and selfish, and that nobody should
be treated like slaves. After the questions and answers both the plot
of the stary and the story's morals were better understoad by the
class. By discussing the stories the class was able to share the
meaning of the stary that the group had intended.

This group used humar with the intent ta demonstrate their
morality unlike the first graup who used humor just ta be funny. The
queen was a comic character because of her exaggerated vanity.
Although it was cruel for her to have been bitten bya snake, this
graup is trying to make the point that such vanity is not a good
model af behaviour. Once again the use of humor brings up
complications as children's humor is often cruel. At the same rime
the humor reinforces the group's moral message. 1would not
discourage the use of humor, but the students should be made a\\t'are
of how theyare using humor.
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After the t'NO plays we went back ta class sa the other groups
cauld finish their scripts. Of the three groups left, one was daing very
weIL This was the group that originally had trouble in choosing parts.
The ather group with the story about the princess who was
kidnapped by the devil has changed their story campletely. This
group has picked up the "King Midas" theme and written a story
about a king who wished that everything he touched wauld becorne
irone In their story it is God who gives Sadim, Midas spelled
backwards, the "Iron Touch". In the stary, demons surround Gad. 1
pointed out to the group that sorne people might find their portrayal
of Gad ta he offensive. Sa the group changed Gad to a pawerful genie.
The last group was still having trouble writing their script. They
have developed the idea of an oid man who gives a king a magic
book whose powers are abused by the king's wicked knight. 1said
that 1 thought that they had a good idea, but that they should spend
sorne time after school finishing their script.

1was happy with today's activities. The students are enjoying
themselves. The plays are hastily put together and a little more time
to practice would have helped. At the same time the question-and­
answer session after each play helped clarify the plot and morals of
the story. Despite the rough performances the students were able ta
communicate their intentions clearly.

Da:y 9

Today \\'e had t'NO more plays that were ready to be
performed. Once again the first few minutes of class \\:ere confused
and hectic as the students got into their costumes. After about ten
minutes the class went to the pit ta see the two groups that were
ready today. The frrst group performed a play that was called "Don't
]udge a Book by Itls Cover". This is a stary about a group of punk
kids who have ta go to a new high school. At the ne\\r school they
meet 1:\\'0 popular rich kids who are snobs and rude towards the
punk kids. The rich kids steal a CO player from a science class and
blame it on the punk kids. The punks are called to the office where
the principal accuses them of stealing the radio. The two rich kids are
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there and pretend to have seen the punks coming out of the science
classroom. The punks ask what the CD player looked like and one of
the rich kids describes it perfectly. When asked how she knew the
description of the CD player, the other rich kid explained that they
knew it because they were the ones who stole it. The rich kids reveal
their own guilt and the principal accuses them in the end of the story
(see Appendix D).

This play was very weIl done. The students did not ask many
questions at the end, since the play itself communicated the group's
intentions quite clearly. The moral of the story was that you should
not judge people because of the way they looked. Sometimes people
who look good are not, and people who look different can he good
people too. The class enjoyed this play very much. They especiaIly
enjoyed seeing their friends dressed up in weird clothes and trying
ta look like punks.

The humor in this story came out in the way the characters
were portrayed and acted towards each other. This group was
making fun of the way older kids behaved. Once again the group was
playing on stereotypes, but they used their humor and the
exaggerated stereotypes to demonstrate role reversaIs that revealed
the inadequacy of the stereotypes. Their stereotype of the rich kids
was negative while the stereotype of the punks was positive. This is
the opposite of what they perceived as the stereotypes of the society
they lived in. 1 liked this play because of its exploration of
stereotypes and differences. Accepting difference in others and
refraining from judging others just because of their looks are values
that directly relate to multicultural education.

The next play was titled "The Iron Touch". In the play King
Sadim asks a magic genie to make everything he touches irone While
waking up in the morning the king is given a sign that warns the
king to touch wisely. The king fails ta heed the warning and touches
his son who turns to irone AlI his food aIso turns to iron and the king
is very unhappy. The king goes back to the genie and his knights
have to fight the demons surrounding the genie's palace. Eventually
the king sees the genie and asks for the iron touch to he removed.
The genie laughs and talks about how foolish mortals are. The genie
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at first refuses to take back the iron touch. Then the genie says that
he was just kidding (see Appendix D).

This play was not very weIl performed as the group had very
littIe time ta practice. Theyalso tried to have a saundtrack, and the
play was interrupted by constant attempts to get the CD player
warking. The student playing Sadirn wauld spread gold sprinkles
over everything he turned ta irone The student who played the king's
son did not like getting covered with the gold sprinkles which
further interrupted to play. The group had a lot of explaining to do.
The group said that the story's moral was not to he greedy. Since the
class was very famiIiar with the King Midas story, they were able to
see the moral connections between the two staries. Sorne students
criticized the group for having copied the Midas story, but the group
admitted this and said that they just created a different version of
this stary.

Bath plays entertained the class and communicated sorne
morality. The students had fun and articulated a moral philosophy of
not judging others by their looks and not being greedy. As in

yesterdayfs plays, today's plays were a positive experience in the
exploration of these vaIues. Even though the children are not
professional writers and actors, the students are fascinated by what
the ather students are doing. 1do not know if professionals could
have held the attention of the class any better. Children are sa
fascinated by what their peers are doing the roughness of the \vriting
and acting did not seem ta detract from the experience. By combining
the performance with the questian-and-answer period the students
manage ta cammunicate their intentions clearly in a \vay that is
entertaining and thoughtfuI.

1am worried that the last group will not he able to perfarm
tomorrow. 1toid the group that they have to be ready, and that they
shouid try to have their script finished by this afternoon. l hope they
can succeed because 1want aIl of the students to have the chance of
performing their plays.
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Day 10

Fortunately the last graup was able to finish their play and
bring praps to the classraom. Today the students were involved in
recycling. This gave the last group sorne time ta practice their play.
After recycling was finished, we went to the pit far the last
performance. The last graup's play was titled "The BattIe of the
Book". It is a story of a king who goes for a walk when an oid man
meets him. The oid man is missing sorne of his limbs and the king
heals him. The old man gives the king a book of magic that has
special powers. The king has an evil knight who steals the book and
becomes the leader of the country. He treats his subjects cruelly and
enslaves them. Eventually the citizens of the kingdom rise up and
overthrow the wicked knight. The oid king is put back in power and
destroys the magic book (see Appendix D).

This play was written using language that was like Old English.
However, the play was not weIl practiced and was difficult to
understand. The group had ta explain the story over again during the
question-and-answer session. The group said that the moral of the
stary was that you should not be greedy, and that you should aIso
use knowledge for good. This story had more marais that the group
did not articulate. There was the kind and healing acts of the king
and the danger of knowledge when it is used for evil purposes. There
was also sorne cammentary implied in the play about the way
leaders shauld treat the people whom they are leading. 1am not sure
if the class understood these moral judgments as weB as the ones
that were talked about. We did not have much time left, and we
went back to class far a short discussion.

1discussed with the class that it \,vas one thing ta talk about
maraIs and perform them in plays. It \-vas anather thing ta use these
maraIs in aur everyday acts. 1encauraged the students to try to
remember the morals we talked about as they interact with their
friends and families. 1 knew that 1was starting to sermonize here,
but the class did nat seem ta mind. The students said that they
enjoyed my lessan very much. They liked the staries and had fun
performing their plays. The students felt that it was a warthwhile
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activity and that 1should come ta their seventh grade class next year
ta do the same thing. They had a thank you note for me that was
signed by members of the class. Unfortunately the note was not
signed by everyone. The students said that they were going ta give it
ta me later. 1 toid the class that this was okay, as 1would be caming
back to class to return their work after 1 had copied it.

1 left the class feeling good about how my curriculum had
worked. The class liked my activities very much, and they liked me
as weIl. The students had an opportunity to explore the common
morality of being good. They constructed and shared their awn
meaning about kindness, caring, not being greedy, accepting
differences, and many other multiculturaI and prosocial vaIues in a
way that used their imaginations. The activities were a fun and
entertaining way of teaching values. The unit was a success and
certainly a worthwhile activity for the students.

The unit 1taught did not create any miracles and produce a
dramatic change in the students' behaviour towards each other. The
students have so many powerful influences in their lives that no
singular unit in vaIues education is going to produce a drastic change
in behaviour. What made this unit worthwhile was that it gave the
students the chance ta use their imaginations in the exploration of
values. Through storytelling they were able ta gain sorne empathy
with the moraIs that are common throughout humanity. The students
were then able to incorporate these maraIs into stories that they
created themseives. In the end the class was able to create a group
understanding of morality. The class cooperated with each other to
create ethical meaning that everyone agreed upon. It is this kind of
cooperative community that serves as a model for how our own
society can cooperate in the creation of a common set of maraIs that
promotes cohesion while still respecting the differences within the
community.
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Chapter V

Critiques, Conclusions, and Recommendations: Is the
Curriculum Usable?

Studying folktales that come from an ancient time hardly
seems to be a way of addressing today's social, political, and
economic problems. The use of folktales is not without its criticisms
(Zipes, 1988). The outdated ideologies in folktales can serve as just
another way of supporting the dominant discourses that are at the
root of injustice and oppression in today's society. Folktales can
trivialize or exoticize a culture as weIl as representing culture in a
totally anachronistic manner. In the face of these criticisms why
would we even think about using such Il retrogressive" material in the
moral education of today's youth?

Folktales do not portray the hazards of twentieth century
Western society. This does not mean, however, that they cannat
provide us with sorne guidance as how ta approach the moral tasks
before us. In 1983 1attended a class on the theory of knowledge that
was taught by the philosopher Paul Feyerabend. He said that he
enjoyed reading the Greek philosophers because they discussed
many of the issues we are facing today; only the Greeks discussed
these problems in simpler terms. 1 feel the same way about the
folktales.

The morality expressed in many folktales is easily understood.
None of the students that 1 taught had difficulty recognizing a
number of different ethical values in the folktales. These values such
as respect, cooperation, caring, or fairness are values that the
children will need in creating social change for the better. Although
the folktales are old, they still contain wisdom that the students can
understand and use towards helping to transform today's society into
a peaceful and just multicultural one.

Of the values and value areas that 1 had originally selected as
being important for the interaction between cultures, aIl of the areas,
except for preserving the environment, came out during the two
weeks that 1had taught the class. The folktales themselves
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generated many of these values. Rationality and criticaI
consciousness were expressed in terms of wisdom and the act of
questioning the staries. Peace and non-violence came out in the
contrast between the selfish gaannas and their altruistic wives.
Caring and working tagether were recognized in the Finnish folktaIe.
Other values appeared in the stories that the students ",,·rote. Issues
of tolerance and equality were explored in "Don't ]udge a Book by Its
Cover". Friendship, equality, and freedom were addressed when the
twa slave girls were freed ta become friends of the Indian princesse
Political action and just government were represented in "The Battle
of the Boak". The activities af performing the staries also brought up
sorne of these values and value areas. Students had ta coaperate and
communicate with each other in making their plays. AIl of these
values, and the multitude of other values that the students explared
during the two week curriculum, feU within the humanistic principle
and the respect for differences which were the t'NO overarching
moral thernes of the curriculum. These values were generated by the
students in their response ta the curriculum. 1did not discuss any of
these values with the chiIdren beforehand. By allowing the students
ta recognize the values by themselves, the curriculum helps to forro
the shared values that can lead ta a society that is now only in our
imaginations of the future.

The curriculum's use of folktales is in accordance with
multicultural values, as it did not trivialize or exoticize the cultures
that they came from. It is not that the folktales themselves that
trivialize or exoticize cultures it is the way we use these folktales.
Through the recognition of cammon values within the folktales the
folktales become neither trivial nor exatic. The students enjoyed the
falktales and saw them as clever and entertaining. These tales did
not encourage the children ta ridicule the stories or the cultures that
they came from.

Even though the falktales represent ancient ways of living, l
saw no evidence that the students thaught that this was haw these
cultures exist in modem times. The students were familiar enaugh
with falktales to understand the level of fantasy involved in
folktales. These representations in these tales belong in the world of
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the imagination. The values the staries discuss apply to the students'
world, but the cultural representations come from the collective
imagination of the culture and do not necessarily apply ta the culture
as it exists today.

The use of narrative in moral education is gaining more
recognition. Tappan and Brown (1991) approve of the use of
narrative in moral education. Their fecus, however, is on having the
students tell their own moral staries:

Consequently, the narrative approach ta moral education we
propose here is concerned solely with inviting and encouraging
students to tell their own moral staries. (p. 184)

This focus does not deny the use of using narratives that have
become part of a culture's literary traditions:

We would certainly agree that providing the students with the
opportunity to engage the moral stories in great works of
literature is a very important component of any overall moral
education program. (p. 184)

Witherell (1995) uses narratives such as Elie Wiesel's Night and Toni
Morrison' s Beloved ta reveal "our connectedness with each other and
with the world that defines us as ethical beings" (p. 46). Literary
religious works such as the Bible or the Bhagavad Gita demonstrate
the ancient roots of using canonized narratives to promote certain
values. We need both approaches of creating our o\\'n narratives and
experiencing the ethical narratives of cultural traditions in moral
education. It is for this reason that the curriculum has the students
read folktales and create their o\\'n moral stories.

Moral education is a complex and difficult task that does not
produce immediately discernible results. This has opened up moral
education to broad criticisms. The critical postmodern perspective
which gave birth to critical multiculturalism does not see moral
pedagogy as functioning effectively:
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From a critical postmodern perspective we would argue that
most of the efforts to engage in explicit moral education in
schools, families, prisons and other settings over the past 25
years have fallen short, because they have not addressed
pressing social, political and economic concems. (Tappan &
Brown, 1996,p. 102)

How would this perspective judge the curriculum in this thesis? A
postmodern perspective that celebrates the individual freedom of
interpretation might argue that there is a certain amount of social
control in my curriculum. The students were making their own moral
stories, but they had to create the stories in accordance with what
was appropnate for school. The folktales aIso exerted control over
the meaning in the students' staries. 1did ask the class ta create
staries that discussed the same marals that we had discussed with
the folktales. Thus, the values were not completely self-generated by
the students. On the other hand, a critical postrnodern perspective
might laud the use of multicultural material that the students
confront with critical consciousness. Ultimately it is the students who
are responsible for recognizing the morality of the folktales. They are
the ones who make the choices of accepting or rejecting this morality.
Since many of the values that the students identified and adhered ta
in the staries are the same values that critical multiculturalists
promote, the balance of critical judgment should lean favorably in
response ta the curriculum.

Theoretically the curriculum developed in this thesis is a
cambination of liberal and critical pedagogies. Because of this it is
open to criticism by those who adhere solely ta a Iiberal or critical
perspective. If we can move beyond our attachment ta a single
ideologyand utilize paradigms as tools "vith particular funetions \ve
can start ta mix paradigms in arder ta provide a more
comprehensive, holistic edueatianal experience. Thraugh the
synthesis of paradigms we can select the best of the ald and the new
in order to create the future.

Efforts at developing marality are a dynamic between the
individual and society. If we left children to generate values
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completely of their awn accord, they may end up being more cruel
and oppressive than our society already is. Society does have the
moral responsibility to guide its children's ethicaI development. Even
"former proponents of values clarification tend now to support an
approach which combines the best of moral guidance and values
clarification" (Halstead, 1996, p. 10). As teachers, parents, and
community members we have the duty of instilling multicultural
values. Shirking this responsibilîty, which entails sorne social control,
leads not ta the transformation of society; it leads to its
disintegratian. We must face the obligations that helping ta
transfarm society for the better caIls for and commit ourselves to the
promotion of multicultural values in the classroom.

Using international folktales to promote multicultural values in
the classroom has its dangers as weIl as its benefits. International
folktales support either the oppressive structures of society or the
liberation fram these structures depending upon haw educators use
them. If used properly, international folktales can pramate
multicultural values and a critical perspective towards values as
weIl.

I shaH turn now ta the design of my research in order ta
critique its strengths and weaknesses. The design of the research
limits what is accurately cammunicated by the research. What the
research tells us and what it does not has ta be made clear for its
results to be useful.

If qualitative research methods are meant to translate the
qualities of lived experiences from one group to another, 1must
question what quality of lived experience was authentically
represented by my research. The research \vas not able to capture
accurately the unique experience of any individual other than
myself. By keeping the students in groups in bath phases of the
research the scape af the research was limited..t\ll of the data I
collected happened within the dynamics of the groups of students.
This means that everything, including the story illustrations, \vas
influenced by these dynamics. 1 do not knaw how any of these
students would have reacted ta the activities prepared if they were
acting by themselves. It is for these reasons that my research was
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unable to represent the individual experiences of the students as
separate fram the groups they were in.

The data that contained the highest level of idiosyncratic
response were the illustrations that the students drew. There were
more differences between these responses to the staries than the
verbal responses. Unfortunately there is not much more that can be
said about the drawings than this. When the students shared their
drawings with each other, their descriptions were concrete. The
students would go through the process of labelling the items in their
pictures while describing them. They would say things like "Here's
Mariani chasing the zombie" and then point ta Mariani and the
zombie in their illustration. The students did not often talk about
their value response ta the story while discussing the pictures. Had 1
interviewed the children separately about their illustrations, 1might
have gained a greater depth of insight into their moral responses. On
the ather hand, the students may very weIl have given me answers
that they thought 1wanted ta hear instead af stating their own
opinions. The q uality of the students' subjective experience of the
curriculum will forever be a mystery, as the research design was
incapable of revealing what was going on in the minds of the
students.

My research was nat able ta translate the students' subjective
experience of the folktales and the activities designed. This does not
mean, however, that lived experiences were not revealed and
effectively translated by the research. Since the research utilized
group activities, it is the collective group experience of the
curriculum that the research brought out. It is not the subjective
qualities of experience that 1can cuH from my research; it is the
intersubjective experience of the groups that the data reveals.

A close scrutiny of the field notes reveals that a translation of
this intersubjective experience did accur. Often 1described the
studentsJ responses in my awn terms. Describing value responses as
suggestive of the humanistic principle is not the language that the
students would use; it is the language that is familiar to myself and
other educators. Perhaps something of the students r perspective \vas
lost in the translation. Perhaps a deeper understanding of the
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students r responses, a greater clarity of articulation, was gained.
There are detriments and benefits of translation that any qualitative
research must struggle with. The research reported in this thesis was
no exception to this.

Since the focus of the curriculum is the promotion of
multicultural values, it is only natural that 1attempt to translate
intersubjective experience in the research. As Dewey (1916) has
pointed out, community building involves the cooperative sharing of
experience, meaning, and values. Through interacting with each other
the students constructed a univalent ethical meaning for the stories
that the group, and Iater on the whole class, expressed their
agreement to. The creation of this meaning was an intersubjective
process that involved cooperation, dialogue, negotiation, and
consensus. Through the research design, r have created a position
from where 1can translate the intersubjective qualities of the
students r experience for the use of educators.

During both phases of my research l observed how quickly the
groups came to a collective agreement about their value responses to
the stories. Most of the time, once an ethical value was mentioned,
the other members of the group rapidly agreed with it. In my pilot
study 1would often ask the group if everyone agreed to a particular
ethical value that was mentioned. For example, when one child
identified the value of cooperation in response to uThe jackal and the
Drought", 1asked if everyone agreed with this value. Everyone in the
group responded affirmatively. When another child mentioned that
the death sentence that the animals gave to the jackal was too strict,
the group readily agreed to this too. 1am unable to say if each child
truly agreed with these values. What 1can say is that aIl of the
students expressed their agreement ta these values. This expressing
of agreement constructs a representation of the group's ethical
response. It is a singular response that the group has agreed would
he the recognized interpretation.

In the principal study the groups also had to come to
agreement as to the ethical meaning of the story as weIl. Both in the
story questions handout and in the question-and-answer period the
question of what moraIs were in the story had to be addressed. In
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answering this question the members of the group conferenced with
each other as to what they would say were the marals of the story.
The students would ask each other what the moral of the story was,
come to an agreement, and report this agreement to the class. The
groups in bath studies cooperatively constructed a univalent
response as the representation of the values in the story.

This process of the cooperative construction of meaning shows
how values are shared and negotiated in order to form the cohesive
social meaning that helps ta bind a society tagether. This is important
for the formation of a peaceful and just multicultural society. Within
a multicultural society certain agreements have to be negotiated as
ta how people in different cultures ought to behave towards each
other. Racist behaviour will not create a peaceful multicultural
society. Within multicultural theory there is broad agreement that
people should not he discriminated against because of their race.
People need to accept the differences of others without being
prejudicial or withholding access to power because of these
differences. Through the politics of dialogue and negotiation the
values of anti-racism can be expressed as graup values that are
shared, or ought to he shared, by everyone within the community. It
is through the cooperative representation of these values that a
cohesive, peaceful, and just multicultural society can be formed.

The experience of exploring international folktales and the
performance of student-generated moral tales is one of creating
shared values that can promote the multicultural society envisioned
by multicultural theory. Each group, and the class as a \\'hole,
expressed agreement to a number of ethical values such as caring
and the acceptance of differences that are heneficial for peaceful
interaction bet\veen cultures. l recorded these value responses in my

data as \'\Tell as the group's agreement to these values. My research
design does not show how the students felt about these values as
individuals; it shows that my curriculum created shared values that
could he the basis for cohesion \Nithin a multicultural society.

i\1oral pedagogy is criticized for its totalitarian state of affairs
where the students have no choice as to whether or not they agree to
the values expressed. This would be an imposition of values. The
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curriculum did not do this. l did not tell the class what values were
in the staries. They decided this for themselves. The students were
free to argue with each other's responses, as when Kim argued with
Alice about the desirability of creating an immortaIity potion. The
processes that the students used ta come to an agreement upon
ethical values were democratic and not authoritarian.

There were influences upon the students' interpretations. The
staries themselves did exert sorne influence upon the morals that the
students recognized. The folktales were created to perform this
function within the cultures they came from. One of the purposes of
the use of folktales within a culture is to provide narratives that
communicate the culture's values and encourage the acceptance of
these values. The folktale's ability to influence the audience's moral
interpretation of the tales is undeniable. Even though the folktales
influenced the students' moral interpretations, the students did not
have to agree ta the values in the folktales. One group did express
their disagreement as ta the hennit's behaviour in "The Tiger's
Whisker". The falktaIes put pressure upen the ways the students
recognized certain ethical vaIues, but they did not tetally control this
process.

The context of the schaol environment also put sorne pressure
upon the ethical meaning of the student-generated moral tales. The
students had to create plays that were appropriate for school. One of
the schaol's function is aIso to communicate values and encourage
acceptance of thern. The scheel environment did limit the moral
respenses of the students. Within these limits, however, the students
had the freedom to explore their value responses. They were free ta
recognize which values they wanted to focus on and express their
awn attitudes towards the values discussed. This came out in the
variety of value responses recorded. The students' freedom ta choose
their own values is alsa revealed in the value responses to the stories
that were different from the ones that 1had recognized. The social
pressure used to influence the students' exploration of values is an
unavoidable part of values education. At the same rime the research
related how the use of these pressures does not deny the students'
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freedom to question the values being promoted, thereby preserving
a democratic approach to the promotion of values.

Now that l have covered the strengths and weaknesses of the
curriculum and the research design l shaH focus upon the benefits
that the students received from experiencing the curriculum. The
demands upon teachers are so varied that the curriculum taught has
to satisfy multiple educational objectives. Not only did the
curriculum promote multicultural values in the classroom, it
furthered the students r language arts skills as weU as their
cooperative learning skills. The curriculum addressed multiple
educational objectives that are crucial to curricula being developed
today.

Multicultural education encourages the integration of
multiculturalism and multicultural values across the curriculum
(Ghosh, 1996). Creating a multicultural education period in the class
schedule has the danger of compartmentalizing multiculturalism. The
students can get the impression that multicultural values are for the
multicultural period and need not be worried about during the rest
of the school day. For example, just because the US has adopted
February as "Black History Month rr does not mean that the knowledge
of black history should not be addressed at other times of the year.
As educators we must recognize that multiculturalism is an
interdepartmental discipline that cuts across curricular boundaries.

The curriculum is part of language arts studies, as it uses
multiple language arts skills. The foreignness of the folktales
challenges the students' decoding skills. They need ta come to an
understanding of the setting, characters, and events in the story
through the act of reading the story. The tenninology and structure
of the language used is often different from their own. The students
must confront the text and construct meaning from the words on the
paper. Thus, the unit improves the students' functionalliteracy as
well as their culturalliteracy.

The students must also use communications skills when
working with the curriculum. They use both oral and written forms
of communication by speaking their moral interpretations as well as
writing them down. They are given practice in the grammatical
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construction of scripting a play and using that script in an actual
performance. Through performance and drawing, the students also
explore visual, audio, spatial, and gestural modes of Iiteracy that go
beyond the linguistic mode of Iiteracy. The curriculum helps the
students with functional, cultural, and grammaticalliteracy as weIl as
introducing them to a variety of modes of literacy through which
they can communicate.

The curriculum also encouraged the students to use their
imaginations. It is through the students' imagination that the
narratives were experienced and values recognized were engaged
(Johnson, 1993; WithereIl, 1995). The students internalize the staries
through their imaginations and relate these staries ta their own lives.
This came out in the students' use of the staries in their own play.
The deer's ears that became gaanna ears is just one example of the
students incorporating the stories into their play through their
imaginations. Beyond incarporating the staries into their lives
through their imagination, the students aIso used their imagination to
incorporate the values into their own lives. Through the creation of
the moral plays, the students created imaginative ways of expressing
the values and then acted upon them in performance. Unlike other
curricula for values education the curriculum makes use of the
students' own imagination in order to promote the values that help a
multicultural society to function.

Cooperative learning is another educational objective that
needs to he taught throughout school activities. Learning ta cooperate
with each other in the reading of the folktales and the creation of
moral tales "vas a difficult activity for the students. This gave rise to
numerous arguments that even resulted in one girl crying. The
students had to make decisions as a group. In order to do this they
had to dialogue, negotiate, and vote in order ta build consensus in
such a way that everyone in the group was more or less satisfied
with the group's decision. The students' ability to do this surprised
me. Children in their pre-teens have the tendency to act in groups
(Davies, 1982). Whether it is during schoolwork or play group
dynamics are an important part of children's lived experience. Their
experience allows children to develop cooperative skills. This could
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very weIl be why the students whom 1observed were 50 adept at
creating group consensus.

The curriculum further challenged the grouprs decision making
and problem solving skilIs. They had to take into account the
different opinions of each member of the group and negotiate them
into a singular group meaning. In order to do this the students had to
use many of the values that we had been discussing in the stories.
The students had ta be caring towards each other, and they had ta
withhold their desire to he selflsh. They had to respect differences as
well as each otherrs feelings. Through cooperative learning the
students were given the opportunity to act upon their values in a
natura!, as opposed to an artificial, contexte

Cooperative learning is a fundamental aspect of multicultural
education. AlI of the skills and values that 1 have mentioned are the
same skills and values that these students will be using in the third
space that is opened up through the interaction between cultures in a
society. As multicultural curriculum is designed it is important to pay
attention to how weIl cooperative learning works within
multicultural education. It is the cooperation between cultures that
can lead to a peaceful, just, and cohesive multicultural society.

One of the greatest benefits of this curriculum is that it
provides the students with a fun way of exploring multicultural
values. The students really enjoyed the curriculum. They had a great
time performing the folktales and the moral tales that they had
created. This was rewarding for me as the students would greet me
each day with smiles and enthusiasm. Although the tasks 1 gave the
students were difficult, theyenjoyed them so much that they spent
extra rime after school working on their projects. They made props
and soundtracks for their plays using their own free time. The
students would not necessarily have done this if they were not
enjoying what they were doing.

The "fun factorH in this curriculum was an excellent motivator
for the chiIdren. School lessons do not always have to be fun and
games, but it certainly helps in values education. Having fun with
values will help students ta internalize values much more effectively
than sermonizing or putting fear into them. The \\'riters and
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publishers of childrenrs Iiterature realized this long ago, and those
interested in multicultural and values education cannot lose sight of
the need for children to have fun while they are learning.

1have articulated sorne of the strengths, weaknesses, and
benefits of using international folktales to promote multicultural
values in this thesis. Reflecting upon this 1have recommendations as
to the currïculumrs use in the classroom. This curriculum works weil
with children in the fifth and sixth grades. It is important for
educators to make their own decisions as to how they will adapt this
curriculum to their own needs and the unique context that theyare
teaching in. 1will conclude my thesis with a few recommendations
for teachers who are interested in using the curriculum that was
developed and researched.

judging from the parity of moral responses that came out of
both phases of rny research, my original idea of repeating the two
week activity for each of the values and value areas that 1 had
identified is unnecessary. The five folktales in the pilot study were
selected in order to present a variety of values ta the group such as
cooperation, caring, hard work, multicultural interaction, and justice.
The folktales selected for the principal study aIl revolved around the
ethical thernes of caring and selfishness or greed. In both instances
the responses recorded addressed sirnilar ethical thernes. In both
phases of the research, groups recognized a basic morality of
goodness and promoting the well-being of everyone, \vhich 1 have
been calling the humanistic principle, that applies across the cultures
of the world. The groups in both phases also recognized the value of
accepting differences and generated many of the values that 1had
selected myself. Instead of repeating the activities for each value and
value area that apply ta multicultural interaction, keeping the
curriculum to a two week process shauld be sufficient ta meet the
currïculumrs objectives.

In selecting folktales teachers can either use the folktales that 1
have selected, or they can select five folktales of their own. If
teachers are ta select their own falktales they should be aware that
this task is difficult and time consuming. Selection of the folktales
appropriate for this curriculum entails considerations of cultural
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diversity, similarity of ethics, ability ta entertain, and the
apprapriateness of content in arder for the curriculum ta be
successful. Locating diversity in culture and geography as weIl as
similarity of moral themes are the primary concerns in the selection.
It is important to select folktales from five widely divergent cultures
in five different geographical areas. Seeing on a map that the
folktales come from all over the world will help the students to
recognize that the common values in the folktales are transcultural
and diffuse throughout humanity. It is advisable ta find five folktaIes
with similar ethica1 thernes. Even though the students' responses will
not be limited to these thernes, having corresponding mora1s in the
staries helps the students ta recognize the commanality of certain
marais across cultures. By selecting folktales that represent a variety
of cultures and similar ethica1 thernes the curriculum addresses the
objectives of multicultural education through encouraging the
students ta focus on the similarities and differences between
cultures.

Beyond diversity of culture and similarity of ethical values it is
also important to consider the folktales' ability to entertain children
and the appropriateness of the content when selecting the folktales.
The folktales selected should have action and ingenuity in order ta
capture the students' attention. Humor is not absolutely necessary,
but it helps as weIl. Choosing falktales that are excessively violent or
promate negative stereotypes should he avoided, as the students
may copy these traits in the moral tales they produce. At the same
time sorne violent or stereotypica1 representation in the folktales can
be beneficial if the students are encouraged to take a eritieal
approach to the content of the folktales. If teachers foeus upon the
above considerations in choosing their folktales, their utilization of
the curriculum should produce similar results ta the ones 1
e~:perienced.

Although this curriculum is student-centered, the teacher must
play an active part in the classroom. 1had ta spend my time
interacting with the groups as they completed their tasks. I helped to
mediate arguments, clarify the students' ideas, keep the groups
focused on task, reduce the noise level of the class, and make sure
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that the students' stories were appropriate for the school
environment. This is nat the kind of curriculum that one can give to
students and then sit behind a desk correcting papers. The teacher
must take an interactive raIe with the students in arder to keep the
curriculum flowing smoothly.

Because of the interactive raIe that the teachers must take 1
would strongly encourage school districts to take sorne time ta train
the teachers in using this curriculum. This training should include a
discussion of the theory behind the curriculum, creating an
awareness of the strengths and weaknesses of the curriculum
including sorne of the risks of using folktales, facilitating groupwork,
and preparing the teachers for the level of excitement that the use of
drama creates in students. Teachers should he weIl prepared to teach
this curriculum in order ta avoid difficulties in the classroom.

After teaching the curriculum it is heneficial for the teachers in
a district to hold a follow-up session in order to discuss how effective
the curriculum was. Teachers can use their experience \-vith the
curriculum in order to better adapt the curriculum to the district's
needs and further refme the training sessions for fu ture teachers.
Many school districts are limited in their resources and have many
competing demands for preparation days. Sorne districts may just
want to train a few teachers who can service the whole district.
However it can be achieved the implementatian of this curriculum
shauld meet enough educational objectives ta be weIl worth the
resources required to implement it.

This curriculum should not he considered as the only thing
necessary to address the needs of multicultural education.
Multicultural education has to be developed throughout the activities
taught at school. Children should aIso be aware of racism and its
effects to oppress other peoples and create power imbalances in all
subjects. History is particularly conducive ta the teaching of these
issues, but it is not the only subject ~~here anti-racism can be taught.
Students should aIso he aware of the multicultural interaction that
has been vital in the develapment of math and sciences world~Tide.

Very few scientific discoveries can he attributed to just one culture.
The curriculum proposed in this thesis is just one of many that need
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ta be develaped in order to integrate multicultural educatian
effectively inta the students' averall education. We need ta spend
more time develaping a variety of approaches ta multicultural
education in arder to promate a peaceful, just, and cahesive
multicultural society.

The curriculum's use of international folktales ta promote
multicultural values focuses upon the similarity of basic human
values across cultures. It is just as important to focus upon the moral
differences that exist between cultures. Superficial differences in
clothing and food are not nearlyas problematic in tolerating as
differences in ethical values. People may not mind the differences
between them and their neighbors' appearances but will be quick ta
judge arranged marriages or methods of disciplïning children. We
need ta develop curriculum where students can confront the ethical
differences between cultures and decide upan the appropriate ways
of dealing with these differences. Students may decide that sorne
cultural practices, such as cHtoral castration, violate human rights
and should not he tolerated. The students may also decide that sorne
values should he tolerated even if they are different from their own.
Which values should not be tolerated and which values should will
have to be negotiated in the third space of multiculturalism. In arder
ta do this, students will need practice. We have ta design curricula
that will meet this need in the classroom.

The curriculum in this thesis is a good starting point because it
discusses values that are, and ought ta he, transcultural. Fram here
we can explore the ethical values that are culturally specifie and
determine whether they violate human rights, ar \\rhether they
should he tolerated as a different approach to social interaction. It is
also important to help students to understand that power cannot be
withheld from people of a certain culture just because of differences
in maraIs that do not violate human rights. More work has ta be done
in locating and designing curricula that meets all of the needs of
multicultural education. The task ahead of ourselves is not an easy
one, but the rewards af helping ta transfann saciety into a peaceful,
just, and cahesive multicultural society \\'ill be weIl worth the effort.
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