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It is odd that kanericans still regularly 
cite Alexis de Tocqueville's candid ob- 
servations on our  democra t i c  spirit, 
from the importance of  civic associations 
and religion, to the threats to indepen- 
dent  thinking and local liberty, to the 
mixed character of American education. 
True, we more often cite his praise than 
his warnings; one of his prescient con- 
cerns was democracy's intolerance for 
those who question its tendencies, t ie  
thought its true fi'iends should address 
its weaknesses, but he expected apostles 
of  the new faith to scorn his warnings 
about  democrat ic  immodera t ion  and 
shallow souls. 

Tocquevil le  correct ly  forecast  the 
spread of  this groupttfink beyond poli- 
tics to philosophic, religions, and edu- 
ca t ional  thought .  This hard  reali ty 
c a p t u r e s  the  u n d e r l y i n g  s to ry  o f  
Ca,'oline Winterer 's  study of  classical 
education in America from the late eigh- 
teenth to early twentieth centmies,  but 
it also might explain her caution ira re- 
counting the tale. After all, The Culture 
of Classicism chronicles the losing side, 
the case for liberal education in the great 
works of  anciem Greece and Rome. 

The prevailing spirit of higher edu- 
cation today largely is skeptical about  
standards of  morals, epistemology, or 
transcendent truth apart from our  faith 
in democracy and material progress. We 

do not  want  to hear  warnings  f rom 
Tocqueville, let alone from some profes- 
sor, linking the classics, liberal educa- 
tion, and the fate of  the human soul in 
modern  democracy. Winterer recounts 
tile main events and players in this saga, 
but she leaves it to the reader to ponder  
its meaning.  This is, nonetheless ,  no 
small service toward grasping the chal- 
lenges to higher learning, and to prin- 
ciph;d se l f -governrnent ,  in Amer ica  
today. 

Winterer, an assistant professor of  his- 
tory at San Jose State University, argues 
that "[n]ext to Christianity, the central 
intellectual project in America before 
the late nineteenth century was classi- 
cism." From the 1630s (the tounding of  
Harwu'd), Americans were "dazzled" by 
the ancient  Greeks and Romans, and 
"reverence for ancient models helped to 
structure ethical, political, oratorical,  
artistic, and educat ional  ideas, some- 
times overtly, sometimes subtly." From 
1880 to 1910, she a rgues ,  mass ive  
changes within classics and ira American 
intellectual life pushed aside this once 
central discipline to "the b~vays of  elite, 
high cuhure,  where it remains today." 
Winterer portrays this dispassionately, as 
"less a story of  decline than of  transtor- 
mation," arguing that American classi- 
cists s t r u g g l e d  t h r o u g h o u t  the  
nineteenth  century  simultaneously to 
defend and reinw.'nt classical education. 

As American politics, economics, and 
society became more egalitarian and dy- 
namic, such education ira character for- 
m a t i o n - - a  r i g o r o u s  mora l  and  
irrtellectual program to develop human 
nature to its fullest po ten t ia l - - seemed 
increasingly elitist and remote. By the 
era ofJacksoi~,  classicists openly  de- 
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f e n d e d  such study precisely for  its re- 
mo teness ,  as an a n t i d o t e  to m o d e r n  
crassness and  individualism. T h e  van- 
guard  o f  scientific, secular, ut i l i tar ian 
educa t ion  por t rayed  study of  Greek  and  
I~atin as undemocra t i c ,  backward,  and  
amateur ish .  Within decades  it was clear  
which side had won. Still, Win te re r  finds 
consola t ion  amidst  this revolu t ion  to- 
ward specialization, utilitarian aims, and 
the leveling o f  all disciplines. 

By the twentieth century,  she claims, 
the "classicists' idea of  the cu l tu red  per- 
son, f luen t  in the human i t i e s ,  r ep re -  
sen ted no th ing  if" not  a huge  ideological  
victory." The  mode l  o f  the broadly  edu-  
cated and "conscient ious  citizen," thus 
o f  "tim ideal o f  l iberal l ea rn ing ,"  was 
adop t e d  by the new "humani t ies"  disci- 
plines. The  legacy o f  "classicism as a cri- 
t ique o f  modern  materialism and  civic 
degeneracy"  was bequeaf lmd  to fitting 
SLLC('CSSOFS. 

The Culture of Classicism is part icularly 
instructive abou t  not ions  (7t'scholarship 
itself', p o n d e r i n g  "the t rans format ion  o f  
American ideals . . . f rom the genera l  
learn ing  valued in the e igh t een th  cen- 
tury to the specialization st) prized in the 
twc'ntieth." Win te re r  chronic les  the in- 
t roduct ion of  Ge rman  scholarship in the 
mid-n ine teen th  century,  which empha -  
s ized the  h i s t o r i c a l  p a r t i c u l a r i t y  o f  
thought  and cuhure ,  and scientific analy- 
sis o f  texts and  linguistic meanings.  She 
candidly analyzes how this historicism, 
adop ted  by American classicists to be rig- 
o rous  aim up-to-date,  in fact des t royed  
classics f rom within. T h e  story o f  a bril- 
l iant  classical ph i lo log i s t  o f  this  e ra  
n a m e d  Nietzsche a lone  reveals the dan-  
ger  historicism posed  for  classics-- in-  
deed ,  for  all serious, Socratic learning,  

whatever  the discipline. Winterer ,  how- 
ever, h a r b o r s  some  o f  tha t  G e r m a n i c  
spirit, and  she is softer  on  these issues 
than she migh t  be. T h e r e  is n(> m e n t i o n  
o f  Nietzsche or  H e i d e g g e r  or  the subse- 
q u e n t  crisis o f  m e a n i n g  ill human i t i e s  
o r  soc ia l  s c i e n c e s ,  e v e n  w h i l e  sh e  
chronic les  the nuts  and  bohs  o f  classi- 
cist pedagogy  f rom the seven teen th  to 
the late n i n e t e e n t h  cen tu ry  in America.  

For  larger  ref lec t ions  ab o u t  the  con-  
s e q u e n c e s  for l i b e r a l  l e a r n i n g  a n d  
h ig h e r  educa t ion ,  o n e  shou ld  seek out  
Eva Brann ' s  Paradoxes of Education in a 
Republic, or, in a m o r e  combat ive  mode ,  
Allan Bloom's  The Closing of the American 
Mind, E. Chr i s t i an  Kopf f ' s  The Devil 
Knows Latin: Why America Needs the Clas- 
.sical Tradition, or, f r o m  Vic to r  Davis 
H a n s o n  a n d  J o h n  H e a t h ,  Who Killed 
Homer." Tke l)emise of Classical Education 
and the Recovery of Greek Wisdom. T h a t  
said, pe rhaps  Wintere," is as p r u d e n t  as 
the statesman Diodotus  in Thucyd ides ' s  
accoun t  o f  the Athenian assembly revers- 
ing a dec is ion  to s l augh te r  the  a d u h  
males in a t r ibutary  city, Myti lene (His- 
tory of the Peloponnesian War, 3.35-49). 
Diodotus  pe rsuaded  the assemblymen to 
do  the jus t  th ing  not  by ap p ea l i n g  to 
the i r  sense o f  just ice,  but  by speaking  to 
t h em  on the i r  own te rms  of 'ca lcula t ions  
abou t  interest  and  power. St), tot), per- 
haps if adminis t ra tors  and  senior  profes- 
sors in h igher  educa t ion  read The Culture 
of Classicism, it would (It) lnore  g o o d  than  
asking them to read  Bloom or  l l a n s o n  
or  Kopff. T h e  latter scold the barbar ians  
inside the gate fi)r their  ignorance  abou t  
t r u e  l ea rn ing ,  or  a b o u t  t ru ly  d iverse  
views of  " h u m a n e "  learn ing .  W i n t e r e r  
gent ly  suggests a similar conc lus ion  in 
t he  p r e v a i l i n g  l a n g u a g e  o f  t h e  mo-  



B o o k  Reviews 85 

ment- - r igorous ly  documen ted  social 
scientific historical research, objective 
and n<m-polemical, recounting what has 
been lost. 

As Winterer  unfolds her story she 
mentions both Locke and Bacon as pri- 
mary sources for the new modes and 
aims of learning that undermined  the 
classicist orthodoxy of seven teen th- and 
eightecnth-century America. One ad- 
vantage of her detailed recounting of 
American college curricula and intellec- 
tual life through the late nineteenth cen- 
tury is that one learns, or is reminded,  
how well-versed in classical li terature 
were the statesmen, poets, orators, law- 
yers, preachers, educators, and leading 
citizens of our first centuries. This aware- 
ness itself is a version of the opportunity 
that classical study promised, to step out 
<>fone's current cave, its interior so per- 
sistently mainta ined by scholars and 
public intellectuals seeking tenure or 
current fame. 

At its best or its core, classical educa- 
tion sought truths about an enduring 
human  nature  through study of  the 
great competing views offered by ancient 
Western poets, philosophers, historians, 
and statesmen. As recently as Locke and 
Mill, Emerson and Lincoln,  leading 
modern liberals argued that the roots 
and principles of liberalism required 
some t tnders tanding  of  the classics. 
Winterer rightly suggests that the secu- 
lar or linear view of history held by many 
such Em'opean and American figures (I 
would exempt Lincoln) contained the 
seeds of revolution, despite any exhor- 
tations about knowing the (;reeks and 
Romans. 

This suggests, however, a problem 
with Winterer 's initial claim, that, be- 

sides Christianity, classicism was the cen-  

tral intellectual project in America. This 
ove r looks  the  mixed  c h a r a c t e r  of" 
America's founding principles from the 
seventeenth century,  an amalgam of  
ideas  r e a f f i r m e d  by ou r  po l i t i ca l  
founders  in the late e igh teen th  cen- 
t u r y - p a r t l y  modern ,  partly ancient ,  
partly Christian. The explicit require- 
ments in American colleges up through 
the mid-nineteenth century, as Winterer 
recounts them, are not a true reflection 
of  the larger intellectual project that 
America was undertaking, especially re- 
garding the importance of  Enlighten- 
ment  and modern  liberal philosophy. 
The demise of higher liberal education 
could come so quickly in the late nine- 
teenth century because the seeds of  de- 
struction had long been planted, even 
if they were more or less dorman!  for 
some time. 

Tocqueville grasps precisely this intel- 
lectual struggle and d i lemma in the 
1830s, but receives only a passing men- 
tion from Winterer. His deep insight into 
America's f lmdamental  principles, em- 
ploying the lens of history but not adopt- 
ing an historical determinism, allows 
him to discern the causes of the demise 
of the Federalism, the "aristocratic" party 
in America (l)emo<ra U in Anuwica, Vol. I, 
Part 2, ch. 2). Similarly, he appreciated 
that the study of Greek and Latin litera- 
ture would be the province of a few, and 
that the predominant  spirit in American 
higher education would be "scientific, 
commercial, and industrial rather than 
literary" or phi losophic-- thus fort.'cast- 
ing the decline that Winterer  charts 
from the 1880s. 

Nonetheless, Tocqueville thought  it 
"important" that there always remain "a 
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few excellent universities" to educate stu- 
dents in the "spirit" of the classics, and 
he clearly thought  that such a spirit, 
while flawed, was a better "diet" for the 
human soul than the utilitarian, prosaic 
education that would characterize the 
majorily fare (Vol. It, Part 1, ch. 15). His 
prediction of  the demise of  classics, and 
the rise of  Deweyan pragmatism and the 
modern research university, were one 
piece of his larger warning about the 
corrosive effects upon the human soul 
of democratic equality, modern materi- 
alism, and Cartesian rationalism, t ie  
cautions that the Greeks and Romans 
i n h a b i t e d  caves of  the i r  own, and  
~Ibcqueville himself looks to medieval 
and modern Western thought, and even 
non-Western thought, throughout  the 
work. 

Still, he m'ges modern democrats to 
read classical literature for its extraordi- 
nary care and thoughtthlness, attention 
to detail, and constant "search for ideal 
beauty ."  Tocquevi l le  e x t e n d s  this 
thought to history, philosophy, and poli- 
tics, recommending the salutary effects 
of ancient and non-Western views about 
the importance of  great statesmen in 
human affairs and about the immortal- 
ity of the soul--to colin terbalance mod- 
ern materialism, egalitarianism, and 
theories about "R)rces" controlling his- 
tory (II.1.20; II.2.15). 

The decline and transformation of 
classical education Winterer recounts 
makes one wonder whether higher edu- 
cation has been as good a friend to de- 
mocracy in America as Tocqueville was. 
To some degree, she is right to suggest 
that the survival into the twentieth cen- 
tury of" the  hmnanities" as the standard 
of elite, cuhured education is some con- 

solation; Tocqueville would remind us 
that  we conld not  expect  genu ine ly  
higher edncation to be a mass project. 
On the other hand, Winterer is too san- 
guine in characterizing the humanities 
as a "huge ideological victory." She pro- 
vides no history of the term, but a main 
source was the degree at Cambridge,  
Oxford, and their American progeny in 
literae humaniores, humane letters. These 
programs eventually blended classical 
and related modern  studies, but the cur- 
rent humanities too often have lost the 
balance and depth of these forbears. 

Moreovm, the hmnanities survive to- 
day not within a democracy of  the disci- 
p l ines  tha t  r e p l a c e d  the classicist  
hierarchy; they serve, or are tolerated by, 
the new priesthood of natural scientists, 
engineers, and other vocationalists. The 
latter tend to advocate, for example,  
human cloning in one form or another, 
flush with such power while indicating 
little tmderstanding of the consequences 
for the very definition of humanity. This 
is not entirely their fauh, for higher edu- 
cat ion now largely is c losed to the 
sources of such knowledge. When Mary 
Shelly dubbed her power-drunk scien- 
tist "the modern  Prometheus," the im- 
age powerful ly  i l l umina t ed  her  1)r. 
Frankenstein because the nineteenth-  
century world understood the moral tale 
developed by (;reek civilization about 
the mixed quality of, or moral dilemmas 
posed by, any technology, even fire. 

My own discipline, political science 
and particularly political theory, finds 
specialists to() often trapped by current  
th inking--egal i ta r ian ,  divorced from 
nature ,  and  heavily quanti tat ive and  
methodological, or, at the opposite ex- 
treme, theorizing only about contempo- 
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rary intuitions. A recent  tribute to the 
late J o h n  Rawls by a no ted  classicist 
praised him for lecturing not on his own 
works but on the history of  ethics and 
political philosophy, but nei ther  Rawls 
nor  even this classicist saw any problem 
with defining that history as beginning 
with I~ocke and featuring Kant, Mill, and 
later liberals. Only the quaint oddball 
or the crank suggests we have much to 
learn from the observations on politics 
and human nature of Thucydides, Plato, 
Xenophon,  Aristotle, and Cicero, pro- 
viding us some wider perspective for 
measuring our  contemporary  dilemmas 
in social science, democracy, and inter- 
national affairs. These, however, were 
the first thinkers in our tradition to link 
intellectual, moral, and spiritual sell: 
government  with communal  liberty and 
self:government. 

To take only one paradox of  Ameri- 
can power today, as we ponder  how to 
exercise our  extraordinary global domi- 
nance: it was a century ago, precisely as 
classical education in America declined, 
that we first began to acquire an appe- 
tite for empire  or hegemony. Now that 
we are a great hegemon,  the hole left by 
our  ignorance of  the classics should be 
felt all the more keenly. One wonders 
what leader in the liberal democracies 
today could  echo  Secre tary  of  State 
George Marshall's remarks of  1947, on 
the significance of the Peloponnesian 
War for an unders tanding of  his own 
world: "I doubt  seriously whether  a man 
can think with lull wisdom and with deep 
convictions regarding certain of  the ba- 
sic issues today who has not at h.'ast re- 
viewed in his mind the per iod of  the 
Peloponnesian War and the fall of  Ath- 
ens." Study of Thucydides today might 

teach us not  only the dangers of  failing 
to be clear about  our  standards of  right 
and justice, but  also the danger  of  fail- 
ing to balance our  just ice with some 
awareness of  how others perceive, and 
are threa tened by, our  power. Such fail- 
ures, Thucydides suggests, led to tile ul- 
timate destruction of  both Athens and 
Sparta. 

P ro f e s so r  W i n t e r e r  d e s e r v e s  o u r  
thanks for pointing the way to consider- 
ation of such issues, providing those with 
ears to hear the resources to unders tand 
how higher  educat ion in America has 
t ransformed itself and changed its aims. 
The  fact that these issues are raised at 
all, if only by a t~w in higher  education,  
suggests that the embers  of  truly higher 
learning have not  died out. 

The  rise in recent  decades of  the Na- 
tional Association of  Scholars and the 
American Academy of  Liberal Educa- 
tion; the vibrancy of  the two St. John ' s  
Col lege  c a m p u s e s  and  o t h e r  Grea t  
Books programs; the wide cmrency of 
warn ings  by J a c q u e s  Barzun ,  E. D. 
Hirsch, and Harold Bloom on the need 
for educat ion in the broader  Western 
t radi t ion--al l  of  these are signs that our  
minds are not  completely closed. Sun- 
l igh t  can c o m e  f ro ln  u n e x p e c t e d  
sources, such as the recent  testimony by 
professed amateur  David Denby about  
re turning to Cohunbia 's  program in lib- 
eral education, Oreat Books: My Adventures 
with Hom~ Rousseau, Woolf and Other 
Indestructible Wrqters o f the Western World. 

One need not  argue that classics, or 
the classics of  the entire Western tradi- 
tion, are the only legitimate mode  of  
university learning to suggest the lack of  
balance in the American university to- 
day. T h e  sp i r i t  o f  a Soc ra t e s ,  or  
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Thucydides, or Tocqueville still urges us 
to transcend the confines of our  cave to 
explore the higher realms of higher edu- 
cation. 
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An Introduct ion  to Mult icul tural  
Educat ion,  T h i r d  Ed i t ion ,  by  J a m e s  
A. Banks .  B o s t o n ,  MA: Allyn a n d  
Bacon ,  2002,  172 pp. ,  $31 .00  pape r -  
back .  

Robert E Lawson  

This is a siinple book. It articulates 
common assnmptions of  multicuhural 
education, to wit: races other  than Cau- 
casian have common economic and po- 
litical cause in the UIfited States, and by 
extension, though without claritication, 
in the world; multicuhural education is 
the vehicle in the schools, paralleling lib- 
eral media of  diversity generally, fi)r re- 
p l acemen t  of  the western Kulturgut. 
Because these assumptions and their cor- 
ollaries are laced through the book re- 
dundant ly ,  this review dis t inguishes  
among the author's approaches to know- 
ledge, to society, and to teaching. 

Although simply written and con- 
ceived, the message is clearly intentional: 

"to reconstruct  the mainstream Ameri- 
can metanarrative" (x). Therefore,  my 
view of  the book is admittedly colored 
by the value I place on Western civiliza- 
tion and the "American experiment," by 
my belief in science as bound  by empiri- 
cally verifiable structures and theories 
(at least during the life of  a paradigm), 
and by my respect fbr many of  the au- 
thors whom Banks repeatedly minimizes 
(e.g., Arthur Schlesinger, Jr.). 

When I say it is a simple book, I refer 
to style, substance, and reasoning. To 
start with technicalities, data are used 
superficially and repetitively. There is no 
a rgumen t  with data  showing, for ex- 
ample, that the ethnic minority popula- 
tion is growing. The problem is with the 
continnal use of  data generalizations, 
theretore unexamined data, to reach the 
conclusions e m b e d d e d  in his premises. 
Similarly, references  are w~'ry general  
(e.g., Bell, Toffler, 36, Myrdal, 55), iso- 
lated from the source literature (e.g., 
Collins an "outsider-within," 16, "Revo- 
lution," 59), used to support  a generali- 
zation, e.g., "errors made within the 
d o m i n a n t  k n o w l e d g e  t r a d i t i o n "  
(Minnich, 16), or to discredit opponents  
(D'Souza, Leo, Schlesinger, 27). A sig- 
nificant proport ion of  the book is given 
over to diarizing experiences from teach- 
ing; to the record of  an interview; to 
n u m e r o u s  char ts ,  f igures ,  and lists 
("spiral d e v e l o p m e n t s  of  concep t s , "  
"data retrieval chart  on revoh~tions," 
"mu l t i cu l t u r a l  b e n c h m a r k s , "  e tc . ) ;  
and appendices on "essential principles" 
( three  pages) ,  the "Nebraska Muhi-  
cultural Education Bill" (three pages), 
and a "Checklist fi)r Evaluation of  Infor- 
mational Materials." To treat each of  
these is beyond the scope of  this review. 
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They do represent  the way in which 
knowledge has been trivialized in edu- 
cation, and politicized in multiculmral 
education, however. 

For traditional scholars, the problems 
with Banks's treatment of  knowledge are 
probably  greatest  since they inw)lve 
logic, causation, understanding of" fact 
and interpretation, use of science and 
philosophy, connect ion of  knowledge 
and morality, and conventions of  intel- 
lectual communicat ion.  Multicultural 
education is presented here as an end 
in itself, as a moral imperative, as the 
principle of  curr iculum construct ion 
generally as well as the principle of  in- 
quiry in social science and education. 
His p sycho-po l i t i c a l  d e f i n i t i o n  o f  
muhicuhural education includes "con- 
tent integration," "knowledge construc- 
tion," "preindice reduct ion,"  "equity 
pedagogy," and "an empowering school 
cul ture"  and social s t ructure.  Banks 
makes his case and detlects criticism by 
constant use of ad hominem, tautology, 
and circular reasoning. For example:  
"the tendency of  the public, teachers, 
administrators,  and policy makers to 
oversimplify the concept  "(13) ; "(The 
census p r o j e c t i o n s . . ,  make) the ~vk.~st - 
ern traditionalists very afraid and ner- 
vons" ( 101); "throughout history, there 
have been two projects: 1) one to deIiend 
the d o m i n a n t  g r o u p ,  t h r o u g h  the  
conceptualization of  race and gender  in 
antidemocratic ways, and 2) one to fos- 
ter liberation, democracy and .justice"; 
"Multicultural education is an education 
for freedom" (4). 

Other  statements such as: "School 
restructuring is needed  for all students 
because  of  the high level of  literacy 
and skills needed by citizens in a knowl- 

edge society" or "an increasing percent- 
age of  the nations'  school-age youths 
are victims of  poverty" are unobjection- 
able and commonly  accepted .  I lere ,  
however, Banks implies a relationship 
to knowledge, the transmission of  knowl- 
edge, and the public responsibility for 
schooling. 

It is not  new in the educat ion dis- 
course to simplify, instrumentalize, and 
make relative the language of  science 
(see D. Ravitch, Left Back, Simon & 
Schuster, 2000). Here  it reaches new 
heights .  Eve ryone  knows a b o u t  the  
"Canon Battle" (27), but  Banks detines 
opposition to canon change as opposi- 
tion to replacement  of  "special interest 
h i s to ry  and  l i t e r a t u r e  tha t  
emphasize(s) the primacy of  the West 
and the history of  European American 
males" (28), and attributes it to the in- 
terests of  a small elite (who write "popu- 
lar and educational publications" and 
"best-selling books," and, by the way, in- 
clude the National Association of  Schol- 
ars) (27). Less recognized as a know- 
ledge issue generally is the way in which 
he subverts powerful intellectual and sci- 
entific terms to the service of  multi- 
cul tura l  educa t ion ,  for example ,  in 
"paradigms of cultural deprivation" and 
"cultm'al difference." Terms like "field 
sensitive students" (from Ramirez and 
Castaneda) refer only to "groups," and 
always with cultural reference. Cuhures 
are "dynamic, complex and changing" 
(without a "definition that all social scien- 
tists would heartily accept"), but  appar- 
ently not with any history or direction- 
ality outside Banks's worldview. Concepts 
guiding social inquiry drawn from Hilda 
Taba's work (64), and the example les- 
son in "developing a multicultural cur- 
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riculum," are in principle useful ways to 
help teachers implement  curr iculum 
content. Taba's concepts are, however, 
compromised in this curriculum. The 
lesson on "Columbus and the Arawaks" 
is intended to illustrate the historical bias 
of past historians. Instead it is itself an 
example of historical bias. The lesson 
then is intellectual intimidation, more 
culpable for being carried by educa- 
tional exercises deriving from progres- 
sive, ntulticuhural, feminist pedagogies 
that have political purpose but intellec- 
tual weakness. 

The two premises basic to this peda- 
gogical l i terature are "group" refer- 
mice--speci f ica l ly  e thnic ,  racial, or 
gender groups--and the value of trans- 
formative or "constructivist" teaching 
and learning that leads "students to con- 
struct their own interpretations," moral 
choices, and social actions. Of course 
students are led in this "ideological war" 
(99). The language is driven by impera- 
tive auxiliaries: "must," "will," "will have 
to," "need to," "needs to be," etc. Group 
rc'ference is st) permeated by contradic- 
tions and simplistic generalizations that 
it would take a separate essay to dissect 
it, st) rather than cite innumerable illus- 
trations I will discuss the general posi- 
t ion and  some g l a r ing  specif ic  
contradictions. 

Since Banks generally uses the termi- 
nology "white" and "Afiican American," 
I suppose with an intention I do not 
share, I shall use "black," "white," "Asian," 
or "flispanic" as more economical than 
hyphenated "American" ternls, except 
where the refe.rence is clearly to origin. 
It is a tired tactic of disaffected (white) 
liberals to attempt to mobilize politically 
by reference to a "comnlon enemy," but 

it is all illogic tOO common for a book or 
a literature. If the example is ever un- 
derstood by the weakened European 
culture, or by the emasculated Asian 
culture----growing in numbers according 
to Banks-- the competition to diminish 
the "other" will intensilT, to the detri- 
ment  of  alleged goals of "multicultural 
education." One is reminded of  three 
centuries of  European wars over terri- 
tory that subjugated cuhnres but never 
destroyed them. Only totalitarian Euro- 
pean governments of the twentieth cen- 
tury at tempted to blur cultures into a 
gray mass, justified by an ideology of  
equality, and friendly to no ethnic cul- 
ture.  Thus,  theore t ica l ly  des t roy ing  
"white" history or ethnicity is no differ- 
ent  from destroying "black" history or 
ethnicity, and neither has anything to do 
socially and educationally with address- 
ing disabi l i ty ,  s e x u a l i t y - - m e a n i n g  
homosexuality in this context, or gen- 
der roles--which are const ructed so- 
cially and not in the closed circles of  
feminist research. 

"People of color," treated as a group 
by Banks, have impor tan t  respective 
differc'nces in the cuhure comph.'x of  
language, spirituality, work habits, epis- 
temologies,  and moral and religious 
beliefs. Overlaps, as well as dift?erences, 
are dinlensional rather than color-aggre- 
gated. To take the analogy of language, 
Banks regularly uses the example  of  
"el)onics" to show a need for tolerance 
of others. I It." does not make a cast-` for 
all to learn Spanish as a second lan- 
guage, and certainly not for a Chinese 
language. He believes that "just Ameri- 
cans" have taken fi'om others culturally 
wi thout  acknowledging what they've 
taken (59). (A strange criticism from 
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s o m e o n e  speaking for  a "muhicu l tura l"  
revision of  a cultural  inf ras t ructure  that  
has been  more  fr iendly than any o t h e r  
to cont inual  adaptations.)  T h e  spread o f  
the English language in the world is no  
doub t  due  to Colonial ism, bu t  it is also 
due  to the versatility o f  the l a n g u a g e - -  
its ability to accommodate"  new tb rms  
and vocabnlary into its tbrmai  s t ructure .  
In o t h e r  words,  English evolved as a 
single language,  with few infer ior  dia- 
lects. Where  those dialects persist, par- 
en t s  g e n e r a l l y  d o  n o t  p r e f e r  t h e i r  
chi ldren to carry them as a cultural iden- 
titication. 

Banks sets up  explicitly an oppos i t ion  
between "Whites and peop le  o f  color"  
(43), whom he respectively valorizes. Not  
only is this socially and  historically in- 
co r rec t  as a general izat ion,  but  it also 
denies  the very a rgumen t  that has drawn 
genera l  public suppor t  tor  diversity ac- 
tions in educa t ion ,  i.e., that  good  and  
evil, oppor tun i ty  and lack o f  it, and  tal- 
en t  and  ignorance  have been  and  are 
d is t r ibuted in ways that  app roach  ran- 
domness  a m o n g  popula t ions  and  over  
historical periods.  The  black Amer icans  
and  the white Americans  whom 1 know 
a n d  respc 'ct  have  no t  d e p e n d e d  on  
mul t i cu l tu ra i  poli t ics e i t he r  for  the i r  
identi ty or  their  achievement .  We have 
all been  affecled by the condi t ions  of  
t imes  a n d  places ,  bu t  are  finally, in 
Amc'rica, what we are because o f  whom 
we have chosen  to become.  It is a waste 
o f  e d u c a t i o n  to e n c o u r a g e  black stu- 
d e n t s  u n i v e r s a l l y  to t h i n k  o f  
"mult icul tural ism" as a special interest  
for  them,  in place o f  the intel lectual  tra- 
di t ion in all its faces and  accord ing  to 
its i n h e r e n t  value', and themselves as ac- 
tors in the fil ture unfo ld ing  of  that tra- 
dit ion.  

In the genre  that this book  represents ,  
g roups  o f " p e o p l e  o f  color"  art; co-~)pted 
as they tit the stereotypical  attack against 
the ever-shrinking ca tegory  o f  the domi-  
nan t  (57). T h e  fallacy he re  is twotbid, at 
least. First that  the co-opta t ion  has to be 
selective to a specitic a r g u m e n t  when  it 
goes  beyond  gross genera l iza t ion  (e.g., 
comparabi l i ty  o f  Asian immigran t s  eco- 
n o m i c a l l y ,  c o m p a r a b i l i t y  o f  I n d i a n  
nat ions  in cul ture  character is t ics) ,  and  
second,  that  the whites, or  somet imes ,  
Anglo-Saxon Protestants ,  or  somet imes  
white E u r o p e a n  males are s t r ipped  o f  
the i r  own a c h i e v e m e n t  in the h u m a n  
s t r u g g l e ,  i nd iv idua l ly  a n d  as n a t i o n  
builders in the only countr ies  Banks cites 
tor  nml t icu lmra l  act ion (protes t ) .  

The democratic ideologies institutionalized 
wittfin the ,m~ior democratic Western ha- 
lions and the wide gap between these ide- 
als and realities . . . resulted in the use of 
ethnic revitalization movements in . . .  The 
United States, Canada and the United 
Kingdom (82). 

With what cul tural  values does  Banks 
think this institutionalization took place? 
Even m o re  t roubl ing  is tilt." t r e a t m e n t  o f  
"AmcricalC cuhure ,  o f  tilt." ma ins t r eam 
and  o f  g loba l iza t ion .  Banks cr i t ic izes  
white col lege s tudents  as viewing them-  
selves as non-cul tura l  and  non-e thnic :  "I 
am 'just American '  reveals the privileged 
pos i t ion  o f  an indiv idual  who  is pro-  
c la iming his or  her  own u n i q u e  cu l tu re  
as Amer ican  and  othe.r cul tures  as non-  
Amer ican"  (91 ). I know of  no  ev idence  
o f  that  assert ion,  and  cer ta inly  no t  o f  its 
a t t r ibu ted  causat ion.  If the  a t t i tude  is 
prevalent ,  it m i g h t j n s t  as well be attrib- 
utable  to the  success of  bui ld ing  an "e 
plur ibus  ununa." Banks wants to refor- 
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mula te  the u n u m  (8), bu t  appa ren t l y  
f rom a pluritms that emerges  vaguely ou t  
o f  the d i sappearance  o f  the "dominan t "  
cuhure .  What  does the "mains t ream" he 
opposes  mean,  and  what would its dis- 
ap pe a ra nc e  imply for the way decisions 
should  be made  for  the polity? Pr ior  to 
these questions, however, is the question- 
able relegation o f  Western cul ture  to the 
dustbin o f  history and,  at the o t h e r  e n d  
o f  the con t inuum,  the relegat ion of"glo-  
bal" c o n c e r n s  1o i r r e l evance  or  even 
th rea t  to the Amer i can  mul t i cu l tu ra l  
agenda  (23). I am not  less devo ted  to 
my Anglo-Saxon cul ture  for  beiTlg de- 
voted  to the Amer ican  unum; if  I am 
privi leged,  it is not  as a gift f rom nay 
grandparen ts ,  l f  l believe in Amer ican  
in s t i t u t i ons ,  it is b e c a u s e  they  have  
worked historically toward the wwy goals 
Banks proclaims. If I choose  my litera- 
ture on cri teria o f  l i terary or  scientitic 
quality, l am snhscrihing to a mode l  for  
r e to rmula t ing  the mains t ream that  has 
a legitimacy not  provided  in Banks's in- 
sistence that Anglo d o m i n a n c e  or  Anglo 
h e g e m o n y  have cansed (25) ra ther  than 
mi t iga ted  conf l ic t  and  catego, ' ical  in- 
equality. 

I have c o n c e r n e d  myself  more  with 
knowledge  and society he re  than with 
the institution of  educa t ion  as such, wittl 
pedagog~'. T h e  ep i s temolog ica l  crisis, 
a h h o u g h  new in ou r  historical m o m e n t ,  
is bo rn  of  the c o n t e m p o r a r y  sot!o-po- 
litical ( r)evolut ion,  and underg i rds  what 
are seen as insti tutional failures in edu-  
cation. T h e  social plat i tudes and  wishes 
tbr  a jus t  society in this book  are unar- 
guable.  T h e  school  and  t each ing  sec- 
t ions ,  w i th in  the  t w e n t i e t h - c e n t u r y  
consensus  o f  p ro fess iona l  educa to r s ,  

may be cont r ibu tory .  T h e  call in chap-  
ter  4 for  emphas iz ing  ach ievement  o f  all 
pupils especially in science and  technol-  
ogy, fi)r a closer  co l lnec t ion  o f  school  to 
work fo rce  needs ,  for  a t t en t i on  to the 
quality and  status o f  teachers ,  for  recog- 
ni t ion o f  the d am ag e  that  the e c o n o m y  
and  society can do  to the l ea rn ing  moti-  
vation o f  ch i ld ren  an d  y o u t h - - a l l  arc" 
unassai lable a m o n g  co n sc io n ab l e  citi- 
zens. Prob lemat ic  is thei r  s u b m e r g e n c e  
into an anti- intel lectual  pedagog% thei r  
d e g e n e r a t i o n  in to  " b i - g r o u p  p r e f e r -  
ences"  (45), the i r  pol i t ic izat ion within 
educa t ion ,  thei r  r e in t e rp re t a t i on  o f  the 
role o f  the school  in cul tural  and  indi- 
vidual cond i t ion ing .  (Suggestion:  Read 
page  47 a n d  r e m e m b e r  A Clockwork 
Orange. ) 

In sum, this hook  is no! abou t  knowl- 
edge,  or  teaching,  or  social wholeness  
as it pu rpor t s  to he. It is abou t  race. And 
it is not  a r inging af f i rmat ion  o f  African- 
Amer ican  con t r ibn t ions  to the Uni t ed  
States, n o r  is it at all an e n d o r s e m e n t  o f  
Af r i can  c u l t u r a l  va lues  a n d  v i r tues .  
Rathe!,  it is a de fense  of 'minor i ty  under -  
achievement ,  which whines into tedium,  
into an attack on  what  is left of  Euro-  
pean  cul ture,  and  also into a political co- 
op ta t ion  of  all non-white  ethnic!t ies.  

Banks's writing has seemed  to help  my 
st!!dents u n d e r s t an d  the legi t imate as- 
pects o f  l ea rn ing  a b o u t  and  p rof i t ing  
f rom dif ferent  cultural  histories, but  also 
the  political mot ivat ions  in the part icu- 
lar ep i s temolog ies  o f  mul t icu l tnra l i sm 
that  have i n f l u en ced  the l i t e ra tu re  o f  
educa t ion .  This  book  is a r educ t ion!s t  
example  o f  the latter, with little signifi- 
can t  or  u n t a in t ed  mater ia l  r ep r e sen t i n g  
the former .  If  you read  the glossary you 
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have read the book.  It is sadly represen-  
tative o f  what has b e c o m e  the nor in ,  not  
only in social criticism of  educa t ion ,  hut  
also in the m e t h o d o l o g y  o f  t e a c h i n g  
( " t h e  t e a c h e r  e d u c a t i o n  m a r k e t  in 
multicultt,  ral educat ion  is now a substan- 
tial one ,"  Banks, 9). As Rober t  Kaplan 
c o n c l u d e d  in an essay for The Atlantic 
Monthly, rep, ' in tcd in S.J. Good lad ' s  7"he 
Last Best Hope (Jossey-Bass, 2001 ): "at the 
en d  o f  the twentieth cen tu ry  we are the 
very essence of  creativity and dynamism.  
We are poised to t r ans fo rm ourselves  

into some th ing  pe rhaps  qui te  dit t 'erent  
ti 'om what we imagine."  

And the social m e a n i n g  o f  the cau- 
tions we raise he re  will only be known in 
a th tu re  that  we can bu t  dimly imagine.  

Rob e r t  F. l ,awson is p ro fe s so r  in the 
School of  Educational  Policy and I~eader- 
ship at Ohio  State University. Please ad- 
d ress  c o r r e s p o n d e n c e  to Academic 
Questions/NAS, 221 Witherspoon Street, 
Second Floor, Princeton,  NJ 08542-3215; 
editor@nas.org. 

The Society for Music Theory's conference "Feminist Theory and 
Music 7: Crossing Cultures/Crossing Disciplines" took place in July 
2003. Below is a call for papers reportedly from their list-serve. 

One focus of  this year's conti_-rence will be feminist theory ill cross- 
cultural perspective. I low have feminis! political concerns  shaped,  
and been shaped b>; ethnomusicology, e thnographic  approaches,  and 
muhicultural  music pedagogT? As always, the Irl'&M Conference  wel- 
COllles contr ibut ions drawing on feminism, women's  studies, IL;BT 
or queer  sludics, area s ludies/ethnic sludies (eg. Atiicana, Asian, I.atin 
American) and gender  studies f lom all disciplinary perspectives of  
musical inquiry. 


