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Introduction

Although multicultural education can
be conceptualized in many different ways,
it generally aims at enabling students from
diverse cultures to learn how to transcend
their cultural borders and engage in dia-
logue and action with people who differ
from them in significant ways. Its more
progressive versions also promote ideals of
equity, social justice, social transforma-
tion, and active citizenship (Banks 1991;
Gorski 2000). In this sense, multicultural
education is closely related to approaches
such as citizenship education, education
for conflict resolution, global education,
peace education, human rights education,
anti-racist education, intercultural educa-
tion, transformative learning, critical peda-
gogy, and multidimensional citizenship
education (Ichilov 1998; Kymlicka 1995;
Mezirow 2000; Parker et al. 2000; Selby
2002; Toh & Cawagas 2001).

In contrast to the traditional civics
curriculum that focuses on the passive
acquisition of the procedural and legal
aspects of political institutions, and from
the character development emphasis of
moral education approaches, multicultural
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education and related approaches encom-
pass a much wider and holistic perspective
that emphasizes value clarification, inter-
cultural dialogue, and active participation.

In the United States, multicultural
education began to take off after the “No
One American” statement released by the
American Association of Colleges of
Teacher Education in 1972. Since then,
much controversy has been generated by
multicultural education, garnering sup-
porters and detractors inside and outside
educational institutions. Supporters of
multicultural education argue that it pro-
motes cultural diversity and global toler-
ance (the ideal of ‘e pluribus unum’), and
overcomes the shortcomings and the elit-
ism of the traditional Eurocentric curricu-
lum. They also contend that a multicultural
curriculum is essential to the survival of
democratic political systems in increas-
ingly pluralistic societies, as it instills
among learners mutual respect, under-
standing, and tolerance by recognizing com-
monalties among all peoples while appre-
ciating human differences (Shor 1987;
Banks 1994).

Its detractors, instead, claim that
multicultural education is divisive because
it enforces ethnic quotas in the curriculum,
it hinders assimilation efforts, and it cre-
ates unnecessary antagonism among dif-
ferent groups. They also accuse multicul-
tural education of eroding the traditional
canon of the disciplines, diminishing the
quality of a good liberal education, and
confusing immutable traits like race and
national origins with learned attributes

like culture (Bloom 1994; Bernstein 1994;
D’Souza 1991; Grant 1994; Chavez 1994).
Despite the obvious disagreements be-
tween advocates and detractors of multi-
cultural citizenship education, they tend
to have one element in common. More
often than not, their analyses tend to focus
on the philosophical, political, and peda-
gogical dimensions of the prescribed cur-
riculum, ranging from debates about the
weight assigned to particular topics to the
expected outcomes of a particular program
of study. I would like to suggest that a
comprehensive analysis of multicultural
citizenship education programs can be as-
sisted by an exploration of a variety of
curricula that interact simultaneously.

The term curriculum is referred to in
the dictionary as the courses offered by an
educational institution, a set of courses
constituting an area of specialization, or a
specific course or program. Because the
word has kept its original Latin form, it
suggests to the general public something
of a highly technical and obscure nature,
whose meaning is only accessible to ex-
perts(e.g., curriculum developers). In more
vernacular terms, the curriculum can be
understood as what is taught, what is
learned, how it is taught, and how it is
learned.

Hence, as the sociology of curriculum
has suggested, the study of any curriculum
does not consist only of a straightforward
analysis of the prescribed content, but of a
more complex process that takes into con-
sideration the nature and impact of differ-
ent curricula. Among these several cur-
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ricula, there are eight that demand the
particular attention of researchers in the
field of multicultural and citizenship edu-
cation:?

(1) the prescribed (or intended)
curriculum;

(2) the taught curriculum;

(3) the tested curriculum;

(4) the reported curriculum;

(5) the hidden curriculum;

(6) the missing curriculum;

(7) the external curriculum; and

(8) the learned curriculum.

The Eight Curricula

(1) The Prescribed Curriculum

The prescribed (also known as the
intended or the official curriculum) is what
appears in official documents. It usually
includes the content and the methods of a
course, the goals, and the time allocated to
achieve those goals and cover those con-
tents. In the case of state-regulated pro-
grams, its philosophical-pedagogical ori-
entation usually depends on the philo-
sophical and pedagogical orientations of
the government in power in charge of the
educational system in that particular ju-
risdiction.

In most countries, the prescribed cur-
riculum is frequently translated into text-
books and other materials approved by the
Ministry of Education or its equivalent.
From a researcher’s perspective, two key

questions can be raised in the analysis of a
prescribed curriculum: (a) “what knowledge
is of the most worth?” and (b) “whose knowl-
edge is of the most worth?” (Apple 1993).
Obviously, in any society there is a selection
process in which the official curriculum is
developed and approved. This process could
be more or less democratic, and the results
could vary in quality and pedagogical merit.
However, an analytical focus on this initial
stage of the educational process could un-
derestimate the distance that often exists
between the prescribed curriculum and the
learned curriculum.

(2) The Taught Curricalum

The taught curriculum is what teach-
ers actually do in their courses once they
close the door of their classrooms. For dif-
ferent reasons, more often than not there is
a gap in quantity and quality between the
prescribed and the taught curriculum, which
is known in the educational jargon as the
mismatch between curriculum design and
curriculum implementation, and in the so-
ciological jargon as the “relative autonomy”
of agency (teachers) vis-a-vis structural con-
straints. In terms of quantity, frequently
the gap is simply the unintended outcome of
an inadequate time allocation, in the sense
that the expectations about the content
that learners are supposed to cover are
unrealistic given the length of the course.

In multicultural citizenship education,
this situation of insufficient time to cover
the curriculum is sometimes compounded

by the fact that in addition to the textbook
content teachers are asked to use the
“teachable moment” of current political
events (e.g., federal, provincial, and mu-
nicipal elections; racial, ethnic, or sexist
incidents reported in the media; national
debates on multiculturalism, etc.), and

- all within the same time frame. Discuss-

ing a high school civics course in Ontario,
Canada, that has a duration of nine weeks,
John Myers (1999) reports that he could
not find even one teacher who had fin-
ished teaching the prescribed curriculum
of the course.

Even if the quantity of curriculum
content is covered (because the time allo-
cated is appropriate for the amount of
content, or because the teacher simply
manages to get through it), discrepancies
in quality between the prescribed and the
taught curriculum still remain. This is so
because teachers’ background, profes-
sional training, ideological outlook, and
familiarity with the topic may vary. In the
case of Ontario, Canada, for instance,
many civics teachers have no training or
background in this area. While the pre-
scribed curriculum may be universally
implemented, a wide variation may exist
at the level of implementation between
the taught curriculum of these teachers
and the taught curriculum of teachers
with a more solid background in social
sciences.

In other cases, the gap between the
prescribed and the taught curriculum
could be the product of an individual
teacher’s personal approach to the topic
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or political positions. In my own experi-
ence as a secondary school student in a
country ruled by a repressive military re-
gime, a few progressive teachers dared to
deviate from an official curriculum that
was based on promoting blind patriotism
and obedience to authority, and also—
ronically, because this was a regime that
overthrew a democratically elected gov-
ernment—adherence to the rule of law and
to democratic institutions. In these cases,
the degree of deviation between what is
prescribed and what is taught is highly
dependant on the relative autonomy of
teachers (and the control mechanisms
available by authorities) and the risks
involved in those actions (in those days, for
instance, the price for deviating from the
official civics curriculum ranged from ad-
monition to suspension to jail to torture to
death).

(3) The Tested Curriculum

The tested curriculum refers to that
portion of the curriculum that is evalu-
ated. Since it is impossible to evaluate all
learning that occurred during a course, the
tested curriculum is frequently a repre-
sentative sample of the prescribed curricu-
lum. The tested curriculum is usually ex-
pressed in a test, which can be written or
oral, standardized or diversified, multiple-
choice or open-ended. Because today the
test tends to be at the center of the educa-
tional process, it is important to reconsider
the distinctions and the connections be-
tween instruction, assessment and evalua-
tion. As Myers (1999) remarks, “anyone can
design a multiple choice test to trip people
up on names, dates, and bits of trivial
information, but what do they really tell us
about a student’s ability to be an informed,
purposeful, and active citizen?”

A typical pedagogical impact of the
increasing emphasis on the tested curricu-
lum is that teachers feel compelled to teach
to the test, and learners feel compelled to
study only what is going to be tested. If this
is detrimental to the learning process in
most disciplines, it is particularly damag-
ing for multicultural studies. There is only
so much a test can capture, especially
when the goals of the prescribed curricu-
lum are as broad and long-term as the
development of an informed, purposeful,
and active multicultural citizenship.

Particularly difficult to capture in a
test are the affective goals pursued by a
multicultural and citizenship education
curriculum such as tolerance, respect, and
neighborliness, or attitudinal changes re-
garding sexism, racism, homophobia, and

the like. In the affective domain, the prob-

lem not only lies in the technical difficul-
ties inherent in designing a test that cap-
tures emotions, feelings, and attitudes.
Even if this is overcome, and a reasonably
good test is designed, it is plausible to
suggest that test may not reflect real atti-
tudinal changes, as students can still “pre-
tend” an attitudinal change in order to
pass the test.

(4) The Reported Curriculum

Thereported curriculum is what learn-
ers report to know about a particular topic
in response to specific questions or tasks
designed by educational authorities. This
can be understood at the collective level
(e.g., the percentage of students in a par-
ticular school district who were able to
correctly answer certain questions of a
test), or at the individual level (e.g., what

The reported curriculum
may not necessarily
reflect what students
actually know
and believe . . .

a particular learner reports to know about
a particular topic). The reported curricu-
lum may not necessarily reflect what stu-
dents actually know and believe for two
reasons. First, some questions on the test
may be poorly designed. Second, as men-
tioned above, what learners report to know
or think about a particular issue is not
necessarily what they really know and
think, and this is more likely to occur in
sensitive areas such as ideological per-
spectives or sentiments towards other
groups.

Students may feel pressured to adapt
their answers to what they perceive the
teacher or the testers expect from them
(what may be the “politically correct” an-
swer in a particular context) instead of
expressing their true feelings and knowl-
edge. I remember that in a secondary civ-
ics class, during a time of military dictator-
ship, our teacher “taught” us that that all
the problems of the world originated in the
writings of the Marx brothers. When we
asked her who the Marx brothers were, she

ration than a lesson on collaboration
learned in a competitive environment. In
short, students may learn more about
democratic deliberation and decision-mak-
ing through participating in a school coun-
cil than through reading a textbook or
listening to a lecture, and can learn more
about equity and diversity through class-
room dynamics than through normative
statements in a textbook.

(6) The Missing Curriculum

The missing or omitted curriculum is
what is excluded, deliberately or not, from
the course. In a multicultural citizenship
course, the content that is missing, the
issues that are censored, and the ideas
that are silenced, are usually as relevant
for the development of informed political
subjects and active multicultural citizens
as the content that is selected and ap-
proved. Although the missing curriculum
varies according to context, British re-
searcher Ian Lister reports that the topics
usually left out in citizenship courses in-
clude trade unions, social movements (es-
pecially those challenging the status quo),
extra-parliamentary politics, and local
politics (Lister 1998). The missing curricu-
lum refers not only to content, but also to
analytical approaches (e.g., political
economy approaches are usually excluded
in social studies courses) and to methods
(e.g., avoidance of participatory or demo-
cratic methods and practices in the class-
room and the school).

The nature and size of the “omitted
curriculum”is closely related to the amount
of dissent that a society and a government
is willing to accept in the prescribed cur-
riculum. Indeed, in most countries, in or-
der to reduce controversy, the curriculum
developers focus on the “safe” areas that
are largely agreed upon in a given society,
and avoid those contentious areas embed-
ded with conflictive interpretations or val-
ues. According to Rowe (1995), this model,
known as the consensus model, fosters
social cohesion and the “compliance” side
of civic virtues. It usually takes the form of
“patriotic constitutionalism,” with a de-
scriptive approach to public institutions,
an idealized account of the abstract prin-
ciples of democracy, and a portrayal of
decision-making that does not recognize
power differentials.

This type of prescribed curriculum is
usually removed from the dynamic and
conflictive reality of the actual political
and civic life, and from the complicated
interpersonal realm of citizenship. It is not
surprising, thus, that in many countries
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replied confidently that they were Marx
and his brother Engels. Needless to say, on
our oral exam, we had to give the answer
expected by the teacher, even though we
knew from our own readings outside the
classroom that she was wrong.

(5) The Hidden Curriculum

The hidden curriculum is what is
taught outside the prescribed curriculum;
it goes beyond the specific content of the
subject matter, and can be expressed in
the school environment, in the classroom
climate and its furniture arrangement, in
the pedagogical methods, in teacher-stu-
dent interactions, in the student-student
interactions, and in many other “invisible”
dynamics. Sometimes the hidden curricu-
lum reinforces the prescribed curriculum,
sometimes it contradicts it. For instance,
the prescribed curriculum may promote a
better understanding and value of democ-
racy, but if the teacher (or the school cli-
mate) is highly authoritarian the demo-
cratic lesson gets distorted.

Similarly, the curriculum content may
highlight the importance of participation
and dialogue, but if this is taught exclu-
sively through lectures, then the method
contradicts the content. Likewise, the pre-
scribed curriculum may claim that in a
democracy everyone has equal opportu-
nity, but such message can be contradicted
in practice if the teacher interacts differ-
ently with students according to their class
origin, race, or gender, and has different
expectations about their achievement; un-
fortunately, the available evidence sug-
gests that this happens more often-than
most people are willing to admit (see, for
instance, the now classic works by
Rosenthal & Jacobson 1968; Rist 1970,
Bowles & Gintis 1976; Willis 1977;
Bourdieu 1976; Anyon 1979; Oakes 1985;
or Sadker & Sadker 1994). Indeed, while
the prescribed curriculum may aim at the
development of citizenship, the hidden cur-
riculum may develop leadership among
some groups, and followership among the
rest (Lister 1995).

Although the hidden curriculum tends
to be conceived in a negative light (as
reinforcing existing inequalities and dis-
criminatory practices), it could be also posi-
tive, promoting democracy, tolerance, and
even empowering learners. For instance, a
democratic classroom environment and a
progressive method can better nurture a
democratic spirit and democratic values
by daily immersion than by memorizing
the principles of democracy. A collabora-
tive classroom can promote more collabo-

the civics curriculum is perceived by many
students (and even some teachers) as irrel-
evant and uninteresting. As Rowe (1995:
47) points outs:

The methodology adopted by this
descriptive model is more likely to
be didactic, preoccupied with the
acquisition of facts and, as far as
learning is concerned, passive. It is,
therefore, not very effective in de-
veloping the skills necessary to be
an effective citizen or fostering im-
portant attitudes of respect and tol-
erance towards those of different
persuasions.

At a political level, the consensus
model curriculum is the most likely to be
adopted for two main reasons: its capacity

. . . this sanitized
story of social affairs
can easily generate
a feeling of alienation
and disillusionment
among students . . .

to garner support from political parties
and other influential institutions, and the
unlikelihood that it will be challenged by
parents, advocacy groups, and religious
groups. At the level of implementation,
this model is also more likely to be adopted
than other approaches (particularly value-
laden ones) because it is easier to apply by
teachers, especially the inexperienced and
non-specialists; this is important consid-
ering that in many countries multicultural
citizenship courses are taught by non-spe-
cialist teachers (Rowe 1995; Stradling &
Bennett 1981).

While this curriculum is the most likely
to be supported and implemented at all
levels, it will be so weakened by compro-
mise that it becomes not only irrelevant
and ineffective, but also eventually coun-
terproductive. Indeed, this sanitized story
of social affairs can easily generate a feel-
ing of alienation and disillusionment
among students when they compare notes
between the curriculum and real life. As
Rowe notes (1995: 48), “the failure of the
school to offer students an adequate model
of social conflict may lead to confusion
where there had been understanding, and

apathy where there might have been com-
mitment.”

(7) The External Curriculum

The external curriculum refers to what
students learn outside of the classroom
(e.g., from other students in the school,
and from other sources such as the family,
the media, religious leaders, neighbours,
friends, etc.) and the different ways in
which they mediate whatever they learn in
those environments with what they learn
in the classroom.

For instance, students may learn from
religious leaders, from political activists,
or from family members things (positive or
negative) that contradict what they learn
in class, and it is not clear how each indi-
vidual student manages to deal with those
contradictions. For instance, many impor-
tant values and attitudes (from racism,
homophobia, or xenophobia, to tolerance,
openess, and fairness) are strongly inter-
nalized in primary socialization (mainly
through family interactions) at an early
age (Berger & Luckman 1966).

Likewise, in highly authoritarian
countries with a sanitized curriculum, and
in contested regimes, political socializa-
tion tends to occur more in the streets, in
social movements, in neighbourhood asso-
ciations, and in sports clubs than in the
school (Mazawi 1998; Emler & Frazer
1999). Often, the analysis of local, na-
tional, and international realities that tran-
spire in those interactions is radically dif-
ferent from the prescribed, tested, and
taught curricula.

(8) The Learned Curriculum

Finally, thelearned curriculum is what
actual students really learn from the whole
experience at the end of a particular pro-
gram of study, and this is something that
is very difficult to identify with certainty
due to the number of variables involved in
the process. What students actually learn
is not the same as what is prescribed, what
is taught, and even what is tested.

How students make sense of the for-
mal and the hidden curriculum, and how
this learning is incorporated and negoti-
ated with previouslearning and withlearn-
ing acquired outside of the classroom (e.g.,
through media, political activism, etc.) is
difficult to discern, and even more difficult
to generalize because each student has
been exposed to different experiences, ideo-
logical influences and analytical ap-
proaches, and thus is likely to make a
different meaning of the same lesson plan.
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Moreover, a more accurate appreciation of
the real citizenship multicultural learning
acquired by the learners is more likely to
be found in their future civic, social and
political engagement, which is very diffi-
cult to predict.

Summary and Conclusions

The analysis of a multicultural educa-
tion curriculum involves a comprehensive
exploration of the interaction among eight
curricula: the prescribed (or intended) cur-
riculum; the taught curriculum; the tested
curriculum; the hidden curriculum; the
missing curriculum; the external curricu-
lum; and the learned curriculum.

Whereas the specifics of this analysis
can vary from school to school, and from
societal context to societal context, it is
clear that a simple discourse analysis of
the prescribed curriculum does not tell us
what students actually learn and how.
Even the responses given to a test are not
good indicator of what students have
learned or have not learned.

More studies, including ones of what
actually happens in the classroom, and
also of what happens with multicultural
learning outside of the classroom (lifewide
learning), can assist us to achieve a better
understanding of the real impact of multi-
cultural education curricula.

Note

! T want to acknowledge the contribu-
tions of John Myers, my colleague at the
Ontario Institute for Studies in Education of
the University of Toronto, for his thinking on
the “four curricula” of civics education. In
this paper I expanded that model into eight
curricula.
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