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Abstract 

 

Exploring Characteristics of Effective Multicultural Education in 

Mexican and Mexican-American Art Museums 

 

 

Andrea Vargas Severin, MA 

The University of Texas at Austin, 2011 

 

Supervisor:  Melinda Mayer 

 

The increase in the Latino population, and specifically the Mexican-American 

population, in the United States demonstrates the need for meaningful multicultural 

museum education to, for, and about this demographic. This exploratory case study 

investigates the educational programming in the National Museum of Mexican Art in 

Chicago, Illinois and Mexic-Arte Museum in Austin, Texas through observations of 

programs and curricular documents and interviews and seeks to identify characteristics of 

effective multicultural art education related to this cultural group. While highlighting 

Mexican and Mexican-American art and artists serves as the primary content of program 

curricula, museum educators at these institutions aim for education that is socially 

conscious and meaningful. The author of this study argues that effective multicultural 

museum programming has the potential to positively impact program participants on an 

educational, personal, and societal level. 
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Chapter I: Introduction to Study 

  In 2008, Latinos comprised nearly 15% of the American population, and nearly 

40% of the population in states such as California, Texas, and New Mexico (U.S. Census 

Bureau, 2008). Population projections claim that one in three Americans will be Hispanic 

in 2050 (Broughton, 2008). Of this group of people, two-thirds are of Mexican descent 

(Rodriguez, 2006). The steadily increasing population of Latinos, and specifically 

Mexicans and Mexican-Americans, in the United States demonstrates the criticality of 

effective educational models to teach to, for, and about this demographic. 

 How have educators incorporated the experiences and cultures of this growing 

population into their curricula? The concept of multicultural education developed in the 

1960s alongside the Civil Rights Movement as a way to democratize education and 

society as a whole. Scholar of multicultural education James Banks (2001) defines it as 

“at least three things: an idea or concept, an educational reform movement, and a 

process” (p. 3) that encompasses the idea that all students should have equal opportunities 

to learn. Nyman (2002) states that the nation’s diversity should be reflected in education 

such that educators teach toward inclusion and tolerance of unfamiliar cultures and 

heritages. Educators who teach toward these goals often perceive the nation’s increase in 

diverse populations as “a source of cultural enlightenment” and have incorporated 

multicultural content and curricula into their pedagogies (Adejumo, 2002, p. 34). 

According to Nyman (2002), art educators may be “in a unique position to nurture the 

development of [a] child’s understanding and awareness of other cultures and their 

traditions, thereby encouraging students to become culturally, perceptually, and 
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aesthetically aware” (p. 62) Art education may be an appropriate discipline through 

which to incorporate multicultural education.  

 Presently, the majority, if not all, art museums include general education of the 

public as a major component of their mission statement (Loukaitou-Sideris & Grodach, 

2004), thereby suggesting that art museums can serve as potentially valuable resources 

for models of art education. Art museums within the United States, however, fail to offer 

sufficient representation of the plurality of ethnicities and cultures that actually exist 

within the country (Loukaitou-Sideris & Grodach, 2004). For example, in 1994 a fifteen-

member task force within the Smithsonian Institution issued a report stating that the 

institution, the world’s largest and likely the most well-known museum complex, 

demonstrated “willful neglect” toward Latinos (Holmes, 1994). As a result of this 

exclusion from mainstream art museums, communities and individuals of 

underrepresented cultures have created their own art museums, denoted by Loukaitou-

Sideris and Grodach (2004) as ethnic museums.  

Since the 1970s, ethnic museums and museums dedicated to a specific cultural 

group have burgeoned (Loukaitou-Sideris & Grodach, 2004). By definition, ethnic 

museums are “grounded in historic heritages associated with particular communities [and 

they] provide intimate models for the partnership and dialogue which museums and their 

communities may develop” (Gaither, as quoted in Loukaitou-Sideris & Grodach, 2004, p. 

54).  Because ethnic museums are dedicated to promoting and bringing to the mainstream 

the culture they represent, ethnic museums could serve as significantly valuable resources 

for exploring effective ways to teach to, for, and about Latinos and other cultural groups. 
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This study is founded on the notion that ethnic museums can serve as one model of 

effective multicultural art education.  

 Little research and literature, however, focuses on the role of ethnic museums, 

particularly Mexican and Mexican-American art museums, within their communities 

(Loukaitou-Sideris & Grodach, 2004) or what educators at these institutions are 

developing and executing in terms of educational programming. In fact, the majority of 

research on multicultural education and art education focuses on developing the goals, 

limitations, and guidelines of multicultural education.  Adejumo (2002) states that the 

objectives of multicultural education, specifically art education, are significantly complex 

and varied. Moreover, Adejumo (2002) argues that current objectives may need to be 

reviewed, since the “effectiveness of multicultural art education in meeting these 

objectives remains questionable” (p. 38). Determining specific ways to teach to, for, and 

about Latinos and other cultural minorities within the US and defining purposeful and 

attainable goals and characteristics of multicultural art education are issues needing to be 

explored within the field of art and museum education.  

 

Central Research Questions 

Through this study, I set out to determine what art museum educators at Latino art 

museums specifically dedicated to Mexican and Mexican-Americans deemed as effective 

museum education. Specifically, I planned to explore what educators defined as good 

multicultural education as well as observe their practical applications and strategies. I 

intended for this research to illuminate specific and achievable characteristics and 
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components of multicultural art education in museums. My research sought to answer the 

following questions: 

 What do museum educators at museums dedicated to Mexican and Mexican-

American art define as effective multicultural education?  

 What characterizes effective multicultural art education within these museums? 

 

Motivations for Research 

 My professional motivation for this research is primarily the lack of literature 

pertaining to multicultural art education within Latino art museums, and specifically 

within Mexican and Mexican-American museums. The number of Latino museums and 

other ethnic museums are increasing; between 1998 and 2000, nearly thirty percent of 

new museums in the US were dedicated to a specialized topic, such as a specific culture 

(Loukaitou-Sideris & Grodach, 2004). This increasing popularity of ethnic museums 

coupled with a lack of literature about them (Loukaitou-Sideris & Grodach, 2004) 

demonstrates the professional need to research these sites.  Moreover, plans exist to 

construct the first national museum in Washington, D.C. dedicated to Latinos (National 

Museum of the American Latino, n.d.). Should this museum be constructed, its educators 

will need solid resources to develop effective multicultural educational programming; 

therefore, the potential construction of the National Museum of the American Latino 

contributes to my professional motivations for this study. 

As a Latina myself, one who is supportive of the aims of art museums, I feel 

personally invested in the development of meaningful and impactful educational 
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programming within Latino art museums. That is, I believe that educational programming 

within art museums should aim to develop tolerance, respect, and appreciation of 

diversity (Adejumo, 2002; Nyman, 2002). Latinos comprise a hearty and growing 

percentage of the American population, and I feel strongly that the American public 

should be learning about the many and significant contributions of this group to the 

United States. I also feel strongly that museums, which are public institutions with an 

obligation to broaden and enrich the knowledge and ideas of the public, are an extremely 

appropriate venue in which such education can occur. I am passionate about researching 

multicultural art education within Mexican and Mexican-American art museums because 

of their potential value as a multicultural educational resource for museums and other 

educational sites.  

 

Hypothesis/Speculation about this Investigation  

 Current literature, which I address in the following chapter, presents the goals of 

multicultural education as varied and complex (Adejumo, 2004; Banks & Banks, 2001; 

Chalmers, 2002; Sleeter, 1996). Many of the goals in the literature involve social action 

(Ballengee-Morris et al., 2010, Banks, 2001; Sleeter & Grant, 1999). Banks and Banks 

(2001) describe simpler and more readily realizable approaches to multicultural 

education, such as the contributions and additive approaches which include such goals as 

broadening visitors’ knowledge about and appreciation for Latino art and culture. I 

assumed that in practice museum educators, both in Latino museums and others, would 

focus their attention on these simpler and more tangible goals. Additionally, I assumed 



 

6 
 

the museum educators at my research sites would be primarily concerned with 

disseminating the cultural context and/or factual information that helps the public to 

become better versed in Latino art and culture, aligning with Banks and Banks’s (2001) 

additive approach to multicultural education. It was my hope, however, that museum 

educators were also developing programs that build connections between the works of art 

and the audience, encouraging social activism, and following current trends in the field of 

art education. Moreover, I hoped, though not necessarily expected, that these educators 

were targeting both Latino and non-Latino audiences and focusing on the inseparable 

integration of Latino art and culture within general American art and culture.  

 

Methodology 

I chose to answer my research question using a methodology of a qualitative case 

study. A case study is defined by Creswell (2009) as an exploratory investigation of a 

situation, event, or a group. Because I intended for this research to explore educational 

programming within specific museums, qualitative case study appeared to be a logical 

methodology. To best understand what is considered effective programming, this 

research required multiperspectival and flexible data gathering, on-site data collection, 

and interpretive analysis of that data, all these being characteristics of a qualitative case 

study. Moreover, this research investigated a purposeful sample of educational programs 

within the National Museum of Mexican Art (NMAL) in Chicago, Illinois and Mexic-

Arte Museum (MAM) in Austin, Texas. The definite boundaries and limited scope of the 
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study in terms of time, locations, and participants further suggests case study as a 

methodology, as case studies are limited to particular sites or people.  

Multiple data collecting methods were utilized, a characteristic of qualitative case 

study, in order to best understand effective multicultural art museum programming within 

the NMAL and MAM. I employed the following three data collecting methods: (a) 

investigation of curricular documents and materials pertaining to current education 

programming, (b) interviews with current museum educators, and (c) observations of 

educational programming. I first gathered curricular documents, educator notes, photo 

documentation, and/or whatever qualitative documents regarding programming were 

available to me from the museum, which served as foundational data.  

Secondly, I interviewed museum educators, focusing on their goals and objectives 

with regard to the museum’s programming, the educational models they employ, and 

what they regard as effective programming at their museum. I also explored the 

philosophies behind their goals and objectives, as well as what they consider their target 

audiences. The interviews were semi-structured and qualitative; they were conducted 

face-to-face and utilized both planned and unplanned questions that were open-ended and 

intended to elicit the interviewee’s opinion (Creswell, 2009). I took extensive notes to 

record the data from the interviews.   

Thirdly, I visited the NMAL and MAM and observed participants engaged in the 

museum’s educational programming. My observations included the program’s content 

and delivery and focused on the overall engagement and involvement of the participants. 

Again, extensive observations in the form of field notes comprised the data. I analyzed 
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data collected through these three methods by coding and triangulation, in order to 

increase the validity of my findings (Yin, 2003). Terms and processes introduced here are 

more fully defined in Chapter III. 

 

Definition of Terms 

 Latino and Hispanic—overarching terms or categories to broadly identify and 

self identify a group of people with origins in Spanish-speaking countries and/or 

Latin American countries (“Who and What is Latino?”, n.d.); I will employ 

Latino/a for the purposes of this study. 

 Culture—the “symbolic, ideational, and intangible aspects of human societies” 

including shared values, symbols, interpretations and perspectives (Banks, 1994, 

p. 83).  

 Ethnic museums—distinct institutions for documenting, interpreting, and 

exhibiting the art, history, and culture of a particular culture or ethnicity, 

generally underrepresented in mainstream museums (Loukaitous-Sideris & 

Grodach, 2004).   

 Minority—groups of people that do not identify as non-Hispanic, single-race 

whites (Broughton, 2008). 

 Multicultural Education—education that teaches to, for, and about the variety of 

cultures present in the US with the overall goals of developing tolerance and 

appreciation of diversity, reducing cultural biases, and teaching the critical 
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thinking skills necessary to evaluate society’s perception of culture (Adejumo, 

2002; Nyman, 2002; Sleeter & Grant, 1999). 

   

Limitations of the Study 

 This study focuses on the National Museum of Mexican Art and Mexic-Arte 

Museums, two museums dedicated to Mexican and Mexican-American art, and the 

educational programming that is created, developed, and executed within them. I chose to 

limit my study to Mexican and Mexican-American art museums, as opposed to Latino 

museums, because the term Latino is an imprecise, “catchall” category (Rodriguez, 2006) 

that poses questions regarding who can be categorized as a Latino. The classification 

Latino emerged in the 1970s per the media and politicians as a way to collectively 

identify people of Latin American or Hispanic descent, oftentimes sharing the Spanish 

language (Rodriguez, 2006). The term, however, ignores an individual’s nation of origin 

or descent as well as the distinction between individuals born in the US or elsewhere 

(Rodriguez, 2006). Despite the term’s discrepancies, I employ the term to reference the 

broad category of Americans—US born or immigrant—that self-identify as a descendant 

of a Spanish-speaking country. This study, however, is limited specifically to the 

exploration of Mexican and Mexican-American art museums.  

This research is additionally limited to the exploration and identification of 

characteristics of effective multicultural art education within the NMMA and MAM, that 

I chose, as the researcher, under the assumption that the programming at both museums is 

at least, partially effective. Within these chosen research sites, I intended to explore the 
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goals and objectives of educators through interviews, as well as the content and dynamic 

of programming through observations and analysis of curricular documents. I did not 

plan to explore every educational program at the NMMA or MAM, due to the time 

restraints of my site visits. Rather, I sought to explore the ideas and philosophies of 

educators and thoroughly observe a few programs during my limited visits. 

 

Overview of Chapters 

This case study is built upon the variety of approaches to multicultural education 

in pertinent literature, which necessitates the identification of specific characteristics of 

effective multicultural teaching.  The following chapter elaborates on the theories and 

ideas in the literature upon which this case study is founded.  

I designed the research based on approaches to case studies presented in the 

literature. Chapter III explains my methodology in detail: the planning and designing, 

preparation, data gathering process, and the data analysis process. Additionally, I address 

my site selection process, my role as a researcher, and the validity of my study in Chapter 

III. 

Throughout my interviews and observations various themes and ideas emerged. I 

present these themes as findings in a listed format in Chapter IV. Along with each theme, 

I explain the three or more sources from which said theme emerged. That is, each 

presented theme is supported by at least three sources: interviews, program observations, 

or curricular documents.   
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In Chapter V, I explain characteristics of multicultural education that I developed 

from a combination of the literature and more significantly, my findings. Along with 

describing the characteristics I identify the data from which each characteristic emerged 

and was developed. Additionally, I discuss the potential implications of the term 

multicultural education.  

  In whole, I intend for this research to serve as a potential resource of ideas, 

objectives, and strategies for art and/or museum educators interested in developing 

meaningful curriculum and programming related to Mexican and Mexican-American art 

and culture. 
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Chapter II: Review of Pertinent Literature 
 

Culture provides a dynamic blueprint for how we live our lives and confines 
our possibilities for understanding and action. This is one reason that it is so 
important to learn about the culture and values of others. Multicultural 
education helps us see broader possibilities for ways of thinking about life and 
death and the available choices for action. (Ballengee-Morris, Vesta, & Stuhr, 
2010, p. 16) 
 

Contemporary Views of Multicultural Education  

 The concept of multicultural education originated and developed in the 1960s and 

1970s alongside the Civil Rights and Feminist movements (Adejumo, 2002; Sleeter, 

1996). According to Sleeter (1996), multicultural education was intended as a “social 

resource connected with other resources such as jobs, power and self-determination…a 

body of advocacy regarding specific changes” (p. 239). At the crux of multicultural 

education is prejudice reduction (Adejumo, 2002). Sleeter (1996) argues, however, that 

problematically, recent multicultural education has been “disassociated from its roots” (p. 

239). Furthermore, Sleeter (1996) argues that educators should associate and connect 

themselves with local communities and their issues as well as form relationships with 

them, in order to implement multicultural education as it was originally intended—as a 

form of social activism (Sleeter, 1996). Though Sleeter wrote this article over a decade 

ago, some current proponents of multicultural education continue to associate it with 

social activism. 

 Three years after publishing the aforementioned article, Sleeter and Grant (1999) 

presented five approaches to multicultural education. The first approach, teaching the 

exceptional and culturally different aims to help students of diverse cultures, languages, 
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and learning styles achieve success in conventional American schools through 

modifications in teaching strategies (Sleeter & Grant, 1999). Goals of this approach 

include equipping students who feel alienated by their background or learning style to 

“meet the traditional demands of American life . . . and function within the society’s 

existing institutions and culture” (Sleeter & Grant, 1999, p. 37).  According to Sleeter and 

Grant (1999) critics of this approach question educators’ concerns with modifying 

instructional technique instead of reevaluating “traditional” (p. 37) curriculum content 

that is associated with the approach. 

 The human relations approach, the second proposal, promotes unity and 

acceptance among all students through the development of positive relationships among 

different groups and individuals. Overall, the human relations approach intends to reduce 

stereotyping (Sleeter & Grant, 1999). Critics, however, question the importance educators 

place on academics pointing out that the approach may be “too soft and ineffective in 

addressing academic achievement” (Sleeter & Grant, 1999, p. 103). The third approach is 

what Sleeter and Grant (1999) refer to as single-group studies. This approach focuses on 

improving social equality for a particular group of people, such as women, Native 

Americans, or Latinos. The primary goal of single-group studies is to empower a specific, 

marginalized group. The National Museum of Mexican Art and Mexic-Arte Museum are 

dedicated to Mexicans, Mexican-Americans, and Latinos, and it would seem appropriate 

that educators at these museums might align with this approach. Criticisms of this 

approach include leaving mainstream curriculum unreformed, creating unity among 

single-group studies programs who each aim to promote diverse groups of people, as well 



 

14 
 

as confusion among educators about what constitutes single-group studies curriculum 

(Sleeter & Grant, 1999). 

 The fourth approach discussed by Sleeter and Grant (1999) is the multicultural 

approach. Goals of this approach are promoting (a) the value of cultural diversity, (b) 

respect for diverse peoples, (c) alternative lifestyles, (d) social justice and equal 

opportunity, and (e) equal distribution of power. Issues include a separation between 

varying forms of diversity, such as race, class, and gender. Educators often do not 

integrate exploration of all these into their curricula (Sleeter & Grant, 1999.) Sleeter and 

Grant claim that another issue with this approach is the reeducation of educators; that is, 

educators often need to build a multicultural knowledge base and develop a better 

understanding of how their own experiences and biases affect their teaching before 

effectively employing the multicultural education approach (Sleeter & Grant, 1999). 

 Education that is multicultural and social reconstructionist, the approach 

personally supported by Sleeter and Grant (1999), is the fifth approach to multicultural 

education. They define social reconstructionist as a critique of current social institutions 

such as education (Sleeter & Grant, 1999); goals of this approach include eliminating 

oppression of one group over another, and “promot[ing] social structural equality and 

cultural pluralism” (p. 189) through curriculum related to current issues of racism, 

sexism, etc. Educators of this approach often employ the experiences of students as well 

as examples and perspectives from various American groups to facilitate curriculum 

development (Sleeter & Grant, 1999). Additionally, educators of this approach teach 

critical thinking skills and social action skills (Sleeter & Grant, 1999). Reflecting Sleeter 
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and Grant’s (1999) title this approach “prepares future citizens to reconstruct society so 

that it better serves the interest of all groups of people and especially those who are of 

color, poor, female, gay, lesbian, transsexual, disabled, or any combination of these” (p. 

189). Critics believe the goal of creating a new social order through education is 

unrealistic (Sleeter & Grant, 1999). 

 Additionally, critics point out the tension between encouraging students to think 

for themselves while also encouraging them to critique society in a particular way. As 

Sleeter (1992) illustrates, teachers who lack experience in or with a social action group 

may tend to “reduce problems of social structural inequality (such as the lack of decent 

paying jobs or housing discrimination) to individual attitudes or lack of student effort” 

(as cited in Sleeter & Grant, 1999, p. 189). Yet another issue that Sleeter and Grant 

(1999) illustrate is the difficulty in creating coalitions of diverse groups of people and 

facilitating their recognition of common ground. The five approaches illustrated and 

criticized by Sleeter and Grant (1999) are diverse, and include both advantages and 

disadvantages, but will provide me with a framework for analyzing the educational 

programming at the National Museum of Mexican Art and Mexic-Arte Museum.  

In a chapter in their book Multicultural Education: Ideas and Perspectives, Banks 

and Banks (2001) similarly present possible approaches to multicultural education, 

though they claim that the approaches are often blended in practice. The first is the 

contributions approach, which involves teaching about diverse holidays, figures, and 

traditions on a superficial level, from the perspective of mainstream culture. The additive 

approach builds upon the former by adding themes and concepts to the curriculum while 
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maintaining the same structure as the contributions approach. The transformation 

approach employs a different structure, teaching about issues, events, and themes of 

diverse cultures from that culture’s perspective. The fourth, the social action approach, 

includes all the components of the transformation approach, but also incorporates a 

decision-making and action-taking element. Students of this approach are required to take 

some form of action in response to the problem or issue covered in their curriculum 

(Banks & Banks, 2001). Each of Banks and Banks’ (2001) approaches builds upon and is 

cumulatively more complex and impactful than the previous. Sleeter’s (1996) ideal 

multicultural education as social activism and Sleeter and Grant’s (1999) social 

reconstructionist approach align with Banks and Banks’ (2001) social action approach. 

Because of the variety of approaches that exist in current literature, this study intends to 

determine which of these aforementioned approaches, and/or additional approaches to 

multicultural education, are employed and deemed effective by museum educators at the 

NMMA and MAM. 

 Banks and Banks (2001) argue that educators often problematically consider 

ethnic, racial, and cultural content to effectively constitute multicultural education. For 

example, some educators may perceive the inclusion of specific content, such as the 

superficial explanation or description of a cultural tradition into already established 

curriculum, as effective multicultural education. However, as Banks and Banks (2001) 

articulate multicultural education is multidimensional; they categorize its dimensions as 

the following: (a) content integration, (b) the knowledge construction process, (c) 

prejudice reduction, (d) an equity pedagogy, and (e) an empowering school culture and 
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social structure. Content integration is defined as the logical incorporation of ethnic and 

cultural content into major ideas, themes, and concepts appropriate for the particular 

subject. Examining the knowledge construction process helps students understand how 

implicit cultural assumptions and biases affect the way knowledge is constructed. For 

example, students could consider the various perspectives of the “history” of the arrival 

of Europeans in the Americas (Banks & Banks, 2001). Prejudice reduction involves 

cultivating positive attitudes toward different cultural, racial, or ethnic groups. Banks and 

Banks (2001) also advise educators to modify their teaching styles to an equity pedagogy, 

which they define as teaching that is demanding and academically rigorous, but also 

engaging, personalized, and relatable to the specific cultures, backgrounds, experiences 

of the students. Equity pedagogy facilitates the academic achievement of students from 

diverse backgrounds. An empowering school culture encourages often-marginalized 

students to feel included and less marginalized through promoting gender, racial, and 

social-class equity (Banks & Banks, 2001). These proposed dimensions function as 

components of multicultural education, describing specific characteristics of multicultural 

education—different from the overall approaches illustrated by Sleeter (1996) and Sleeter 

and Grant (1999). In this study I evaluate programming at the NMMA and MAM in 

terms of these dimensions, as I strive to determine characteristics of effective 

multicultural museum education. 

 Other avenues to multicultural education include the suggestion that multicultural 

education be redefined as “intercultural” education, to include components of current 

multicultural approaches and focus on the interaction and interactional processes that 
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occur in and between cultures (Davenport, 2000). Davenport’s suggestion stems from her 

argument that confusion exists between multicultural and global education, defining 

multicultural education as addressing the diversity of cultures within a pluralistic 

society—such as the United States—and global education as addressing a wider scope of 

cultural diversity (Davenport, 2000). Davenport argues that confusion of these two 

approaches can lead to ineffective practice of both. Considering that the National 

Museum of Mexican Art implies nationalism in its title, and Mexic-Arte Museum 

purports itself as the Official Mexican and Mexican-American Fine Art Museum of 

Texas, it would seem appropriate for museum educators to focus on cultural groups 

present in the United States and Texas, respectively. However, Davenport (2000) 

suggests that educators employ a new, intercultural approach, which blends comparative-

international, global, multicultural, and community-based approaches to education.   

 Sleeter and Grant’s (1999) approaches, Banks and Banks’ (2001) dimensions, and 

Davenport’s (2000) distinction between multicultural and global education demonstrate 

some of the various ideas and positions about multicultural education in current literature. 

Adejumo (2002) presents the argument of opponents to multicultural education as 

“ambiguous objectives, poorly defined process of application, and speculative results” 

(Stotsky, 1992, p. 34). Adejumo (2002) points out that this inconsistency of ideas about 

the purpose and scope of multicultural education may actually undermine its primary 

potential benefit, which he defines as the understanding of cultural groups in the US and 

potentially the appreciation and tolerance of the nation’s diversity. What can educational 

programming at Latino art museums reveal about the characteristics of effective 
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multicultural education? Will the ideas and approaches to multicultural education prove 

to be varied in the context of Mexican and Mexican-American art museums? 

 

Contemporary Views of Multicultural Art Education 

In the same way that literature on multicultural education presents a wide variety 

of approaches, criticisms, and suggestions, multicultural art education is similarly 

problematic and controversial. Desai (2000) asserts that multicultural art education 

should concern the authentic representations of ethnic and cultural minorities within and 

outside the US. This approach raises questions about the notion of authenticity. For Desai 

(2000), an authentic multicultural artwork appropriately represents an aspect of the 

culture it is intended to represent. According to Desai (2000), however, authenticity in a 

work of art is a perception, often erroneously grounded in the display of a work in a 

conventional, westernized museum. Desai (2000) argues that the works of art that 

educators utilize in their curriculums are often considered authentic because they are 

housed in a major art museum, not because they are actually appropriate representations 

of culture. Often, art objects studied in multicultural art educational classrooms, though 

supposedly authentic, do not address the major issues of “authenticity” that result from 

the complex practices of art mediation in the current global economy, e.g., the influence 

of art markets, curators, governments, and art patrons (Desai, 2000). Moreover, a 

human’s experience is founded on his or her mediated location; that is, representation is 

mediated by a person’s specific location and context, resulting in the impossibility of 

accurately and authentically representing and understanding a culture (Desai, 2000).  
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Desai’s arguments demonstrate the need to reevaluate our perceptions of authenticity 

with regard to diverse works of art as well as the implausibility of accurately representing 

any one culture through art education. Desai (2000), therefore, suggests that educators 

employ an art education in which students learn about diverse cultures while 

simultaneously analyzing those cultures in relation to their own, considering themes of 

power and subordination.  

In a more comprehensive and idealistic approach Ballengee-Morris, Daniel, and 

Stuhr (2010) argue that multicultural art education should “encourage social justice and 

thriving, constructive communities” (p. 15). In order to combat unjust biases originating 

from the colonialist practice of one culture exerting power over another, they suggest that 

multicultural art education connect with the students’ lives as well as help them 

understand how they connect with society as a whole (Ballengee-Morris et al., 2010). The 

authors suggest seven goals and values to guide curricular development for multicultural 

art education. According to Ballengee-Morris et al. (2010), multicultural art education 

should be grounded in the lives of students and should incorporate their backgrounds and 

experiences. Education should also facilitate a critical analysis of social and cultural 

systems and investigate cultural biases (Ballengee-Morris et al., 2010). Moreover, they 

stress that justice for all should be an overall goal. Such education should occur in a safe 

and welcoming environment that encourages participatory and experiential involvement 

(Ballengee-Morris et al., 2010). Lastly, they state that multicultural art education should 

be “hopeful, joyful, kind, visionary, affirming, activist, academically rigorous, integrated, 

culturally sensitive (Ballengee-Morris & Stuhr, 2001; Bigelow, Harbey, Karp, & Miller, 
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2001; Daniel & Collins, 2002)” (Ballengee-Morris, et al., 2010, p. 15). That is, a balance 

should exist between academic rigor and social conscientiousness. Ballegee-Morris, et al. 

(2010) suggest that these “democratic social goals and values” (p. 15) direct and guide 

curriculum development. My research explores the roles and applicability of these goals 

and values in the context of programming at the NMMA and MAM as well as determine 

other valuable goals.  

Despite the variety of approaches and objectives in current literature of 

multicultural art education, Delacruz (1996) articulates several commonalities: (a) 

increased diversity of artists included in curriculum, (b) reevaluation of the way in which 

art from diverse cultures is approached in art history, and (c) consideration and/or 

analysis of patterns of social injustice. Moreover, Delacruz (1996) argues that rather than 

simply including art and artists from previously ignored cultural groups into the 

curriculum, broadening conceptions of what constitutes valuable or worthwhile art is the 

core of multicultural art education.  

With regard to multicultural art education Adejumo (2002) claims “the current 

approach to multicultural art education is concerned with promoting cultural pride and 

equal learning opportunities in art for all children in U.S. schools through a diversified art 

curriculum” (p. 34). However, Adejumo (2002) illuminates concerns with a diverse 

curriculum. As he points out the variety of cultures represented in the United States is so 

wide that representation of each culture in all curricula is not feasible. On the other hand, 

omitting certain cultures significantly weakens multicultural education’s overarching aim 

of equality (Adejumo, 2002).  
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Adejumo (2002) also questions the goal of multicultural art education to promote 

cultural pride. A student’s cultural make-up may, and is likely to be, complex, as most 

minority students attending US public schools are not first generation Americans (Gans, 

1979 in Adejumo, 2002); that is, their parents are not recent immigrants and it is likely 

these students relate to more than one country or culture. The question becomes, how do 

educators cultivate and promote pride in a student’s cultural heritage if the educator does 

not recognize a student’s cultural heritage (Adejumo, 2002)? Adejumo instead suggests 

that current objectives be reviewed to include and focus on expanding students’ 

knowledge and appreciation of art on a global scale. Unlike scholars of multicultural 

education concerned with social action (Banks & Banks, 2001; Sleeter, 1996; Sleeter & 

Grant, 1999), Adejumo (2002) is not concerned as much with multicultural art education 

as a form of social action, but rather using it as a way to expand knowledge and cultivate 

appreciation.  

The concept of multicultural education and multicultural art education is 

problematic not only because of its wide spectrum of approaches, but also because it 

evokes criticism and elicits serious questions: How should art educators approach 

multicultural education? What constitutes effective multicultural education and 

characteristics of it? Moreover, current literature often lacks specific examples and 

strategies for teaching multicultural art. Questions posed by and gaps in literature 

contribute to the need for this study. 
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The Ethnic and Community Museum  

Many ethnic and minority groups have responded to their perceived 
and often real exclusion and the growing interest in their own culture 
and heritage by creating distinct institutions to document, interpret, 
and exhibit the art, culture, and history of their communities and 
cultures. (Loukaitou-Sideris & Grodach, 2004, p. 51) 
 

Loukaitou-Sideris and Grodach (2004) define such institutions as ethnic museums, “an 

alternative site of cultural production and exhibition and as a promoter of ethnic culture 

and identity” (p. 54). The ethnic museum functions similarly to a general or mainstream 

museum while expanding the role of the mainstream museum to include community 

advocacy (Loukaitou-Sideris & Grodach, 2004), reflecting Sleeter and Grant’s (1999) 

and Sleeter’s (1996) goals of multicultural education. Furthermore, these museums can 

be viewed as mediators between the ethnic or cultural community they represent and the 

public at large (Gordon, 1998 as cited in Loukaitou-Sideris & Grodach, 2004). 

Loukaitou-Sideris and Grodach (2004) point out the lack of literature evaluating the role 

and impact of ethnic museums on their communities.  By nature of the content and 

function of ethnic museums, educational programming at these sites is multicultural; 

ethnic museums, and in this case, Latino art museums can serve as valuable resources as I 

investigate effective multicultural art education and its characteristics.  

Crooke (2007) explores the relationship between museums and communities, 

analyzing the ties between them and the studies of each, and evaluating worldwide 

examples of museums tied inextricably to their communities. Specifically, Crooke (2007) 

demonstrates the potentially impactful role of museums in representing and shaping 
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community identity as well as community development.  Her first example describes the 

District 6 Museum in Cape Town, South Africa, which she characterizes as a “living” 

museum that memorializes the struggle against apartheid (Crooke, 2007).  After the 1966 

Group Areas Act, 60,000 South Africans were forced to leave their homes in District 6 

and relocate. During the 1980s and 1990s individuals began to help these exiled families 

return to their homes, and the District 6 Museum was founded (Crooke, 2007). While the 

museum’s design and layout is modest visitors to the museum can add their own 

experiences to wall labels thus allowing the community to collectively share and exhibit 

their history. In a sense the District 6 community controls the presentation of their shared 

history affecting the way they value their own history and how their history is understood 

by others (Crooke, 2007). Crooke claims the museum also enables exiled individuals and 

their families the opportunity to recall a community they once shared and develop 

camaraderie with fellow exiles. The community involvement in this museum strives for 

the development of positive community identity and empowerment. As Crooke’s (2007) 

example illustrates, community museums have the potential for realizing positive social 

change. In what ways if at all, are museum educators at the NMMA and MAM utilizing 

education to empower their communities and promote a positive community identity? 

In another example, Crooke (2007) explores the potential impact of community 

museums in Oaxaca, Mexico, to positively impact the area’s social and economic 

development. While anthropologists working in Oaxaca spearheaded the ninety-four 

museums created under this initiative, and development agencies funded them, “the so-

called ‘bottom-up’ approach…is regarded as having been essential to its success; this 
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project is seen as a positive alternative to other ‘misdirected’ community museum 

programs” (p. 176) in which an authoritative leadership tends to exclude community 

members, as opposed to include them (Crooke, 2007). A question that arises from 

Crooke’s argument that I apply to this study is the extent to which museum educators at 

ethnic/community museums are shaping programming to explicitly “include,” instead of 

exclude, community members. 

Crooke’s research demonstrates the potential of museums to serve as social 

agents, and to alleviate social problems within their communities. What Crooke’s writing 

fails to do, however, is describe the specific steps the community museums in Oaxaca 

and elsewhere are taking in order to positively impact their communities. Here, I identify 

specific examples of what ethnic and/or community museums are accomplishing and 

striving to accomplish in order to strengthen their communities. 

 

Education Regarding Latino Art and Culture  

 While current literature on multicultural art education provides the foundation for 

this study, literature pertaining specifically to Latino art education presents valuable 

examples and the specific need for this research. In her article, Teaching a Course on 

United States Hispanic Cultures: A Multicultural Approach, Rusciolelli (1994) 

illuminates the need for multicultural education specifically regarding Hispanic cultures 

in the United States that is enriching and meaningful. Though the article is dated and the 

statistics have since changed, she argues that the growing population of Hispanics in the 

US demonstrates the importance of curriculum that equally promotes the contributions of 
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various ethnic and cultural groups in order to help students live and function in an 

increasingly diverse society. Rusciolelli (1994) additionally argues that students should 

be provided with accurate information in order to combat the negative ideas and 

stereotypes about Hispanics that abound in the U.S.; “instead of being part of the problem 

of cultural misunderstanding, students can become part of the solution” (p. 129). 

Moreover, she states that the overall goal of multicultural education about Hispanics 

should be to cultivate respect and acceptance as well as to celebrate difference among the 

variety of subcultures within Hispanics (Rusciolelli, 1994). The extent to which these 

goals are applied to educational programs at the NMMA and MAM will be explored and 

discussed in Chapters IV and V. 

Though much literature lacks specific strategies and examples of multicultural art 

education related to Latinos, authors Congdon, Delgado-Trunk, and Lopez (1999) present 

a qualitative case study regarding the Mexican tradition of creating ofrendas, a kind of 

altar honoring the deceased. By observing and analyzing visitor experiences and 

reception of ofrenda exhibitions and accompanying educational material, Congdon et al. 

(1999) suggest effective ways to teach about artistic practices that are unfamiliar to the 

visitor or audience. According to informal audience responses the most successful case 

involved the installation of ofrendas at an outdoor folk-life festival. The accompanying 

educational programming included question and answer sessions between the visitors and 

the artists, distribution of supplementary information sheets, and personal narratives from 

the artists (Congdon et al., 1999). The narratives of the artists who could not speak 

English were translated; the non-English speaking artists also handed out paper flowers, a 
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traditional component of ofrendas (Congdon et al., 1999).  Congdon et al. (1999) 

“recognized that the success of the ofrenda at the festival was explained largely by the 

continual presence of the artists and their ability to immediately respond to comments 

and questions” (p. 322). Moreover, they determined that relaying educational information 

orally proved to be the most effective way to build context around the ofrendas (Congdon 

et al., 1999). Though the research of Congdon et al. (1999) does not take place within an 

ethnic museum, the content, case study methodology, and the findings about effective 

multicultural educational practices serve as a useful resource for the purpose of this 

study.  

 In a different approach, Dernersesian’s (2000) autobiographical study investigates 

the complex transnational linkages between cultures of the Americas, warning against the 

common misconception that ethnic categories are distinct, similar, or separate. Moreover, 

Dernersesian (2000) argues that hybridity within broad ethnic categories, such as 

Chicana, should be addressed within multicultural education. Major complexities that 

exist within seemingly singular cultural ethnicities, including but not limited to Latino 

ethnicities, should also be incorporated into multicultural education. She compares the 

misconception of Chicano identity to “melting pot” theories within the US, arguing that 

both ideologies should be rejected (Dernersesian, 2000). Her concerns with complexities 

of cultural heritage parallel those of Adejumo (2002). Because my research explores 

Latino art and culture, it is critical to take into consideration the internal intricacies and 

diversity of these populations. How do museum educators at the NMMA and MAM 
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include explication of cultural complexities into their curriculum? It seems that this 

would be an important characteristic of effective multicultural education. 

 Literature on multicultural education and multicultural art education is varied in 

goals, purposes, and approaches. Moreover, the majority of pertinent literature lacks 

specific steps or characteristics of multicultural education, contributing to the difficulty 

for educators in applying the broad concepts generally associated with the field. This 

thesis strives to discover and articulate specific characteristics of effective multicultural 

art education that is occurring within ethnic/community museums, specifically Mexican 

and Mexican-American museums, in order to better prepare educators in museums and 

elsewhere to more fully understand and teach meaningful multicultural art. 
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Chapter III: Methodology 

Employing the Qualitative Case Study Methodology 

Creswell (2009) defines a case study as an investigation in which the research 

“explores in depth” (p. 13) a situation, event, or group of people. Yin (2009) further 

defines case study as the methodology to “understand complex social phenomena” (p. 4) 

in which the contextual conditions of the phenomena may affect the case. Succinctly, Yin 

(2009) states that a researcher should employ case study methodology if a “how” or 

“why” question involving contemporary events, over which the researcher has no control, 

drives the research. This study seeks to determine the characteristics of effective 

multicultural education at specific museums. In part, my research strives to understand 

how museum educators can render their multicultural educational programming effective. 

The limited scope of what I intended to “explore in depth” suggested the employment of 

case study methodology as well as some driving research questions. Furthermore, I 

decided to employ a case study that investigates two cases or research sites. 

Yin (2003) categorizes case studies as explanatory, descriptive, or exploratory. 

This research constitutes a descriptive case study, which Yin (2003) defines as a type of 

case study that describes a social phenomenon and the context in which it occurred. My 

research describes the effective multicultural education that is occurring at the National 

Museum of Mexican Art in Chicago, Illinois, and Mexic-Arte Museum in Austin, Texas. 

The context around the educational programming I describe with this case study includes 

the goals and objectives of museum educators and what they deem as effective 

multicultural education as well as the situational context of the actual programming. 
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Yin (2009) states that case studies characteristically involve multiple variables. In 

fact, Yin (2003) explains that case study research differs from other methodologies in that 

case studies incorporate contextual conditions and multiple variables in the same way that 

contextual conditions affect real-life situations. Educational programming is seemingly 

influenced and affected by multiple factors such as the program’s content, the educator’s 

delivery of the content, the physical atmosphere of the museum or site in which the 

program occurs, and the level of engagement of the program’s participants. A description 

of these contextual conditions helps illuminate how and why the multicultural 

programming is effective. Because case study incorporates context as data, my study will 

be holistically served by case study methodology.  

Because of the multiple variables within case study data, Yin (2003) argues that 

researchers benefit from utilizing previously developed theories to guide their study. 

Chapter II demonstrates that the foundation of this study is the current literature on 

multicultural art education. Specifically, I strive to better understand and elaborate upon 

currently developed theories of multicultural art education in literature through this study. 

Furthermore, current theories of effective multicultural education, such as the approaches 

proposed by Sleeter and Grant (1999) and Ballengee-Morris, et al. (2010), guided my site 

selection, which will be discussed later in this chapter, what data to collect, and how to 

analyze it.  

Overall, Yin (2009) comprehensively provides a definition of the methodology:  
The case study inquiry copes with the technically distinctive situation in 
which there will be many more variables of interest than data points, and 
as one result relies on multiple sources of evidence, with data needing to 
converge in a triangulating fashion, and as another result benefits from the 
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prior development of theoretical propositions to guide data collection and 
analysis (p. 18).   

 

A Similar Case Study 

Bain, Newton, Kuster and Milbrandt (2010) recently conducted a qualitative case 

study investigating first-year art teachers’ understanding and execution of meaningful 

curriculum. The researchers chose specific participants for their study in order to 

investigate whether location and educational background affected the participants. The 

chosen participants taught elementary, intermediate, middle, junior high, and high school 

at rural, urban, and suburban public school districts (Bain et al., 2010). Data was 

collected through e-mails, phone calls, on-site observations, investigation of qualitative 

documents—such as lesson plans and curricular material—and four interviews that 

occurred over the course of one academic school year (Bain et al., 2010).  

The researchers analyzed their data using a constant-comparative method, 

identifying the emergence of key concepts and employing a ranking system based on 

intensity and/or frequency of themes within the data (Bain et al., 2010).  Bain et al. 

(2010) created narratives of each participant, a characteristic of qualitative research, to 

better understand their gathered data, which was presented as thematic summaries of their 

findings. The variety of data gathering techniques, the methodology employed to 

determine themes, and the triangulation employed to analyze the data in Bain, Newton, 

Kuster and Milbrandt’s (2010) case study is similar to the methodology that was 

employed in this case study.  
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Criteria for Site Selection 

After deciding to employ a descriptive, two-case case study I determined my sites 

of research. Yin (2004) proposes that site, or case, selection may be “the most critical 

step in doing case study research” (p. 7). It was important to me that both of my research 

sites met the following basic criteria: (a) at least one staff member whose responsibility is 

education; (b) a clearly stated commitment to the Latino community as curriculum 

content and as an audience; (c) educational programming that is created, developed, and 

executed by educators within the museum; and (d) programming that focuses on and 

incorporates the works of Latino art exhibited at the museum.  

As Yin (2004) suggests specific sites of research in a purposeful sample may be 

chosen because of the researcher’s special access to data and/or observations. In the case 

of my research, I chose Mexic-Arte Museum as one of my research sites with the 

understanding that I would spend a significant amount of time there between Fall 2010 

and Summer 2011, as a graduate intern and have broad access to curricular data, 

educators, and programming observations. (See Appendix A for site letter of agreement.) 

In order to choose a second site I conducted a “case screening procedure,” in 

which I analyzed the willingness of participants and the potential for richness of data 

and/or evidence related to the research (Yin, 2004, p. 4). Between two possible museums 

I chose the National Museum of Mexican Art as my second site, because of the 

willingness of the Director of Education to participate in and assist me with my research, 

as well as the wide variety of educational programming offered that would potentially 

serve as rich and meaningful data. (See Appendix A for site letter of agreement.)  
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In my analysis of potentially rich data (Yin, 2004, p. 4), I gave preference to the 

museum with educational programming that could be characterized in one or more of the 

following ways: (a) connects with and/or relates to the students’ lives or communities 

(Ballengee-Morris, et al, 2010); (b) strives to be relevant to current issues of racism and 

stereotyping (Sleeter & Grant, 1999); (c) promotes social and racial equality (Banks & 

Banks, 2001; Sleeter & Grant, 1999); and (d) facilitates an understanding and/or criticism 

of social and cultural systems (Ballengee-Morris, et al. 2010). 

I chose to observe specific programs and documents that seemingly exhibited 

some of the aforementioned characteristics. I observed some programs, however, that did 

not necessarily exhibit these characteristics. I chose them because of their accessibility to 

me; I was able to observe these programs within the time restraints of my site visits.  

The educational programming I researched represents a purposeful sample 

(Creswell, 2009). That is, I chose the research sites and programs to investigate based on 

specific criteria that would facilitate my investigation. Because I researched a purposeful 

sample, the findings that emerge from my study will not, and do not, intend to reflect the 

ideas, objectives, and characteristics of multicultural education in any museum or 

educational context other than MAM and the NMMA. 

 

Establishing Validity 

My research investigated a limited number of educational programs within two 

museums; the narrow scope of this case study necessitates the establishment of validity to 

strengthen the overall case. Yin (2009) lists the following tests for establishing validity in 
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case study research: (a) construct validity, (b) internal validity, (c) external validity, and 

(d) reliability.  

 Construct validity refers to the employment of and appropriate measures taken to 

study the given concept; that is, the researchers should use multiple sources of data and 

strive to establish a “chain” of evidence (Yin, 2009, p. 60), which refers to evidence 

converging upon a specific conclusion or finding. Moreover, a chain of evidence allows 

readers to follow the steps the researcher took to determine findings. In order to establish 

construct validity and render my data transparent, I gathered my data from multiple 

sources, including printed material, interviews, and observations. In Chapter IV I explain 

in detail the various sources from which the data emerged and intend to present such a 

chain of evidence.  

 Yin (2009) defines internal validity as a test primarily for explanatory case 

studies, which strive to answer how or why one situation caused or led to another. 

Because my research is a descriptive case study, Yin (2009) states that the establishment 

of internal validity should not be a significant concern. Yin (2009) does explain that 

internal validity involves providing support for inferences when a direct observation is 

not made. For this Yin (2009) suggests pattern matching, which is a strategy of 

discovering patterns or ideas from multiple sources. When I infer a theme or concept 

without a direct observation I support the finding with quotes from interviews or a 

description of a supplementary document. 

 External validity refers to the application of the study’s findings in other, or 

external contexts (Yin, 2009). In other words, establishing validity refers to a study’s 
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generalizablility. Yin (2009) suggests employing theories developed in the literature as 

well as replication logic to establish external validity. To strengthen my case study and 

establish external validity I decided to investigate two sites; I included a second site 

because I assumed I could apply replication logic to validate my findings. That is, 

discovering similar data and findings across more than one site suggests more 

generalizability, and thus, external validity. Moreover as aforementioned, theories from 

the literature drive this study.  

 Yin (2009) lists reliability as the fourth test of validity within case studies. He 

(2009) purports that a case study is reliable if the data and findings are measured with 

accuracy and stability. To strengthen a case’s reliability Yin (2009) suggests employing 

case study protocol, which includes an overview of the project, field procedures, the case 

study questions, and a guide to the format of data, all serving as “reminders regarding the 

information that needs to be collected and why” (p. 74). In lieu of a formal case study 

protocol during the entirety of my research I carried with me a binder that included my 

research proposal, my central and driving questions, and the protocol and appropriate 

consent forms for conducting interviews. I referred to the binder frequently to facilitate 

consistent data collection at both sites.  

 

My Dual Role as Researcher and Graduate Intern  

In explaining preparation for data collection Yin (2003) lists the “desired skills” 

of a case study researcher (p. 57). First, he suggests the researcher understand that asking 

many and thorough questions is necessary to elicit significant and potentially meaningful 
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responses from research subjects. Second, Yin (2003) explains the importance of 

listening as more than superficially hearing, but also as a way of “receiving information 

through multiple modalities…being able to assimilate large amounts of new info without 

bias” (p. 60). For example, the researcher should recognize what is occurring explicitly, 

but also be able to recognize the context in which the situation is occurring. Third, Yin 

(2003) suggests that the researcher be open-minded to new ideas that vary from his/her 

preconceptions and flexible in responding to unexpected turns in the research. Lastly, the 

case study researcher should familiarize himself/herself with the issue being researched 

without biases from preconceptions; that is, he/she should know the purpose of the study, 

what is being sought, be prepared for unanticipated variations, and know the 

characteristics of both supportive and contrary evidence (Yin, 2003).  

Yin’s (2003) discussion of the case study researcher’s role raises questions about 

the researcher’s bias. Considering that the researcher is responsible for choosing what 

data to present and take into account when presenting findings, a researcher’s bias toward 

a specific end result could significantly affect the strength of the study. Yin (2003) states 

that in order to reduce bias and thereby strengthen the case study, researchers should be 

open to discovering findings that differ, or are contrary to, their preconceived notions or 

projections.  

Because I am involved with MAM outside this study, I recognized my potential 

bias toward and predilection for Mexic-Arte Museum prior to the investigation. I spend 

roughly twenty hours per week as the Graduate Research Assistant at Mexic-Arte 

Museum. My responsibilities at the museum vary, but include, for the most part, 
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researching the historical and cultural context of exhibits for extended wall labels, as well 

as finding supplementary and/or background information for MAM’s outreach educators. 

I was responsible for coordinating MAM’s annual fundraiser, which is an art exhibit and 

art sale, held in December 2010. Occasionally, I also proofread and make minor edits to 

MAM’s outreach curriculum. For the most part, however, I am not responsible for 

designing or developing educational classes or resources, with the exception of group 

tours. I create and give tours to groups visiting the museum, but I did not include the 

content or intent of my tours in this study.  

I would like to present MAM programming as being of an exceptionally high 

quality, but I recognize the dangers of incorporating bias into my research. While I work 

closely with MAM’s primary educators and am familiar with their values as educators, I 

conducted pre-arranged, semi-formal interviews in order to mirror the interviews I would 

conduct at the NMMA. Moreover, I did not participate in the facilitation of any class that 

I observed to again mirror the data collection I conducted at the NMMA. I intended for 

the data I collected at both institutions to be as similar and parallel as possible. 

 

Data Gathering 

Recalling Yin’s (2009) aforementioned definition, case studies characteristically 

rely on multiple data sources. Yin (2004) lists common possible sources as documents, 

archival records, interviews, direct observations, participant-observation, and physical 

artifacts. I investigated effective educational programming at the NMMA and MAM 

through three data collecting methods: (a) investigation of curricular documents and 
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materials pertaining to current education programming, (b) interviews with current 

museum educators, and (c) observation of educational programming. I recorded my data 

before, during, and after my investigation in the form of extensive handwritten notes.  

During my site visits I gathered curricular documents and/or whatever qualitative 

documents regarding programming that were available to me from the museum, which 

served as foundational data. Yin (2003) warns that such documents may not be 

completely accurate or without bias. Yin (2003) adds, however, that utilizing documents 

as evidence is beneficial to most studies, especially to corroborate data from other 

sources. For this study I primarily use details from curricular documents and other printed 

educational resources to supplement the data gathered from my observations and 

interviews. 

The responses I received from my interviewees played a significant role in this 

study, as the core of my research question asks what museum educators at the NMMA 

and MAM deem as effective multicultural education, and why they believe this is so. I 

employed four semi-structured interviews to help illuminate potential answers. (See 

Appendix B for interview questions.) Yin (2003) states, “interviews are an essential 

source…because most case studies are about human affairs [which] should be reported 

and interpreted through the eyes of specific interviewees” (p. 92). Punch (2009) 

additionally identifies that the flexibility and applicability of an interview make the 

methodology a valuable research tool.  

Punch (2009) warns, however, against analyzing interview data as “raw data” (p. 

152), for the interviewer and the situational context of the interview significantly affect 
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the content, data received, and dynamic interaction of an interview. Moreover, an 

interviewer must consider the validity of the interview responses—the relationship 

between situations described in an interview and the reality of those situations (Punch, 

2009). Yin (2003) similarly presents interviews as “verbal reports only” (p. 92), that are 

potentially biased and/or inaccurately articulated. In order to combat these issues, Punch 

(2009) advises that the interviewer develop an interview schedule, establish a rapport, 

employ communication skills, ask questions—possibly employing one specific kind of 

question or asking questions in a particular sequence—and develop an interview 

conclusion.  

Prior to my site visits I scheduled interviews with two educators at each museum 

and emailed each educator a list of interview questions that were open-ended and 

intended to elicit the interviewee’s opinion (Creswell, 2009). During my interviews, 

which were qualitative, I focused on the goals and objectives of the museum educators 

with regard to the museum’s programming, the educational models they employ, and 

what they regard as effective programming at their museum. Additionally, I asked about 

and explored the philosophies that underlie their goals and objectives, as well as whom 

they consider their target audiences. While I asked the predetermined questions, I allowed 

the conversation to flow naturally in order to help build a comfortable rapport and create 

a conversational atmosphere in which the interviewee could communicate his/her ideas 

freely. For the purposes of this study I have changed the names of the museum educators 

I interviewed. 
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My last source of evidence was observations of programming. I observed six 

programs and meetings at each museum, during which I focused on the program’s 

content, the educator’s delivery, and the overall engagement and involvement of the 

participants. Creswell (2009) presents field observations as beneficial to research because 

the researcher can record and utilize as data pertinent contextual information and details. 

Creswell (2009) suggests employing observational protocol when recording observations. 

I recorded my concrete observations of the programs, which Creswell (2009) refers to as 

descriptive notes (p. 181), in the main body of my field notes. In the margins I marked 

my inferences and ideas, or reflective notes (Creswell, 2009, p. 182), with asterisks.   

Regardless of the variety of sources employed to gather data Yin (2004) 

summarizes that “the main idea [of data collection] is to ‘triangulate’ or establish 

converging lines of evidence to make your findings as robust as possible” (p. 9). I explain 

my triangulation process in the following section. 

 

Data Analysis 

 After my site visits and data gathering I organized my data through coding. 

Creswell (2009) defines coding as the organization of raw data into sections or categories 

prior to deriving significance from them. Creswell (2009) states that for cases in the 

social sciences, such as this one, codes should emerge from the data as opposed to fitting 

data to predetermined codes. After carefully looking through my raw data I listed topics 

and ideas present in each observation, interview, and document, with specific topics and 

ideas recurring across the data. From this list I created a more condensed list of the 
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concepts that occurred most frequently in the data. I present this data as a list of major 

themes and concepts in Chapter IV. I also describe in further detail my specific coding 

process in the next chapter.  

As Yin (2004) suggests, researchers can more strongly support their findings 

through triangulating their data or establishing converging lines of evidence. That is, 

presented findings should be explicitly supported by multiple sources. For Chapter IV of 

this study I present the data thematically. Themes or concepts that emerged from the data 

when two or more sources signified that particular theme. For example, I noticed an aim 

to create cross-cultural understanding, or an acceptance of and tolerance for diversity 

because, (a) three educators explicitly stated cross-cultural understanding as a goal during 

the interviews, and (b) a MAM online gallery guide explicitly makes connections 

between Mexican culture and two other cultures, thereby suggesting the same goal. In 

each subsection of Chapter IV I introduce a theme that emerged from the raw data 

through triangulation, and I include descriptions of the two or more sources from which 

the theme emerged.  

Yin (2003) develops and articulates other strategies for analyzing case study 

evidence arguing that analysis is an under-developed and difficult aspect of case study 

research. One strategy is to utilize theoretical propositions to direct the analysis, as 

preconceived theories can facilitate the distinction between relevant and irrelevant data. 

Considering rival explanations is a second strategy. That is, addressing differing potential 

explanations and rejecting them helps validate conclusions that are drawn. Creating a 

descriptive framework, which structures the data in a clear and organized manner, is a 
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third strategy that can be a particularly valuable technique to illuminate or explain the 

case (Yin, 2003). While I primarily employ the descriptive framework technique to 

present the characteristics of effective multicultural education at the NMMA and MAM I 

will also incorporate the characteristics of multicultural education developed in the 

literature into my findings in Chapter V.  

 In short, I employed a qualitative, exploratory case study methodology for this 

research. I investigated two purposefully chosen museums as research sites, in which I 

gathered curricular documents, conducted semi-structured interviews, and observed 

programming. Issues of validity are addressed with the employment of two research sites 

as opposed to one, multiple data collecting methods, and triangulation of data to develop 

findings. In the following two chapters I present my findings and the conclusions I was 

able to draw from them.  
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Chapter IV: Presentation of Data 
 

Introduction to the National Museum of Mexican Art  

Once I established my research sites as the National Museum of Mexican Art 

(NMMA) in Chicago and Mexic-Arte Museum (MAM) in Austin I coordinated my visit to 

Chicago for November 21 through November 23, 2010. I planned to orient myself to the 

facility and the exhibitions for the first few hours after arrival and spend the rest of my time 

meeting with educators, observing programming, and gathering curricular documents. Upon 

arriving in Chicago on November 21, 2010, I took a train from the airport directly to Pilsen, a 

nearby suburb with a predominantly Mexican and Mexican-American population. The train 

stopped only a couple blocks away from the NMMA. I knew that the museum was founded 

by a group of teachers in 1987, and I was curious about what kind of impact these origins 

may have had on the museum. Situated in a mostly residential area next to a large public 

park, the museum’s exterior looks more like a community center than a fine art museum. 

Upon entering, however, the immaculate and professional presentation of the large gallery 

spaces and the significant number of visitors wandering through the galleries squelched any 

doubt that this institution is not a fine art museum. Two smaller galleries hosted an array of 

contemporary works and installations, while the larger, primary exhibition space displayed 

works from the museum’s permanent collection. I was drawn to the brightly painted gallery 

walls, the curatorial decision to juxtapose folk-art with contemporary work, and the Spanish 

translations of the wall text. 

 The NMMA’s educational mission statement supplements the museum’s overall 

mission of increasing appreciation and understanding of Mexican art, history, and culture: 
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Since the Museum's inception by a group of educators in 1987, the Education 
Department has maintained a strong commitment to education by developing 
and implementing arts education programs for youth, families, adults, 
students, and teachers. Today, education continues to be an integral part of the 
Museum's mission and is central to the mission of stimulating, preserving, and 
exemplifying the beauty and richness of Mexican art and culture. (National 
Museum of Mexican Art, n.d., para. 2)  
 

Their stated vision adds that the museum’s education department also focuses on forming 

relationships with the community by stating that the museum will continue to “build stronger 

and meaningful relationships with educators and members of the community” as well as 

work with others to develop accessible educational resources. Additionally, the “Education 

Department will also continue to promote the importance of the arts in education and 

society” (National Museum of Mexican Art, n.d., para. 4). (See Appendix C for complete 

mission and vision statements.)   

 

Introduction to Mexic-Arte Museum 

The research experience at my second study site, Mexic-Arte Museum (MAM) in Austin, 

varied from my short and concentrated experience in Chicago. As a part-time research assistant 

and graduate intern at MAM I have familiarized myself with the educational programming at the 

museum and the values of the educators working there. I did, however, conduct formal 

interviews with the two primary educators. Moreover, my position at MAM does not involve 

outreach classes, which constitutes a large portion of MAM’s programming; therefore, I was not 

responsible for any part of the classes I observed, but maintained the role of researcher. I 

conducted my interviews and my class observations during October and November 2010. 
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Mexic-Arte is located in the heart of downtown Austin, between two large bank 

buildings. The museum is arranged into two large galleries near the front entrance and a smaller 

gallery in the back. I remember the first time I visited Mexic-Arte Museum in the fall of 2009; 

the galleries were empty, but I was captivated by the variety of intricate ofrendas (altars 

dedicated to the departed) on display for Día de los Muertos.  Some were powerful and resonated 

with strong political messages and agendas, while others were traditional and familiar. While it 

does not take long to view everything on exhibit, the space appears to be filled efficiently; the 

small brightly colored walls, that change colors depending on the exhibit, are replete with art.  

The stated mission of Mexic-Arte Museum’s Education Department is stated on 

their website as the following:  

The mission of Mexic-Arte Museum's education programs is to 
enrich the community’s knowledge about contemporary and traditional 
Mexican, Latino, and Latin American art and culture. The Education 
Department aims to create and produce education programs and materials 
to support and enhance each exhibition. These programs are designed to 
mirror and strengthen the exhibitions, providing knowledge and skills for 
both youth and adults. (Mexic-Arte Museum, n.d., para. 1) 

 
Three artists, interested in spreading the art of Mexico in Texas, founded MAM in 

the 1980s. As part of this study I am interested in how, if at all, the different origins of 

MAM and the NMMA may have influenced their respective education departments. (See 

Appendix D for complete mission statement.) 
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Overview of Educators Pertinent to this Study  

Mandy (NMMA).1 

Mandy is the Director of Education at the NMMA, who implements and oversees the 

entire education department. During my visit I spent nearly half my time shadowing Mandy, who 

I was in contact with prior to my visit. During my time in Chicago, I formally interviewed her, 

she answered all of my questions about the museum’s programming, and I was able to sit-in on 

three education department meetings with Mandy and her fellow educators.  Additionally, 

Mandy took me to observe three after-school outreach programs within the Chicago Public 

Schools. 

 

Jorge (NMMA). 

Jorge is an art educator at the NMMA, and his job includes program development, such 

as planning and proposing grants, and curricular development. At two different times during my 

visit I formally and informally interviewed Jorge.  

 

Camilla (MAM). 

Camilla is the Education Program Manager at MAM. She is responsible for 

developing adult educational programs—lectures and workshops that correlate with 

exhibitions—as well as developing outreach curriculum. Because of my internship at 

                                                
1 The names of all the interviewed educators have been changed. (See Appendix D for a copy of the form 

of informed consent. 
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MAM I am relatively familiar with Camilla’s values regarding museum education, but I 

conducted a formal interview with her on November 16, 2010. 

 

Ellie (MAM). 

Ellie is MAM’s Program Support Specialist, and she coordinates and develops 

curriculum for outreach programming. Additionally, Ellie is one of three full-time staff 

members who create and implement school group tours for the museum. While I have 

informally talked with Ellie on numerous occasions about her thoughts on multicultural 

education, I formally interviewed her on November 4, 2010. 

 

Overview of Programs Referred to in this Study  

C.A.S.A. (NMMA). 

The Community Arts Sustaining Academics (C.A.S.A.) program at the National Museum 

of Mexican Art offers families various cultural enrichment opportunities, including student after-

school art classes, parent education classes, family enrichment field trips and activities, 

professional development workshops and resources for teachers based on arts and culture 

integration, and a student-mentor leadership and training program. Museum educators at the 

NMMA, local teachers, and parents of participating students partner to create programming that 

strives to combat prevalent issues in the community, such as teen pregnancy, gangs, and 

illiteracy through education and promoting a positive self-identity to participating students and 

their families.  
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Yollocalli Arts Reach (NMMA). 

Yollocalli Arts Reach is an initiative of the NMMA that offers free classes in the arts to 

teens in the community at an offsite workshop and studio. According to the program’s mission, 

Yollocalli Arts Reach “offers thought provoking, innovative, and diverse art classes for the 

creative growth, artistic knowledge, and empowerment of young artists” (Yollocalli, 2011, para. 

1). 

 

Other programming at the NMMA. 

Other educational programming that is created and implemented within NMMA is 

varied and extensive. For adults and educators interested in teaching about Mexican art 

and culture the museum offers Saturday classes, professional development workshops, 

and curricular resources. For students, the museum offers group tours of the exhibits, 

which can include a studio activity, traveling art classes that take place within students’ 

own classrooms, summer camp, artist residencies, after-school programs, and other 

programs. Additionally, the museum organizes free family Sundays, is currently working 

on an early-childhood program, and co-sponsors a number of programs with local 

organizations.  

  

Community Youth Development (MAM). 

Community Youth Development (CYD) is Mexic-Arte’s largest grant-funded 

educational program. Funded by the City of Austin, CYD is intended to decrease juvenile 

delinquency in the Dove Spring neighborhood, which is located about six miles southeast 
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of the museum. Dove Springs typically ranks high in juvenile delinquency. These in-

school art classes for elementary, middle, and high school students last either six or eight 

weeks and cover the same curriculum. The museum hires art educators to teach these 

classes. Art and museum educators teaching other outreach classes employ the same 

curriculum as the CYD classes. 

 

Screen It! (MAM). 

Screen It! at Mexic-Arte Museum, a program for high school students, introduces 

printmaking as a tool for “cross-cultural societal change” over an eight-lesson course. 

Though in-house museum educators developed the curriculum, they hire an art educator 

to teach the courses.  

 

Other programming at MAM. 

Mexic-Arte Museum’s educational programming also includes school group tours 

of current exhibitions. Last year nearly 1,500 students participated in guided tours at 

MAM. Tours, which are given to students and museum visitors of all ages, are 30-45 

minutes and led by a museum educator. The educator is allowed considerable freedom to 

design and implement his/her own curriculum, though the education team discusses 

potential tour content and themes prior to the opening of each exhibition. Adult 

educational programming includes lectures and symposia that are presented by museum 

staff or invited artists and scholars. Mexic-Arte also offers teacher workshops to help 

teachers incorporate multicultural content into their curricula. Along with workshops, the 
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museum provides four extensive activity and gallery guides for teachers and visitors to 

download from the museum website. 

The data I gathered from the previously discussed educators and programs, as 

well as from analysis of various curricular documents, is presented in the following 

section. 

 

Themes from the Data 

During my research when multiple data sources presented a shared idea, I 

considered that idea to be a “theme.” That is, if two interviews and an observed class 

illustrated or exhibited the same idea or concept, I present it as a theme in this chapter. 

These themes, however, do not necessarily represent the characteristics of multicultural 

museum education that my research strives to define. Instead the themes represent 

common and potentially meaningful ideas that are affecting, driving, or serving as a 

foundation for education programming at the National Museum of Mexican Art and 

Mexic-Arte Museum. Among these themes are ideas, goals, intentions, strategies, tools, 

and values. During the time I spent at these two institutions the following themes and 

ideas recurred in my interviews, observations, and analysis of curricular documents: 

 Varying definitions of multicultural education. 

 Diverse target audiences. 

 Promoting cultural pride. 

 Promoting cross cultural understanding. 

 Developing an understanding of the nature of culture. 
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 Increasing museum access. 

 Hosting family nights. 

 Developing community relationships. 

 Developing visual literacy skills. 

 Teaching artistic skills and techniques. 

 Program evaluation. 

This remainder of this chapter describes each of these themes in greater detail. 
 
 

Varying Definitions of Multicultural Education 

The varied literature generally defines multicultural education as teaching to, for, 

and about cultures underrepresented in American education. When I asked Jorge at the 

NMMA what multicultural education meant to him, he responded that it is “education 

that exposes students to their own culture and cultures around the world to better 

understand their place in the world and society.” Moreover, when I asked him if he 

considered the education programming at the NMMA to be multicultural he answered 

that it was both multicultural and not multicultural. He believes that the NMMA 

programming is more appropriately classified as cultural education because the museum 

educators do not “often have the opportunity to explore other cultures [beyond Mexican 

and Mexican-American] unless the program’s audience is culturally diverse.” According 

to Jorge, the NMMA’s curriculum focuses on Mexican and Mexican American content 

and, therefore, if a program’s audience is of Mexican descent, the education is not 

multicultural. Jorge explains, “For example, not everyone in our after school programs 
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are Mexican or Latino, so we end up having a more multicultural experience because we 

have more representation in the program.”  

Mandy does not necessarily classify the NMMA’s programming as multicultural 

because the museum educators “see it as a given.” That is, the museum educators at the 

NMMA understand all programming to have multicultural aims and, therefore, their 

instruction does not need to be explicitly defined as multicultural. Mandy, however, 

views art education as an effective tool to promote diverse or multicultural perspectives 

and points of views. Neither educator at the NMMA categorized the museum’s 

programming as multicultural. Instead, they view programming as multicultural 

education or not multicultural based on the program’s audience.  

At MAM, Ellie defines multicultural education as education with cultural and 

historical content that is relatable to students and visitors of any cultural background; 

multicultural education should “make explicit connections” between the cultural content 

of the curriculum and the cultural background of the program’s audience. In Ellie’s 

definition of what characterizes multicultural education is cultural curriculum that is 

adjusted to relate with the demographics of the audience. Camilla, on the other hand, 

succinctly defined multicultural education as “awareness” and the prolonging of cultural 

practice. Her definition does not relate multicultural education to audience, but instead 

focuses on content. 
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Target Audience 

During my interviews I asked the museum educators who it was that constituted 

their target audience. Ellie stated that Mexic-Arte’s educational outreach programming, 

which constitutes a large percentage of the museum’s educational programming, targets 

primarily Latinos. In fact, the Community Youth Development grant, which funds the 

majority of MAM’s outreach, specifies that classes occur within Dove Springs, one 

specific Austin neighborhood with a predominantly Latino population. Additionally, the 

demographic of the outreach classes and group tours I observed appeared predominantly 

Latino, while the audience of the teacher workshop I observed was varied. Programming 

that occurs on site at MAM generally targets a more general audience as evidenced by the 

lack of Spanish translations for exhibition guides, online teacher resources, and wall 

labels. MAM does, however, offer group tours in Spanish, though I have never witnessed 

a tour given completely in Spanish during my time at MAM. I have, however, observed 

Ellie translate portions of tours, and as a tour guide at MAM I have translated words and 

sections of tours when students or teachers request it.  

Mandy believes that the NMMA is obligated to serve students of Mexican or 

Latino descent while concurrently helping all visitors. She argues, the museum is “very 

cognizant of our major responsibility [to] the children who have a Mexican background,” 

but she adds that the NMMA also strives to facilitate a greater understanding of culture to 

diverse audiences. That is, an aim of the NMMA is to help develop an understanding and 

appreciation for cultures in general to all audiences, regardless of cultural background, 



 

54 
 

using Mexican art and culture as a tool. Jorge also presents the NMMA’s target audience 

as wide and varied: 

For the museum, our target audience is the City of Chicago and the 
surrounding suburbs…the diversity that exists in the city is who we try 
to develop programming for—for those who are very knowledgeable 
and those who are beginning to learn about different cultures. 
 

Participants of programming I observed at the NMMA, however, seemed to be 

predominantly Latino. In fact, even during my short visit I observed a community 

partnership meeting, a guided tour, and an accompanying studio lesson that were offered 

completely in Spanish, because some participants in these programs did not speak 

English.   

 

Promoting Cultural Pride  

 What was universal throughout my interviews and observations was an aim for 

developing cultural pride in Latino audiences. From what I gathered through interviews, 

cultural pride is self-confidence that stems from pride in one’s family, heritage, culture, 

or background.  Mandy, Jorge, Camilla, and Ellie all stated explicitly that promoting 

cultural pride and self-confidence was a primary objective of museum education. Mandy 

at the NMMA stated that audience evaluations of programming revealed a negative self-

image in children of Mexican and Latino descent. In order to combat this statistic Mandy 

expressed, “it is very important that [Latino students] understand their own heritage in a 

positive way.” She feels strongly that celebrating Mexican and Mexican-American 
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culture through museums and exhibitions dedicated to it can validate a museum visitor’s 

pride for his/her heritage.  

 As Camilla points out Latino visitors should view the museum and the showcased 

artists as “an ideal point of reference” or role model. According to her, in our society, 

“white males” often function as role models as they are commonly in public positions of 

power. She claims that instead visitors should view the Latino artists in the museum as 

role models, thereby elevating Mexico and its people and culture to a higher, better-

regarded status. Ellie at MAM echoed the concern for building self-confidence in 

museum students of Mexican or Latino descent. She argued that programming is 

particularly successful when the students take ownership of a project and as a result 

cultivate pride in themselves and their culture. In fact, Ellie shared with me that the 

young students of Mexican descent in MAM’s outreach classes love to share their newly 

acquired knowledge about Mexican art and culture with their parents. According to Ellie 

the students and parents are often very excited to see Mexican culture in the curriculum, 

as “schools aren’t teaching about Mexican history.” 

During one of my observations of a Mexic-Arte Museum outreach class the 

educator opened the class’ first lesson with a compelling story about her father who lost 

his hearing after a kick to the head from a cow he was milking. After the educator 

finished her story she showed her students a mask she had created that visually 

incorporated components of her narrative. She then asked the students to think of a 

person they admired or found interesting and create a mask that reflected a narrative 

about that person. After this introduction the students looked consistently engaged in the 
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production process, carefully deciding what his/her mask’s features should look like. 

Moreover, the students chatted with each other about the person their mask represented 

and the associated stories. Each student’s mask was unique, and the majority of students 

remained focused on their masks for the duration of the class. After the students cleaned 

up their work the educator gathered the students in a semi-circle on the floor to look at 

and discuss photos of diverse masks within Mexic-Arte Museum’s permanent collection. 

Though the masks were unfinished during my observations, the students appeared visibly 

proud of their work and the stories and individuals their work represented.  

 

Promoting Cross-Cultural Understanding  

 Nearly as important to the interviewed museum educators as developing cultural 

pride was promoting cross-cultural understanding, which encompasses tolerance, 

acceptance, and the reduction of cultural stereotypes and biases in students of non-Latino 

descent. NMMA self-evaluation of programming demonstrated that non-Hispanic or non-

Latino children often view Mexican children stereotypically. According to Mandy the 

NMMA strives to diminish such stereotypes through their educational programming: 

We see very clearly on our end that our final aim is either to promote a 
positive cultural identity . . . [or] to promote cross-cultural 
understanding . . . [to] students who are not Mexicanos to understand 
[Mexicanos] also in a positive way.  
 

 Jorge explained that the NMMA employs examples from their collection to facilitate 

connections between Mexican culture and the students’ own culture and background, 

“help[ing] them dig for their own things to celebrate.” He explains that when teaching to 
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a diverse audience NMMA’s museum educators may introduce two artists of the same 

discipline, one of Mexican descent and the other of African American descent. This way 

program participants may draw connections between African American and Mexican 

cultures.  

 Camilla describes cross-cultural understanding as “understanding where [one] fits 

in the world” as well as the connections people can make between themselves and their 

communities and/or societies. According to Camilla the large-scale Day of the Dead 

street festivals hosted by MAM, beginning in the 1980s, facilitated a cross-cultural 

understanding—helped bridge a connection—between non-Latinos in Austin and this 

traditionally Mexican celebration. 

 Another example of museum education that aims to develop cross-cultural 

understanding is one particular section of the Mexic-Arte online activity guide focused on 

Day of the Dead, and centered on the themes of ritual and death. The guide introduces 

ritual and death as universal concepts, as all peoples have their own way of coping with 

death, and many cultures use ritual to do so. The guide explains the significance of Day 

of the Dead, but also highlights the Chinese Ghost Festival and the Hindu tradition of 

offering tarpan, or water, to the deceased. This MAM guide presents various cultures as 

sharing a commonality, in this case rituals for celebrating and mourning death. As Ellie 

states, the curriculum needs to be relatable, and “explicit connections” need to be drawn 

between various cultures in order to maximize the curriculum’s effectiveness. 
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Developing an Understanding of the Nature of Culture  

Culture doesn’t mean that there is a better way or a lesser way of doing 
things.  Except it’s just the way people do it because it makes sense to 
them and for their purposes…It’s not progress or digressing. It’s the 
nature of culture. 
 

My interview with Mandy revealed her strong convictions about the importance of 

teaching the nature of culture. She states that discussion and educational activities about 

the nature of culture can help educators, teachers, and students alike recognize personal 

biases toward specific cultures and groups of people. Mandy argued that awareness of 

personal cultural biases is equally, if not more, important than learning specific content 

about Mexican culture or any specific culture. The NMMA hosts cohorts of local 

educators, community members, and museum staff to discuss the nature of culture and 

the most effective ways to teach about culture.  

Mandy described what she stated to be a successful cohort that focused on 

culture; the participants discussed the nature and perception of culture and eventually 

began to recognize their own biases toward certain cultures. In a discussion about the 

Huichol culture one participant asked, “are these people progressing? Does this mean 

they are moving forward?” Mandy helped direct the discussion to the fact that culture is 

not necessarily linear nor does culture necessarily worsen or improve, that humans live 

their lives with different lifestyles. As Mandy explains, though some Huichol Indians use 

plastic beads now instead of more traditional materials, they are not compromising their 

culture, but rather adapting. Mandy states that, “to have that level of discussion in a 

[professional development workshop] is just as important as [the teachers] learning who 
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the Huichol are.” She explains that teachers should understand the nature of culture “so 

they can later on explain to their kids in a non-biased or less biased way…making them 

more effective teachers to teach about culture.”  

 Camilla at MAM argues that throughout history Latin American countries have 

been victims of colonization and that, “Latin America is often an afterthought that 

doesn’t fall into the rotation of great civilizations.” She states that program participants 

need to recognize their history and culture in a positive way, which would involve the 

understanding that cultures, though markedly varied, are not superior or inferior to one 

another. 

 

Increasing Museum Access 

All four interviewed educators listed increasing museum accessibility, which they 

all define as the community’s recognition and use of the museum as an educational and 

cultural resource, as a primary component of successful museum education. Mandy, 

Ellie, and Camilla indicated that much of the museum community, specifically the Latino 

community, is not accustomed to visiting art museums; in fact, these three museum 

educators explicitly pointed out that oftentimes the museum’s targeted demographic 

population views the institution as elitist and intimidating. Mandy stated that one of the 

museum’s primary goals was to demonstrate accessibility and openness to all community 

members and visitors of Latino descent, and otherwise. The museum should be perceived 

as “the community’s museum.” Furthermore, in reference to Mexic-Arte’s outreach 

programs Ellie stressed the importance of facilitating a connection between the museum’s 



 

60 
 

students and the museum, even if the students’ educational programming does not occur 

on site. These students should recognize the museum as “an open and accessible 

educational and cultural resource for them to take advantage of.” Furthermore, she argued 

that this recognition of museum accessibility was key to effective museum education. 

 In a studio art lesson for a group of Spanish-speaking adults visiting the National 

Museum of Mexican Art, I observed an educator create a seemingly accessible and 

welcoming environment for a class of students. The objective of the class was to create a 

print with Styrofoam, a stylus, and an ink roller using the technique of Jose Guadalupe 

Posada, a prolific 20th century Mexican printmaker. The educator briefly introduced 

Posada, printmaking, and La Catrina, the skeleton dressed as an aristocratic woman, as a 

symbol and a satire. The educator directing the session ultimately encouraged class 

participants to create a unique image, symbol, or text to trace in reverse and print on their 

Styrofoam. Two characteristics stood out to me as particularly accessible and 

unintimidating: the studio component of museum tours is offered in Spanish, and 

particular lessons, such as this one, do not require any previous knowledge or experience 

with the discussed artist or technique, but instead focus on encouraging creative 

expression. 

 Both MAM and the NMMA host Family Sundays during which the museum 

conducts free tours and provides art projects and other activities to their communities. 

According to museum educators these events encourage community members who may 

not be accustomed to attending museums to visit and bring their families. Family Days 

are similar to the Family Nights or “open-houses” that the NMMA and MAM regularly 
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host and which are intended to increase museum accessibility through specially inviting 

families and community members to the museum for a free, special event. 

 

Family Nights 

Jorge and Mandy at the NMMA emphasized the potential impact of museum-

hosted community events, family nights, or open houses specifically to increase museum 

accessibility. Mandy explained that for the majority of the NMMA’s outreach classes, art 

camps, and artist residencies programs, the museum hosts a corresponding family 

night/celebration where the participants are recognized for their work in the class. 

Depending on the course’s content the students exhibit their artwork, theater production, 

poetry, or dance performance. Mandy recalls hosting three or four hundred people who 

attended one of these culminating events. Mandy and Jorge feel strongly that these events 

are key components of museum education at the NMMA because families who otherwise 

may not feel comfortable visiting the art museum are able to recognize the museum as a 

community resource. Mandy recognized the importance of developing and maintaining 

strong relationships with the families in the community through open-house events:   

We try to…empower the famil[ies] to realize this museum is your 
museum. And we started noticing that when we did that, we started 
seeing…the same families [attending] regular openings.  
 
I observed an after-school ballet folklórico class as part of NMMA’s outreach 

programming during which the students told me about their class’s upcoming family 

night. As I walked toward the school cafeteria where the class was taught, the quick 

stomping of feet and Mexican folk music became louder. Upon entering the large space I 
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saw about twelve elementary aged girls, predominantly Latina, intently rehearsing a 

seemingly complicated series of dance steps on a small wooden stage. Though the girls 

wore their school uniforms they twirled in their imaginary long flowing skirts. The girls 

were seemingly engrossed in memorizing and perfecting their dance steps. I was unaware 

that I would have the chance to converse with the students, but while the girls took a 

water break some began to tell me about the family night and recital that would take 

place after the completion of the class. The girls described to me the costumes they would 

wear, their heeled shoes, their fans, and their dresses. During the break I overheard a 

conversation between a couple of fifth-grade students and the instructor about possibly 

continuing classes in middle school because the girls did not want to stop learning and 

celebrating folkloric dance at the end of the semester. The girls appeared to be proud of 

what they had accomplished in this class and eager to showcase their talent to their 

families and friends during the recital. 

 

Developing Community Relationships 

Within my first hour of observations at the NMMA, in which I observed a 

C.A.S.A. evaluation meeting, I recognized that the museum strives to maintain strong 

relationships with community members and organizations. C.A.S.A., which I described 

earlier as a partnership between the NMMA educators, local schools and teachers, and 

families, provides various programs for the Pilsen community, which is largely first, 

second, and third generation Mexican immigrants. According to the educators and 

program organizers negative self-identity and self-confidence is the root of major issues 
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in the community, such as teen pregnancy, teen suicide, elevated high-school drop out 

rates, gangs, and illiteracy. C.A.S.A. partners believe that education should, therefore, 

reach students, their teachers, and their families to combat these serious issues. Part of the 

meeting focused on what the partners envisioned for future programming. A museum 

educator from the NMMA opened the discussion, followed by the opinions of two local 

art teachers. Afterward two parents shared their ideas for the future. The three partners 

contributed equally to the meeting and evaluation, thereby appearing to function as a true 

partnership.  

Other formal partnerships of the NMMA include the Art Institute of Chicago, the 

Chicago Symphony Orchestra, the Chicago Park District, and other local organizations. 

MAM often coordinates with the Downtown Austin Alliance and hosts community 

events in the downtown neighborhood. MAM also partners with other citywide arts 

organizations to host various events, such as Austin Museum Day and I Art Congress, 

during both of which, MAM and other downtown organizations extend their hours and 

provide free activities and refreshments to the community. According to Mandy 

partnering with neighboring organizations not only increases resources with which to 

implement programming, but also validates the museum’s educational goals in the eyes 

of the community. 

 

Developing Visual Literacy Skills 

During their interviews Mandy and Camilla both discussed, either explicitly or 

inexplicitly, visual culture and the role of the museum in helping visitors to read, 



 

64 
 

understand, and interpret it. Without overtly employing the term visual culture2, Mandy 

stressed the importance of teaching visual literacy, or the ability to interpret and 

understand visual culture. She states that an advantage of visual literacy skills is that they 

do not require academic language, which is largely beneficial for very young children as 

well as individuals in the process of learning a new language. According to Mandy, 

visual literacy is, therefore, a highly applicable and universal skill, and art is the ideal 

discipline in which to teach visual literacy as well as comprehension and analysis skills, 

because of art’s open and interpretive nature. Educators at the NMMA organize various 

professional development workshops to help teachers, especially bilingual or ESL 

teachers, learn strategies for teaching visual literacy.  

Camilla brought up visual culture when I asked her about her goals for MAM’s 

programs. She feels strongly that the increasingly visual, image-laden world necessitates 

skills with which to read, understand, and interpret visual imagery. She states that from 

the museum’s education programming students should acquire a skill for visual 

interpretation and/or a “visual art lens” through which they can view everything around 

them as “visual culture surrounds us.” 

I observed a tour at the NMMA in which the guide encouraged the participants, 

Spanish-speaking mothers, to carefully look and interpret a work of art for 25 seconds 

and analyze it critically. The work was an installation of various figures recognized by 

                                                
2 Visual culture is the study of predominantly visual artifacts; that is, “images are viewed in their 

contextual richness, as part of an ongoing social discourse that involves their influence in social life” 

(Duncum, 2001, p. 107). 
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the group as small children standing in line. Some wore shoes while others were barefoot; 

some carried something in their arms while others were empty-handed. When prompted 

to interpret the work the mothers were at first hesitant, but one eventually shared her idea 

that the children were at a birthday party, claiming that her familiarity with children’s 

birthday parties prompted her interpretation. Another participant considered the children 

to be representative of different countries in the world. Another suggested that the 

children were on a pilgrimage. More mothers began sharing their ideas, with responses 

representing a wide variety of analyses and interpretations of what they saw. 

MAM’s Screen It! program for teens introduces printmaking as an art form that 

can potentially express a statement or opinion and likewise be read as a text. During the 

first of eight lessons educators introduce the history of printmaking as well as 

contemporary printmakers and facilitate a discussion about the option to mass produce 

prints in contrast to other mediums, which cannot be reproduced so quickly. Educators 

and program participants discuss the advantages of conveying a message through images 

that can be easily reproduced. Additionally the Screen It! program is intended to help 

students recognize and interpret meaning in prints. Discussion questions from the second 

and third lesson include, “What message do you think the artist is trying to convey? Do 

you think the artist was successful [in conveying the message]?  Why or why not?” 

(Screen It!, 2011) Moreover, educators strive to teach students in the Screen It! program 

about the potential relationship between images and text when they are visually 

juxtaposed as images and words are often presented together in visual culture. Discussion 

questions include: How does the text affect the imagery, color, and location? According 
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to the printed curriculum and teacher preparation materials, Screen It! encourages 

students to look carefully at examples of visual culture and printmaking, and derive 

meaning from what they see. 

 

Artistic Skill/Technique 

Despite the numerous goals and objectives described by Ellie, Camilla, Jorge, and 

Mandy the classes I observed at both the NMMA and MAM revealed that developing 

artistic skill is an important goal of these educators. Screen It! at MAM, for example, is 

intended to introduce printmaking as a tool for communication and implementing social 

change through learning various printmaking techniques. In the last lesson educators 

teach students how to continue printmaking at home once the class is completed. 

Similarly, MAM’s outreach classes focused on the development of skills needed to create 

paper mache masks. At the NMMA the after-school outreach class on photography 

focused on basic photographic techniques and the design of the students’ photo albums.  

I asked Jorge to describe a particularly effective educational program at the 

NMMA, and he described an artist residency program with ninth graders in the various 

Chicago suburbs. Over the two-week period the twenty to thirty participants create a 

mural with the artist who also serves as the instructor. The artist instructor introduces the 

project by highlighting two mural artists, but focuses the rest of the program on process 

instruction—the design process, wall preparation, painting techniques, etc. Jorge states 

that what is most impactful is instilling in the participants the ability to recreate a project. 

He recalls a number of students organizing and instigating their own mural projects in 
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their schools and communities after completing the artist residency program. According 

to Jorge, the participants complete the program feeling enabled to create something 

meaningful and worthwhile, and ideally, they will feel confident enough to seek 

leadership opportunities. Camilla reiterated the importance of teaching skills and 

techniques by stating that one of her primary goals as an art museum educator was 

“cultural enrichment,” which she defined as a balance of acquiring artistic skill and 

developing an awareness of the cultural, historical, societal, and artistic meaning behind 

works of art and culture. 

Yollocalli Arts Reach, an off site initiative of the NMMA discussed earlier, offers 

teenagers a variety of art classes and is based on a model of  “creating a space for youth 

to partner with practicing artists; access the tools necessary to realize their own vision; 

and build skills as emerging artists” (Yollocalli, 2011). While classes focus on the 

development of specific artistic skills, courses are also intended to develop “conceptual 

thinking skills from professional teaching artists” (Yollocalli, 2011, para. 1).  

As I toured the large, off-site Yollocalli facility, I noticed that the building’s walls 

were covered with murals designed and painted by the students. The well-executed 

designs included recognizable pop stars and political figures. The Declaration of 

Immigration mural on the building’s exterior wall reads: 

We are a nation of immigrants 

No inhumane treatment, deportation, family separation, detention 

No wall 

No human being is illegal 
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National Security is used to foster interethnic tension. 

Other current projects I observed looked innovative and diverse in style, such as fashion 

designs of recycled materials and spray-painted works on cardboard. The variety of 

design choices the students were making in their works suggested to me that Yollocalli 

Arts Reach focuses on developing technical skills while also allowing the teenagers the 

flexibility to make their own choices and create art that is particularly meaningful to 

them.  

Additionally, Yollocalli Arts Reach provides free college counseling to teenagers 

preparing their college applications. One staff member’s primary responsibility is a career 

and college advisor. Beyond teaching technical art skills, which comprises a large portion 

of Yollocalli curriculum, educators seemingly intend to teach life skills, as well. 

 
Program Evaluation 

Mandy and Jorge explicitly mentioned the value of responsiveness to the needs, 

wants, and interests of the students and community. However, educators at the NMMA 

recognized that in order for a museum to be truly responsive to its community’s needs the 

museum must know and understand what those needs are. Mandy’s interview revealed 

the NMMA’s emphasis on program evaluation: 

All of [the NMMA’s programs] have a big evaluation component…we 
really take [evaluation] seriously; we are going to be out there in the 
classrooms, trying to see [is the program] useful to the teachers? Is the 
focus of our [professional development workshops] useful to them? Is 
[programming] translating to increase academic achievement? Is it 
translating to increase use of critical thinking skills and such?  
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Jorge reiterated the importance the NMMA places on evaluation and response to students 

needs by claiming that the primary component that makes museum education most 

successful is the employment of research or evaluation in order to directly cater to the 

needs of the museum audience. While I visited the NMMA Mandy met with an 

individual from DePaul Center for Urban Education, which strives to improve Chicago 

Public Schools’ programs, with whom the NMMA “have a really good working 

relationship.” They discussed various observation and evaluation tools to employ in the 

development of an early childhood education program. Mandy’s questions above 

illustrate some of the content that the NMMA seeks in their program evaluation. 

According to Mandy, evaluation can illuminate the components of programming that are 

effective and ineffective and direct museum educators to adjust programming for 

maximum impact. 

 Mandy provided me with a good example of the potential effects of program 

evaluation. In a professional development cohort modeled on learning about culture, 

NMMA educators realized through program evaluation that the participating teachers did 

not know about and were not learning the major concepts behind Day of the Dead. As 

Mandy points out even the teachers of Mexican descent were unfamiliar with the terms 

and themes related to Day of the Dead. The educators then tweaked the curriculum in 

order to better support the needs of the teacher. As Mandy states, “the content needs to be 

there, and [the teacher] needs to be comfortable with it in order to teach.” Mandy also 

mentioned that theory is as important as strategy. Educators in the cohort’s second year 
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quickly grasped the concepts of Dìa de los Muertos due to changes made by educators 

after evaluation.  

   

Overview 

 The following themes and ideas emerged from my site visits and data-gathering: 

(a) varying definitions of multicultural education, (b) diverse target audiences, (c) 

developing cultural pride, (d) promoting cross cultural understanding, (e) developing an 

understanding of the nature of culture, (f) increasing museum access, (g) family nights, 

(h) developing community relationships, (i) developing visual literacy skills, (j) artistic 

skills and techniques, and (k) program evaluation. How these themes relate to the 

literature and to my research questions that seek to determine characteristics of 

multicultural education is considered and discussed in Chapter V.  
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Chapter V: Conclusions  

This study explored the educational programming at the National Museum of 

Mexican Art in Chicago, Illinois, and Mexic-Arte Museum in Austin, Texas. For this 

research I interviewed two museum educators at each institution regarding their ideas 

about multicultural education and their goals and objectives for programming. 

Additionally, I observed various programs and analyzed curricular documents. As 

elaborated in Chapter I, I intended to determine characteristics of effective multicultural 

education specifically within Mexican-American art museums. I developed these 

characteristics after reflecting on the data presented in Chapter IV, which I organized as 

themes comprised of a combination of ideas, goals, intentions, strategies, tools, and 

values. I synthesized and reorganized these themes to answer my central research 

question and develop characteristics of effective multicultural education within the 

NMMA and MAM. The characteristics, which I present in this chapter, can be organized 

in the following way: (a) four overarching characteristics of effective multicultural 

education, (b) six goals and objectives prevalent and characteristic of effective 

programming, and (c) five strategies to realize those objectives. I elaborate on these 

characteristics of effective programming in the latter part of the chapter. First, however, I 

explore an inconsistency in the language employed by museum educators and scholars of 

multicultural education.  
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Disconnect Regarding the Term Multicultural Education 

  As I delved into the data gathering process I noticed a curious misalignment. Prior 

to gathering data, my experience with and knowledge of current literature contributed to 

my conception of the most common form of multicultural education as cultural content 

and themes integrated into general curricula with the overall purpose of promoting 

equality (Banks & Banks, 2001; Sleeter & Grant, 1999). I assumed that most current 

educators would align with the first four dimensions of multicultural education as 

explained by Banks and Banks (2001) and defined in Chapter II as content integration, 

knowledge construction, prejudice reduction, and equity pedagogy. I began gathering 

data with specific expectations of how museum educators at the NMMA and MAM 

would define multicultural education. 

  During my interviews, however, I asked each educator to define multicultural 

education and to consider whether the programming at their museum could be 

categorized as multicultural education. I was genuinely surprised at their responses. 

Educators at MAM did not spend much time discussing multicultural education. Each 

educator at the NMMA defined multicultural education differently. Jorge defined 

education regarding a culture that is unfamiliar to the audience as multicultural. 

According to what Jorge stated in his interview, because the content of the programming 

at the NMMA is generally related to Latino culture, the programming is only 

multicultural if the program’s participants are not Latinos. Therefore, because a 

substantial number of program participants are Latinos, the education at the NMMA is 

not considered multicultural, according to this definition. The idea that audience 
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demographic determines whether or not education is multicultural was new to me. 

Moreover, Mandy responded that educators at the NMMA do not generally label their 

programming as multicultural education because they “see it as a given.” Therefore, 

Mandy understands the NMMA programming to be multicultural, though she does not 

label it as such. 

  The educators I interviewed focused little attention on the semantic concept of 

multicultural education, and the educators at the NMMA, in general, did not categorize 

their programming as multicultural. The programs and curricular documents I observed at 

the NMMA, however, would be defined as multicultural education according to the 

definitions and understanding of multicultural education in the literature (Ballengee-

Morris, et al., 2010; Banks & Banks, 2001; Sleeter & Grant, 1999). As explained in 

Chapter IV, programming at the NMMA, such as the C.A.S.A. program, reflects the 

single-group studies approach as presented by Sleeter and Grant (1999), which aims to 

empower a specific, marginalized group. Other programs align with the multicultural and 

social reconstructionist approaches, which is also outlined by Sleeter and Grant (1999). 

According to the literature, programming at the NMMA is not only categorized as 

multicultural education, but serves as an ideal model of it. Why then do the educators at 

the NMMA not refer to their programming as multicultural? The data I gathered for this 

case study does not provide an adequate explanation. This misalignment in vocabulary 

that was revealed to me during my research is a definite puzzlement, and the reasons why 

educators at the NMMA do not explicitly refer to their programming as multicultural 

could be pursued in future studies.  
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Characteristics of Effective Multicultural Art Education in Mexican and Mexican-

American Museums 

 According to museum educators at the NMMA and MAM what is most important 

is that programming impact participants on an educational, personal, or societal level. 

From conversations, I gathered that the educators at MAM and the NMMA align in many 

ways with Sleeter and Grant’s (1999) suggestion that multicultural education should 

critique current social institutions and teach critical thinking skills, eliminate oppression 

of groups of people over another, and facilitate social action. Taking this into 

consideration, I synthesized and developed the themes that emerged from the data into 

the following four overarching characteristics of effective museum education at these 

institutions; that is, according to my research effective museum education at museums 

dedicated to Mexican and Mexican-Americans should  

 Focus deliberately on the Latino community; 

 Incorporate cultural themes into the curriculum; 

 Increase museum accessibility; and 

 Be relatable to the lives and experiences of the participants. 

Six goals and objectives of museum educators and five tools to realize those 

objectives additionally emerged from the data themes. In fact, some of the goals, 

objectives and tools explicitly reflect data themes presented in Chapter IV. Overall, I 

identified that these goals, objectives, and tools are also characteristic of effective 

multicultural education. The remainder of this chapter first explores the four overarching 
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characteristics above, and second, I present objectives characteristic of multicultural 

education and tools to achieve them. 

 

Overarching Characteristics 

No. 1: Deliberate focus on the Latino community. 

From what I gathered from various educators at the NMMA and MAM, museum 

education programs should be developed with the distinct intention of educating and/or 

bettering the quality of life of Latinos in the museum’s community. While museum 

educators recognized that the target audiences of their institution’s educational 

programming were Latinos, the data revealed to me that educators also focused on the 

social betterment of the Latino community. This dedication to Latinos in the community 

aligns with Sleeter and Grant’s (1999) single-group studies approach to multicultural 

education, which aims to improve social equality for one particular group or 

demographic. A focus on the community also aligns with Crooke’s (2007) argument that 

museum programming should aim to include, instead of exclude, community members. 

As evidenced by the data presented in Chapter IV, museum educators place 

significant, if not primary, importance on promoting cultural pride and increasing self-

confidence through art education. Specifically, museum programming should strive to 

increase self-confidence and cultural pride in its Latino visitors and program participants. 

In fact, this goal was likely the most represented theme throughout my research. 

Directly impacting the lives of the museum’s program participants through 

building self-confidence was essential to all museum educators that were interviewed. 
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While each of the four museum educators named promoting cultural pride as a primary 

goal of their programming, I identified developing general self-confidence is an 

additional aim of these museum educators. Moreover, much of the observed 

programming at both museums focused on angling the participants’ own cultural heritage 

in a positive and engaging way. For example, the mask making project for a MAM 

outreach program and the ballet folklórico class at the NMMA served to excite and 

engage the predominantly Latino participants about and with traditional Latino art and 

culture. 

From my interviews and analysis of program objectives I found that effective 

museum programming focuses on the Latino community around the museum, recognizes 

their needs, and responds to those needs through specifically created programming. 

 

No. 2: Incorporation of cultural themes. 

 Another characteristic of effective programming that emerged from the data was 

the incorporation of cultural themes into the museum curriculum. That is, Mexican and 

Mexican-American art museums should use their exhibitions and collections as tools 

through which to teach about the Mexican, Mexican-American, and other cultures. That 

is not to say that programming should limit itself to discussions about culture in general, 

but rather include more general themes and ideas into some curricula. 

  For example, promoting cross-cultural understanding was a prevalent goal of 

museum educators in my research, specifically for students of non-Latino descent. This 

goal is elaborated in more detail as an objective later in this chapter. 



 

77 
 

  An understanding of culture, in general, emerged as another goal of educators. 

Critical examination of the knowledge construction process is defined by Banks and 

Banks (2001) as the understanding that implicit cultural assumptions and biases affect the 

way knowledge is constructed, was an important component of museum education for the 

interviewees. With objectives such as the reduction of bias, education about the nature of 

culture and the knowledge construction process can help educators, teachers, and students 

alike understand cultural stigmas and stereotypes, which often leads to an awareness of 

personal biases toward specific cultures and groups of people.  

 According to my findings, effective programming at Mexican-American art 

museums should promote tolerance and acceptance of various cultures, reduce 

stereotypes, and facilitate recognition of personal prejudices among other cultural themes. 

 

No. 3: Increases accessibility. 

  Museum educators at both institutions stressed the importance of increasing 

museum accessibility. They aim for the public to acknowledge the museum as an 

available, educational resource of which community members are encouraged to take 

advantage. Increasing accessibility emerged as a data theme presented in Chapter IV. The 

value that educators placed on increasing accessibility, however, suggested that this 

theme also serves as an overarching characteristic of effective education. Aiming to 

increase museum accessibility reflects Ballengee-Morris, Daniel, and Stuhr’s (2010) 

suggestion that an effective multicultural art education context should be a welcoming 
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and accepting environment in which to learn. From what I gathered, museum 

accessibility can be achieved in several ways.  

The most common tool of increasing accessibility, especially at the NMMA, is 

educational programming that includes or takes the form of events held at the museum 

that invite the community into the institution, such as open houses or special exhibitions. 

Such events help to spread awareness that the museum is an open resource to all 

community members. Hosting these events helps the community recognize that the 

museum is not intimidating, but is instead inviting and welcoming of new visitors. 

Partnerships with community organizations, both formal and informal, additionally help 

to market the museum as an available resource for diverse audiences, and thereby 

increase museum accessibility in this manner. For example, various formal partnerships 

with schools and organizations of the NMMA’s not only validate the museum’s 

educational goals in the eyes of the community, but also help museum educators 

advertise for the museum as a resource. Along with acknowledging the value of creating 

a welcoming environment, Ballengee-Morris, et al. (2010) suggest that multicultural art 

education include participatory and experiential involvement, such as these celebratory 

events. 

 Though museum educators at neither institution explicitly related the museums’ 

physical accessibility with the accessibility of knowledge, my research demonstrates that 

the educators I interviewed strive to increase the community’s access not only to the 

museums’ buildings, but also to the cultural knowledge they present. Educators at 

museums dedicated to Mexican and Mexican-American art can function as “mediators” 
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between the art and culture they exhibit and the community at large (Gordon, 1998 as 

cited in Loukaitous-Sideris & Grodach, 2004). Providing teachers and other individuals 

in the community access to the museums’ knowledge and resources for teaching to, for, 

and about Latinos is a way to reduce discomfort and unfamiliarity with Mexican and 

Mexican-American culture, and possibly increases the amount of cultural education that 

occurs in schools and other educational settings. Accessibility, therefore, refers to the 

welcoming and inviting nature of the physical museum as well as the availability of the 

nonphysical museum, which is its knowledge and understanding of Mexican-American 

culture. 

 

No. 4: Relatable curriculum and programming. 

Relatable curriculum emerged as a prevalent theme of educators at these two 

museums. They define relatable curriculum as curriculum that can be adjusted, such that 

students of any cultural background can relate to it. In a variety of observations I noticed 

that curriculum based on personal investigation of one’s own background and heritage 

proved to be the most impactful. The students’ engagement appeared higher when the 

curriculum involved sharing or expressing something about themselves, their families, or 

their culture than curriculum that only presents new, unfamiliar content. Ellie at MAM 

shared an anecdote with me about an outreach class in which the educator found 

difficulty in cultivating student interest in Oaxacan masks for a predominantly African-

American student demographic. The students remained outwardly unengaged and even 

apathetic about creating masks in the traditional Oaxacan style until the educator decided 
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to alter the curriculum. In response she encouraged the students to create masks that 

reflect their own lives. Almost immediately the students’ engagement increased as they 

employed imagery from popular culture, such as Michael Jackson and other celebrities.   

 Personal relevance in museum curriculum is not only an impactful tool to increase 

participant interest and engagement, but also helps facilitate the numerous and varied 

goals of museum educators. As Ellie at MAM states, “students will not take anything 

away from a project that they do not relate to.” For example, promoting self-confidence 

will be easier for the educator if the students are personally invested in the course or 

curriculum. At the same time, it is more likely that students will retain artistic skills they 

learned from a project with which they felt a personal relation or connection. 

Additionally, participants will be more open to recognizing their own biases if they are 

personally engaged in the program. Educational resources, such as lesson plans and 

activity guides based on personal investigation will be more applicable in a variety of 

classrooms, the home, and/or other educational settings and will facilitate the museum’s 

objective of distributing meaningful cultural educational resources. 

 Relatable curriculum, which focuses on the relevance of the program to the lives 

and experiences of the participants, recurred the most frequently in the data, and may be 

the most important characteristic of effective multicultural art museum education that I 

discovered. The approach to multicultural education that Sleeter and Grant (1999) align 

with, education that is multicultural and social reconstructionist, incorporates current 

social issues, such as racism and sexism, into the curriculum as well as the specific 

experiences of the students. Programming that helps make museum education related to 



 

81 
 

students is more effective in general, regardless of the intended goal or objective of the 

programming. Participants will retain and apply more information and ideas from a 

program they understand on a personal level.  

 

Goals, Objectives, and Strategies Characteristic of Effective Multicultural 

Programming 

Along with developing overarching characteristics of effective multicultural 

education I was able to organize my findings into prevalent goals and objectives of 

museum educators at the NMMA and MAM, and the strategies employed to achieve 

them. Six goals and objectives emerged: (a) promoting a positive self-identity in Latino 

participants, (b) developing cross-cultural understanding, (c) facilitating a recognition of 

cultural biases, (d) providing the community with educational and cultural resources, (e) 

teaching artistic skills and techniques related to Mexican, Mexican-American, and Latino 

cultures, and (f) cultivating the skill to read visuals as text. The tools and strategies to 

achieve these goals that emerged in the data include the following: (a) holistic 

programming, (b) hosting culminating events, (c) focus on process over product, (d) 

responsiveness to the community’s needs, and (e) program evaluation. These goals, 

objectives, and tools, which are closely related to and possibly reflect components of the 

overarching characteristics, are elaborated in the following two sections. 
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Characteristic Goals and Objectives of Multicultural Programming 

No. 1: Promote a positive self-identity to Latino program participants. 

 Promoting a positive self-identity to participants of Latino descent emerged as 

one of the two most prevalent objectives of museum educators at the NMMA and MAM. 

That is, all four interviewed educators explicitly stated this as an objective of 

programming. The educators at these institutions develop programming with the intention 

of presenting Mexican, Mexican-American, or Latino culture in such a way that is both 

celebratory and engaging in order to validate and/or encourage Latino program 

participants to be prideful of their heritage. As mentioned in Chapter IV, Mandy at the 

NMMA stated that programming is particularly successful when participants take 

ownership of a project and as a result cultivate pride in themselves and their culture, 

thereby facilitating the development of a positive self-identity.  

 

No. 2: Promote cross-cultural understanding in non-Latino program participants. 

  Promoting cross-cultural understanding appeared in the data as prevalently as 

promoting a positive self-identity. All four interviewed educators explicitly stated that 

promoting cross-cultural understanding was a primary objective for museum education, 

especially in non-Latino participants. As I defined in Chapter IV, cross-cultural 

understanding encompasses tolerance, acceptance, and the reduction of cultural 

stereotypes among non-Latinos. Also discussed in Chapter IV was the educators’ stated 

belief that in their experiences non-Latinos often perceive Latino culture stereotypically. 

Educators at the NMMA and MAM attempt to combat this through their programming. 
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All interviewed museum educators and many of the programs I observed incorporated 

cross-cultural similarities threaded between diverse and varied cultures in order to 

facilitate cross-cultural understanding.  

 

No. 3: Facilitate recognition of personal biases. 

  Cross-cultural understanding can potentially include the recognition and reduction 

of personal biases, which I identified as the third goal. Mandy at the NMMA claimed that 

recognizing personal biases toward particular groups of people was equally, if not more, 

important than learning specific content about Latino culture. Adejumo (2002) echoes 

this sentiment, by arguing that the reduction of bias and prejudice is at the crux of 

multicultural education. 

 

No. 4: Develop educational resources for the community. 

  I identified the creation and dispersal of educational and cultural resources to the 

community as a prevalent objective of museum educators. Providing educational 

resources for the community is related to the more general aim of educators to increase 

understanding and appreciation of Latino culture, which is included in both the NMMA 

and MAM’s mission statement in some capacity. Educational resources include lesson 

plans, gallery and activity guides, and professional development and teacher workshops 

related to Latino art and culture. These resources often align with current museum 

exhibitions. Moreover, developing and distributing resources in and around the 
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community can potentially make the goals of these museums’ educational programs more 

achievable as an increased number of educators and community members will be aware 

of and even working toward them. 

 

No. 5: Teach lasting artistic skills related to Mexican and Mexican-American 

culture. 

Teaching traditional Mexican or Latino artistic techniques emerged as a fifth 

objective of effective multicultural education. A way educators at these museums help 

their students develop self-confidence is providing them with an artistic skill set that they 

can apply in future artistic and other types of endeavors. As mentioned in Chapter IV, 

according to Jorge at the NMMA programs focused on developing artistic skills and 

techniques are most impactful when the participants are able to recreate a project, such as 

mural painting. For example, participants of a successful museum program may serve in 

a leadership role in their schools and community to organize a mural painting. Moreover, 

acquiring a specific artistic skill set is an important component of “cultural enrichment,” 

which Camilla at MAM stated as her primary goal for education. She defines cultural 

enrichment as a balance of acquiring artistic skill and developing an awareness of the 

cultural, historical, societal, and artistic meaning behind works of art and culture.  

 

No. 6: Develop the ability to read visuals as text. 

 Lastly, museum educators recognize the importance of developing visual literacy 

skills, or the ability to read and/or understand visuals and images. One educator at each 
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museum was concerned with reading and interpreting the increasingly expanding visual 

world around us. Mandy at the NMMA stated that because of its open and interpretive 

nature art is the ideal discipline in which to develop analysis and comprehension skills. 

Additionally, art can be used as a tool to develop visual literacy skills without the 

requirement of academic language, which is beneficial for young children as well as 

individuals in the process of learning a new language. 

 

Tools and Strategies Characteristic of Effective Multicultural Programming 

 The following tools and strategies of effective multicultural education emerged 

alongside the previously explored goals and objectives. In some cases the tools and 

strategies overlap and/or reflect the ideas that were discussed in regard to the four 

overarching characteristics.   

 

No. 1: Holistic programming. 

 Mandy at the NMMA shared a particularly valuable metaphor with me; she 

referred to the museum’s target audience as a three-legged stool, comprised of teachers, 

students, and families. She stressed the importance of a holistic approach to 

programming, which she defines as the interconnectedness of programming created for 

these three audiences. According to Mandy, the NMMA strives to work interrelatedly 

with all three of these audiences. Museum-organized professional development 

workshops and classroom resources help the community’s teachers work meaningful 

cultural curriculum and objectives into the students’ learning experiences at school. The 
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museum can also organize workshops to help families cultivate cultural pride and 

develop cultural connections at home. Museum programming for students further 

facilitates the realization of the museum’s educational objectives. Holistic programming, 

or programming for various audiences with the same objectives, can render overall 

museum goals more realizable. 

 

No. 2: Hosting culminating events. 

 Both educators at the NMMA emphasized the potential impact of what they refer 

to as culminating events. For nearly every museum program at the NMMA, the museum 

specially invites the families of program participants to an exhibition of the work the 

participants created during the program, which is referred to by NMMA educators as a 

culminating event. Educators place importance on these open-house celebrations because 

families who otherwise may not feel comfortable visiting the art museum are able to 

recognize and perceive the museum as an inviting place and a community resource.  

Culminating events can facilitate an increase in museum accessibility as well as help 

promote pride and a positive self-identity to museum program participants. 

 

No. 3: Focus on process over product. 

 A focus on process over final product emerged as another prominent tool at the 

NMMA and MAM. Though many of the observed programs focused on developing 

artistic skill sets, my interviews revealed that the value was not related to the quality of 

the final product or performance, but to the process and journey of the students. As Jorge 
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at the NMMA stated, programming is “process oriented…we are constantly looking for 

ways to serve the students.” Though the previously discussed culminating events are a 

highly-regarded component of programming, the value is not related to the actual artwork 

or final product. Instead, the museum educators value the two-step process of the 

program and the event recognizing that celebrating a completed task can help cultivate 

pride and self-confidence in participants as well as increase accessibility to the museum. 

 

No. 4 and No. 5: Responsiveness to the needs of the community and program 

evalutation. 

 The fourth and fifth tools that emerged are related. Responsiveness to community 

needs became an apparent tool of educators to help realize many of the goals and 

objectives of museum programming. In fact, three of the four interviewed educators 

explicitly mentioned the importance of responsiveness to the needs, wants, and interests 

of the students and community. Educators at the NMMA recognize that in order for a 

museum to be truly responsive to its community’s needs the museum must know and 

understand what those needs are. The educators research these needs through evaluation 

of programming. In fact, Jorge at the NMMA stated that the primary component of 

successful museum education is the employment of research or evaluation in order to 

directly cater to the needs of the museum audience. Program evaluation can illuminate 

the components that are effective and ineffective and can direct museum educators to 

adjust programming for maximum impact. 
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Institutional Discrepancies  

From the onset I did not intend for this research to be a comparative case study. 

As stated in Chapter I, the intent of this research is to characterize effective multicultural 

art museum education; therefore, during the data gathering process I specifically sought 

out components of each museum’s education programming that seemed effective. That is, 

I looked for the positive components as opposed to those that are negative. As I reflect on 

my research I strove to find the most positive and meaningful components of educational 

programming at MAM in particular, as I currently serve as the museum’s Graduate 

Research Assistant and would like the museum to be successful in its educational 

endeavors. As I gathered data from both institutions, however, I noticed as a researcher 

the prevalence of the data from the NMMA. I then retrospectively attempted to 

understand the discrepancies through proposing that the museums’ distinct histories, in 

combination with the educational/professional background of their staff, affect their 

current programming.  

Many educators at the NMMA had backgrounds in art education. In fact, Jorge at 

the NMMA discussed the deliberate focus of educators at the NMMA on national trends 

in art education and their participation in national conferences. Additionally, Mandy 

explained that one component of the NMMA’s effective museum education “is our own 

staff training…for us to be very well informed…about the exhibits, about the topics, to 

make sure we stay relevant.” The number of educators on staff at the NMMA exceeds 

ten, and the role of each is specific and focused. On the other hand, the educators I 

interviewed at MAM had art history or other backgrounds. Moreover, MAM’s two 
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primary educators serve in various other roles throughout the museum. For example, one 

also focuses her time on grants the museum receives and other general aspects of 

museum finances. The other educator also serves as the manager and curator of 

exhibitions.  

The distinct histories of each institution may have also influenced each museum’s 

current programming. While three studio artists founded MAM the NMMA was created 

by a group of educators. The museum was created in the 1980s by teachers with the 

intention of providing the growing Latino population in the public schools with a cultural 

and educational resource.  

 

Recommendation for Future Studies 

 Researchers exploring effective multicultural education could design future case 

studies that explore the programming of museums dedicated to cultural groups other than 

Latinos. Such research could compare the characteristics of effective multicultural 

education within various museums and determine if there exists an identifiable set of 

characteristics of effective multicultural art museum education across all museums 

dedicated to a particular culture or group of people. Future studies could also explore 

multicultural programming that occurs within more general or encyclopedic museums. 

 As with all case studies, this investigation could be further validated through 

future studies exploring the same subject matter in a similar or different Mexican or 

Mexican-American art museum. Researchers could also explore effective multicultural 

programming in museums dedicated to Mexican-Americans from the perspective of the 
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participants and visitors, focusing on their responses and ideas, what they are learning 

through current programming, and what they would like to achieve from museum 

programming.  

 As previously mentioned, research could also be conducted on the varied 

definitions and usages of the term multicultural education. Researchers could seek to 

determine the reasons for and implications of the disconnect between multicultural 

education as defined in the literature and the employment of the term by museum 

educators. 

 

Significance to the Field 

By exploring and defining characteristics of effective multicultural art education 

this research functions as a potentially valuable resource to art and museum educators 

who want to develop meaningful multicultural art curriculum. Congdon et al., (1999) 

recognize that art educators often teach artistic expressions of cultures unfamiliar to them 

with unease, uncertain of the appropriate or accurate interpretations of those artistic 

expressions. Therefore, though some educators feel uncomfortable teaching about such 

artistic expressions, they attempt to teach students to respectfully appreciate and even 

participate in cultural practices unfamiliar to them.  Research regarding what museum 

educators in Mexican and Mexican-American art museums envision as effective 

programming may increase comfort levels of educators who teach about diverse art and 

various cultures. Additionally, this research may help direct art and museum educators in 
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the creation and execution of valuable programming regarding Latinos and possibly other 

cultural minorities.   

Moreover, as explicated in Chapter II, current literature on multicultural art 

education is considerably varied and lacks specific instruction or strategies. This research 

will contribute to a new and growing body of research regarding the role and impact of 

museums dedicated to a particular culture or ethnicity (Loukaitous-Sideris & Grodach, 

2004), as well as contribute to the existing body of literature on multicultural art 

education and its diverse approaches.  

 

Overall Conclusions   

The findings and conclusions I present in this research are not intended to be 

generalized across all other museums beyond the NMMA and MAM. Instead, I intended 

for my research to function as a potential resource for other art and museum educators to 

use in the creation and development of their own meaningful programming related to 

Latino art and culture. Moreover, I do not intend to present my conclusions as the only 

characteristics of effective multicultural education. I am presenting only what I found 

from limited observations at the NMMA and MAM as some, but not necessarily all, 

components of good multicultural art museum education.  

Specifically, the findings from this study suggest that effective museum education 

at these two specific multicultural art museums can be characterized by a concerted focus 

on the Latino community surrounding the museum, increasing museum accessibility on 

multiple levels, incorporating worldly or universally applicable themes, and 
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programming that relates to the lives and experiences of the participants. From the 

findings I was also able to develop six objectives and five tools or strategies that are 

characteristics of effective multicultural museum education. From research conducted 

during this study I conclude that art museum education created and developed with some 

or all of these characteristics, objectives, and tools will have the most positive impact on 

program participants and possibly society as a whole.  

What was not explicitly stated in the missions of the NMMA and MAM, but I 

noticed in my interviews and observations was a focus on socially conscious curriculum 

and aims, specifically improving the museums’ Latino communities through art museum 

education. Ultimately, what is a key goal for educators at the National Museum of 

Mexican Art and Mexic-Arte Museum is to create programming that works to advance 

cultural awareness and societal growth and development of the community and its 

individuals. Reflecting on my research, I am confident arguing that multicultural 

education that exhibits some or all of the characteristics I present in this chapter has the 

potential to impact the lives of program participants in positive and meaningful ways. 

Including cultural content into curricula should not be a primary objective of art 

educators interested in incorporating a multicultural curriculum. Instead, art and museum 

educators should strive to make a real and lasting difference in their communities, 

whether that difference refers to an increase in self-confidence in the minorities served, 

the reduction of racial and cultural stereotypes, or a greater understanding of society’s 

perception and treatment of culture.  
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Appendix B 

Museum Educator Interview Questions 

Background questions: 

1. What is your role in the development of the museum’s educational 

programming? 

2. Are you involved in specific program(s) more than other programs? If so, 

which one(s)? 

 Interview Questions: 

3. How do you define multicultural education? Would you classify the 

educational programming at this museum multicultural? 

4. What are your goals and objectives for the museum’s educational 

programming?  

4a. (If the educator is more involved with a specific program) What are 

your specific goals and objectives for this specific program? 

 5. Why are these goals and objectives important to you? What core values inform 

your goals and objectives? 

 6. Who is the museum’s target audience for educational programming?  

 7. In what ways is programming at this museum successful/effective/meaningful? 

8. How do you define effective/meaningful museum educational programming at 

a museum dedicated to Latino art?  

9. What do you consider to be the major components of effective multicultural 

education within museums dedicated to Latin American art? 
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10. Please describe a specific example in which you found the educational 

programming at this museum to be particularly effective. 
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Appendix C 

The National Museum of Mexican Art’s website states its educational mission as 

the following: 

   The National Museum of Mexican Art’s Education Department 

offers a great variety of quality and meaningful programs that utilize art 

and exhibitions to expand and increase the appreciation and understanding 

of Mexican art, history and culture. It develops cultural, bilingual, and 

arts-based programs and resources for students, teachers, children, 

families, youth, adults and the community. 

 Since the Museum's inception by a group of educators in 1987, the 

Education Department has maintained a strong commitment to education 

by developing and implementing arts education programs for youth, 

families, adults, students, and teachers. Today, education continues to be 

an integral part of the Museum's mission and is central to the mission of 

stimulating, preserving, and exemplifying the beauty and richness of 

Mexican art and culture (National Museum of Mexican Art, n.d., para. 

1,2). 

 

The National Museum of Mexican Art’s website states its educational mission as 

the following: 

The National Museum of Mexican Art’s Education Department 

intends to continue to provide easy access, high quality visits and 

experiences, superb educational materials and guidance to the youth and 

adults of Chicago and beyond. 
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By continuing to offer outstanding programs and innovative 

educational resources, the Education Department is distinguishing itself as 

a leader in Museum Education in the city of Chicago and the nation. With 

the goal of fulfilling our mission, our professional staff, supporters, 

partners and collaborators, will work together to continue, improve and 

enhance classroom and other museum educational resources for students, 

educators and parents, and build stronger and meaningful relationships 

with educators and members of our community. Through our arts 

education programs, the Education Department will also continue to 

promote the importance of the arts in education and society (National 

Museum of Mexican Art, n.d., para. 3,4). 

 

The educational mission is stated on Mexic-Arte Museum’s website as the 

following: 

The mission of Mexic-Arte Museum's education programs is to 

enrich the community’s knowledge about contemporary and traditional 

Mexican, Latino, and Latin American art and culture. The Education 

Department's aims to create and produce education programs and 

materials to support and enhance each exhibition. These programs are 

designed to mirror and strengthen the exhibitions, providing knowledge 

and skills for both youth and adults.   

The Education Department also has the goal of upgrading the 

quality and content of its educational materials to meet the State of Texas 

standards known as the TEKS – Texas Essential Knowledge and Skills 

(Mexic-Arte Museum, n.d., para. 1). 
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IRB# 2010090115  
Appendix D 

 
Informed Consent to Participate in Research 

The University of Texas at Austin 
 
You are being asked to participate in a research study.  This form provides you with 
information about the study. The Principal Investigator (the person in charge of this 
research) or his/her representative will provide you with a copy of this form to keep for 
your reference, and will also describe this study to you and answer all of your questions. 
Please read the information below and ask questions about anything you don’t understand 
before deciding whether or not to take part. Your participation is entirely voluntary and you 
can refuse to participate or stop participating at any time without penalty or loss of benefits 
to which you are otherwise entitled.   
 
Title of Research Study:  
Defining Effective Multicultural Art Educational Programming within Museums 
dedicated to Latin American Art 
 
Principal Investigator(s) (include faculty sponsor), UT affiliation, and Telephone 
Number(s):  
Andrea Vargas Severin (Principal Investigator) 
M.A. Candidate, Art and Museum Education, University of Texas at Austin 
(817)368-2634 
 
Professor Melinda Mayer, Ph.D. (Faculty Sponsor) 
Assistant Professor, Visual Art Studies and Art Museum Education, University of Texas at 
Austin 
 
Funding source: N/A 
 
What is the purpose of this study?  
This research strives to answer the following questions: What educational models do 
museum educators at art museums dedicated to Latin American art employ and deem 
effective? What characterizes effective multicultural art education within these 
museums? Along with investigating the intended goals and objectives of educational 
programming at Latin American art institutions, this research will investigate the 
outcomes of the programming through observation.  Furthermore, this research will 
speculate about what could be gained from exploring multicultural art museums that 
could potentially be developed within other museums dedicated to Latin American art as 
well as more general art museums. 
 
What will be done if you take part in this research study?   
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Taking part in this study will involve answering 10-15 questions regarding your past and 
present experience with museum education, what you believe to be the 
goals/objectives/characteristics of effective multicultural museum education, and examples 
of effective multicultural museum education within your institution. 
 
The Project Duration is: 30 minutes to an hour 
 
What are the possible discomforts and risks? 
There are little to no possible discomforts or risks.  
 
What are the possible benefits to you or to others?  There is no health or medical 
benefit. However, this study may benefit the field of art museum education, as little 
research and literature focuses on what ethnic museums—particularly Latin American art 
museums—are developing and executing in terms of educational programming. In fact, 
the majority of research on multicultural education and art education focuses on 
developing its goals, limitations, and guidelines. Determining successful ways to teach to, 
for, and about the Latin American population—and other cultural minorities within the 
US—as well as defining purposeful and attainable goals and objectives of multicultural 
art education, need to be explored within the field of art and museum education.  
 
If you choose to take part in this study, will it cost you anything? There is no cost. 
 
Will you receive compensation for your participation in this study?   
There is no compensation. 
  
What if you are injured because of the study?   
The University has no program or plan to provide treatment for research related injury or 
payment in the event of a medical problem.  The principal investigator is not responsible 
for injuries incurred during research.  
 
If you do not want to take part in this study, what other options are available to you?  
Your participation in this study is entirely voluntary.  You are free to refuse to be in the 
study, and your refusal will not influence current or future relationships with The 
University of Texas at Austin.  
 
How can you withdraw from this research study and who should you call if you 
have questions? 
There are no consequences of withdrawing from this research study at any time before or 
during the interview.  
 
If you wish to stop your participation in this research study for any reason, you 
should contact the principal investigator: Andrea Vargas Severin at (817) 368-2634.) 
You should also call the principal investigator for any questions, concerns, or 
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complaints about the research.  You are free to withdraw your consent and stop 
participation in this research study at any time without penalty or loss of benefits for 
which you may be entitled. Throughout the study, the researchers will notify you of 
new information that may become available and that might affect your decision to 
remain in the study.  
 
If you would like to obtain information about the research study, have questions, 
concerns, complaints or wish to discuss problems about a research study with 
someone unaffiliated with the study, please contact the IRB Office at (512) 471-8871 
or Jody Jensen, Ph.D., Chair, The University of Texas at Austin Institutional Review 
Board for the Protection of Human Subjects at (512) 232-2685.  Anonymity, if 
desired, will be protected to the extent possible. As an alternative method of contact, 
and email may be sent to orsc@uts.cc.utexas.edu or a letter sent to IRB 
Administrator, P.O. Box 7426, Mail Code A3200, Austin, TX 78713. 
 
How will your privacy and the confidentiality of your research records be protected? 
Your name will not be included in the study, nor will any personal information be elicited. 
If the results of this research are published or presented at educational meetings, your 
identity will not be disclosed. 
 
If in the unlikely event it becomes necessary for the Institutional Review Board to 
review your research records, then The University of Texas at Austin will protect the 
confidentiality of those records to the extent permitted by law.  Your research records 
will not be released without your consent unless required by law or a court order. The 
data resulting from your participation may be made available to other researchers in 
the future for research purposes not detailed within this consent form. In these cases, 
the data will contain no identifying information that could associate you with it, or 
with your participation in any study. 
 
 
 
Will the researchers benefit from your participation in this study?  
Your participation in this study will benefit the researcher by expanding her knowledge and 
understanding of effective art museum education and contributing to a research study that 
is required to receive her Master’s degree. 
 
Signatures:   
 
As a representative of this study, I have explained the purpose, the procedures, the 
benefits, and the risks that are involved in this research study: 
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______________________________________________________________________________  
Signature and printed name of person obtaining consent Date 
 
 
You have been informed about this study’s purpose, procedures, possible benefits and 
risks, and you have received a copy of this form. You have been given the opportunity 
to ask questions before you sign, and you have been told that you can ask other 
questions at any time. You voluntarily agree to participate in this study.  By signing 
this form, you are not waiving any of your legal rights. 
 
 
 
 
Printed Name of Subject Date 
 
 
 
 
Signature of Subject Date 
 
 
 
 
Signature of Principal Investigator Date  
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