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The Faculty Teaching Excellence Program

The University of Colorado at Boulder's 3,200 faculty members have been served by the
Faculty Teaching Excellence Program since 1986. The Program offers a wide range of services to
faculty members. In the area of mass offerings, it sponsors the Professional Lecture Series and
the Instructional Workshop and Symposia Series. Generally, these events represent faculty
members sharing their insights and innovations with colleagues. To address the needs of
individual faculty members, the Program offers a voluntary and confidential consultation
system with a flexible range of services.

The Faculty Teaching Excellence Program has published three volumes in a series entitled
On Teaching, featuring articles written by Boulder faculty members on pedagogy, usually from a
practical and personal point of view. A third publication—Compendium of Good Teaching
Ideas—has been developed from interviews with teachers on the Boulder campus who have
been cited for excellence in the classroom and contains 113 practical teaching tips. To assist
faculty in keeping up with developments in the field of teaching, the Faculty Teaching
Excellence Program sifts through the mass of articles written on instructional methods and
distributes copies of the best to all faculty. Appearing three times each semester, this series is
entitled Memo to the Faculty. The work of the Faculty Teaching Excellence Program is heavily
dependent on research on teaching. In order to improve teaching, the Program both monitors
work being done at other universities and conducts its own research on classroom teaching.

The University of Colorado and the Faculty Teaching Excellence Program are committed to
embracing diversity in each and every aspect of the campus community. The Faculty Teaching
Excellence Program wants to explore the variety of ways in which faculty members enhance
diversity in the classroom both between and among students as well as in the curricula of
courses. To that end we wish to provide these ideas to cur community of teachers, scholars, and

students.

Mary Ann Shea, Director
Faculty Teaching Excellence Program and
President’s Teaching Scholars Program
January 1999






A History of the
Diversity in Teaching and Learning Series

This is a collection of monographs on embracing diversity in teaching and learning published by the
Faculty Teaching Excellence Program and mailed to faculty at the University of Colorado. The
original mailings were funded by the Faculty Teaching Excellence Program, Academic Affairs and a
modest grant from the President's Fund for the Retention of Minorities and Women.

In order to begin and develop the project, a committee was established whose members included:

*Ron Billingsley, English
eLerita Coleman, Psychology
*Shu-Ling Everett, Journalism
eDeborah Flick, Women Studies
sEstevan Flores, Sociology
*Robert Pois, History

eWilliam Wei, History

It took the Faculty Teaching Excellence Program several semesters to develop the appropriate
format to address issues of diversity in teaching and learning at the University of Colorado. The
Program first set out to put together a Compendium of Good Ideas on Teaching and Learning: Focus on
Diversity. The committee members served as advisors in developing a 19-item survey of descriptors
which asked students to assess the impact that diversity had on their learning experiences. These
surveys were then administered to classes of selected faculty on the Boulder campus.

The next step was to interview these faculty members and to ask them to comment on the categories
in which students had rated them very highly. Then tapes of the conversations were reviewed to
identify concrete teaching tips for the improvement of teaching and learning with respect to diversity.

While the tips we extracted from these conversations were excellent, it quickly became apparent
that they were relevant within different pedagogies and teaching methodologies of faculty. Since the
Program's goal was to provide concrete teaching tips that could be readily adapted or adopted by
faculty who wanted to honor diversity in their classrooms, the pedagogy had to be examined and
explained. The tips would only be useful to other faculty if they were framed in a pedagogical context.

The Program therefore decided to ask faculty members known to be experienced in creating an
atmosphere in their classes that fosters diversity to author a brochure with concrete teaching tips.
Those tips are prefaced here by a short narrative in which the framework is set within which the
teaching tips are suggested.

The response our first brochures received was very positive and clearly reflected the need our
faculty colleagues and the community had for more such information. It also suggested that we had
chosen an appropriate format to address the complex issues of diversity in teaching and learning at our
university. We therefore decided to make our Series on Diversity in Teaching and Learning available
to you in this form.

This volume may be purchased through the University Book Center at the University of Colorado.!
We hope it will assist you in fostering diversity in your classroom.

Mary Ann Shea, Editor
Fostering Diversity in the Classroom:
Teaching by Discussion

1 Mail orders: Univ. of Colorado Book Center, Attn: Deborah Silverman, Order Dept., Campus Box 36,
Boulder, CO 80309-0036. The cost is $8.50 per copy. Please include $3.50 shipping and handling for one
copy, $4.00 for two copies. For three or more copies you will be charged the actual postage cost.



Professor Ron Billingsley
English Department
University of Colorado at Boulder

Cultural diversity is a fact, often unac-
knowledged, of our national history. And
while it is true that fostering diversity is an
idea which is consistent with some of our most
enduring national ideals, such as respect for the
right of each individual to pursue life in their
own fashion, promoting these ideals in the
classroom can often prove very difficult. The
difficulties which must be overcome stem from
several sources:

1. A basic lack of knowledge about the diverse
peoples and lifestyles that have always
been a part of the American experience.

2. Inherited prejudices and stereotypes, many
of which are unacknowledged and/or un-
known.

3. Deep seated feelings of guilt, anger, frus-
tration and anxiety which are stirred by
discussion of diversity issues.

A successful pedagogy must start with an
awareness of these difficulties and some funda-
mental strategies for overcoming them.

While a variety of pedagogies can be fruit-
ful, it seems especially helpful to provide an
environment where students can comfortably
engage in discussion (as opposed to recitation in
which a "right” answer is sought). True discus-
sion sends a message of empowerment between
equal agents who all have something signifi-
cant to contribute to a common enterprise. Al-
though sharing the principles and facts of one's
discipline with students is very important,
preparing an environment of comfort, trust and
mutual respect must also be seen as a primary
task. Such an environment makes it possible for
meaningful human exchange to take place on
complex and often frightening issues. It can
enable students to experience a common ground
of mutual experiences and respect which can
bind students together and simultaneously
make it easier to understand and celebrate
many differences.

The pedagogy of teaching by discussion
places a heavy burden on the Professor. She

must establish not just a content of diversity but
a process that actualizes and demonstrates
appreciation of diversity. It is important to
bear in mind that students are observing and
learning the faculty member's behavior as well
as her rhetoric. This type of classroom environ-
ment not only embodies the fundamental value
of appreciation of diversity but it can also
yield great rewards in terms of critical
thinking skills, especially the ability to
appreciate sophisticated multiple perspec-
tives on complex intellectual and moral issues.

The following tips are practical suggestions
that undergird the pedagogy of teaching by
discussion. In addition, the tips on teaching
and learning suggested below assist in creating
an atmosphere which embraces diversity in the
classroom.

1. Create an environment of trust and mutual
respect so that discussion is not inhibited by
fear. Introduce one or more ice-breaking ac-
tivities that allow students to get to know
one another fairly well. They should know
each other's first and last names, hobbies,
majors, place of birth etc. Think up ques-
tions that are of interest to you and related
to your subject area on which students can
exchange information. Use some class time
to mention things that students have in
common. Let students know of others in the
class that have similar interest.

2. You must make it absolutely clear that no

one in the classroom is under attack, or is
seen as the official representative of a
particular group. Explain that no one in the
class is viewed as responsible for the ethno-
centric behavior of anyone else or of any
other group (majority or minority) past or
present. Students must be assured that one
important point of the class is to explore
and understand diversity. The strategy
must be to celebrate everyone and to



denigrate no one. Surely, many aspects of
the historical and cultural past will be
discussed. Many of them will be negative.
But it will not be the job of the professor or
other students to point the finger of blame
at anyone in the classroom. The right of
each person to choose what group and what
issues to identify with or to disregard must
always be protected and respected. Above
all the instructor models appropriate beha-
vior by treating all students with great res-
pect, even though he may not, for a variety
of very legitimate reasons, agree with some
of their opinions.

Minority students must be viewed and
treated as individuals rather than racial,
ethnic or gender categories. No one should
be forced to assume the position of a parti-
cular group. If they choose to speak as a
member of a minority group, their remarks
become one more resource that can be uti-
lized in the same way that a contribution
from any non-minority person would be
incorporated into the classroom dialogue.

Universalize the ethnic/gender experience
whenever possible so that students can
identify with those that they might have
previously seen as "other." Find examples
from your subject area that illustrate how
people of diverse identities share many
common problems, issues and solutions.
Activities such as eating, dancing, making
art, courting, child-rearing, playing etc. can
be explored in the search for commonali-
ties. Students need to experience the mar-
velous paradox of human diversity, that
WE ARE ALL THE SAME IN D7 “ERENT
WAYS.

When there is a sharp difference of opinion
between two students ask both of them to
explain their positions. The listener must
explain in his own words what was said by
the first person. When the first speaker is
satisfied that she has been understood
accurately, then the two can reverse roles.
In this way you can build accuracy of com-
munication and encourage mutual respect.
Often differences that seemed great ini-
tially are minimized and even eliminated.

10.

11.

If arguments between students start to be-
come abusive, interpose yourself between
them. Take the place of the student that is
being attacked and answer for him until
tempers cool and the two initial adversa-
ries can safely face one another again. This
is your opportunity to clarify language, but
above all it is your opportunity to demon-
strate that the essence of diversity in the
classroom is mutual respect.

Use your discipline to make clear what the
rewards have been historically for various
forms of prejudicial behavior that have
opposed the expression of diversity. Stu-
dents need to understand the psychological,
economic, and political reasons why diver-
sity has often been undermined in various
societies in the past. Use examples from
the immediate society/ environment, so
long as they are not embarrassing or accusa-
tive of participants in the class.

Establish respect for the values of diverse
peoples by using specific examples, from
your field of study, to show how culturally
varied people have contributed to western
history and civilization. In particular, use
examples that illustrate the value and
beauty of the ethnic/ racial/gender group
under discussion.

Try to attract students to your classroom
who represent diversity. For example, you
might notify people from counseling and
advising staffs that you are interested in
issues of diversity. Although such students
would not be "used" as representatives of
their group (see #3 above), their participa-
tion will inevitably provide a wider range
of input than is available from a homoge-
neous group.

Be sure to give students many opportunities
to work together in small groups (3-5) on a
variety of problem-solving activities
which stress the importance of using per-
sonal experience. Problems that are of
universal significance (see #4 above) are
particularly useful for small group work.

Use language that is gender neutral or that



uses female pronouns as often as male
pronouns. This can be done with great effect
when describing unknown or hypothetical
individuals in positive, creative, or autho-
ritative positions.

12. Enhance the self-respect of individual stu-
dents by referring to valuable ideas and
comments they have made in previous
classes.

13. Use specific examples and ideas from your
discipline which serve to exhibit the func-
tions of stereotypes and their destructive-
ness. Try to introduce exercises which show
the extent to which most of us are suscepti-
ble to belief in some kinds of stereotypes. In
the field of American literature examples
are abundant. The black child, Pecola
Breedlove, in Toni Morrison's The Bluest
Eye, accepts Euro-American stereotypes of
beauty so completely that she fully
believes her dark eyes and brown skin are
emblems of absolute ugliness. She prays for
the blue eyes of white girls whom she sees,
stereotypically, as beautiful and eternally

happy.

14. Be sure to indicate to students the arbitrary
nature of cultural and intellectual agendas.
Students need to understand that while
particular cultural forms may be useful
(such as quantitative forms of analysis),
they are not absolutes. We may judge spe-
cific forms of behavior by these standards,
but never individual worth. In a diverse
classroom it is essential to be able to sepa-
rate worth from behavior. The worth of
each student should never be questioned,
and it must be clear that the value of indi-
vidual levels of behavior or achievement is
a convenient convention that is established
in many different ways in various culturai

groups.
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Ronald G. Billingsley
Biography

Ron Billingsley was raised in Los Angeles,
California and received his undergraduate
degree in English from the University of
Redlands. After serving five years in the Navy
as an officer and aviator he went to the Univer-
sity of Oregon where he earned a Masters and
Ph.D. in American Literature. While in Oregon
he developed a love for photography, for the
mountains, and for outdoor sports such as back-
packing, cross country skiing, cycling and
kayaking. During his twenty-one years at the
University of Colorado his interest in teaching
and curriculum development has been primary.
While at C.U. he has taught some thirty diffe-
rent courses offered in six different programs
and departments.

Biilingsley has participated in a number of
interdisciplinary and experimental programs
such as the Honors Program, Experimental Stu-
dies, Farrand Hall Residential Academic Pro-
gram, and the Center for Interdisciplinary
Studies. His three voyages around the world
with the Semester at Sea program served to
raise his concern for global issues and environ-
mental problems and prompted him to design a
number of interdisciplinary global studies
courses. Additionally he has a deep and sus-
tained interest in teacher training and most



aspects of teaching and learning; he is especial-
ly concerned with interdisciplinary and multi-
cultural approaches to education. His current
role as the Associate Director of the President’s
Leadership Class allows him to exercise many
of his abiding interests in interdisciplinary
studies, curriculum development, and teacher
training.

Over the years his interest in literary
approaches to American culture has remained
very strong. He is passionate about sharing the
richness of American literature with his stu-
dents. Although he started teaching African-
American literature twenty-five years ago, in
the last decade he has increasingly broadened
his focus to include other ethnic literatures and
issues of diversity. His pedagogy is the product
of wide study and years of continual experimen-
tation in the classroom. He feels very strongly
that all education should strive to be experien-
tial, but especially teaching that relates to
issues of diversity. Students must come to know
the people and materials they are studying in
ways that are not narrow and abstract so that
the great humanizing potential of ethnic and
gender studies can be realized. Professor
Billingsley feels that it is critically important
to embrace diversity in the classroom because of
its multiple benefits to the individual and the

larger society. Through such studies the indi-
vidual is able to live in a larger and more va-
ried cultural world and to experience a deeper
sense of his or her own humanity by perceiving
the underlying needs and impulses that all
people have in common. An emphasis on diver-
sity permits students to gain the seemingly
paradoxical, but essential, ability to appre-
ciate both the ways in which they are similar
and the ways in which they seem different
from others, to enjoy that fact that we are all
the same in different ways. This capacity to
appreciate differences while perceiving
binding similarities provides a perspective and
a set of experiences that are essential for struc-
turing the kinds of creative dialogues that are
necessary in democratic societies.

Ron Billingsley won the SOAR (Student
Organization for Alumni Relations) Teaching
Recognition Award in 1990 and the Farrand
Hall "Teacher of the Year" Award in 1988. He
has given public lectures on such topics as "The
Mandala Earth," "Shadow Work: Teaching
the Ethnic Experience,” and "Leadership in the
Multicultural Workplace." In 1988 his book
Women in the Workplace: A Man's Perspec-
tive, coauthored with Lloyd S. Lewan, was
published by Remington Press.



Developing and Teaching an Inclusive Curriculum

Senior Instructor Deborah Flick

Women Studies Program
University of Colorado at Boulder

Developing an inclusive curriculum is a
transformative process for the instructor and
the students. It entails a paradigm shift in
which basic assumptions are examined and
changed. Thus, undertaking the project requires
desire, curiosity, willingness to travel into un-
known pedagogical terrain, and patience with
oneself and with one's students.

Women and men of color, white women, and
the working class and underclass have been
absent from the "center” of analysis, research,
theory, and the curriculum. To locate the mem-
bers of these groups at the "center” from the
standpoint of their experience and perspective
is an important step toward creating an inclu-
sive curriculum. What does it mean to make
this move and what are its implications?

Considering that this undertaking is a
process, it is helpful to look at it in terms of
phases (McIntosh 1990):

Phase I: White, middle/upper class, male
experience, authors, and theorists are the
focus of the syllabus. Their experience is
considered to be synonymous with "the
human experience.” Their theories are
thought to be "objective” and "uncontami-
nated" by political considerations.

Phase II: An exceptional white woman or
person of color, author or theorist, is added
to the Phase I syllabus. They are treated
as an anomaly, the exception.

Phase III: Issues concerning people of color,
white women and/or the working class are
addressed as "problems” and "special to-
pics.” Members of groups that were invisi-
ble or distorted in Phase I and given token
status in Phase II are coming into focus at
the margins, but they are not yet at the
center.

Phase IV: The lives of people of color, the
working class, and white women are loca-
ted at the center of the syllabus. To para-
phrase McIntosh (1990), if you start with

the lives of people of color, for example,
you will get to the lives of white men and
women, but if you start with white men and
women you will not necessarily get to the
experience of any person of color. Thus,
race, class, gender and sexual orientation
are treated as interactive systems that
shape everyone’s experience and all social
institutions.

Of course, as in the case of all stage theo-
ries, one may move back and forth from one
phase to the other or experience aspects of more
than one phase at the same time. Nonetheless,
the phases illustrate, in broad strokes, what it
means to embark on the journey toward the
development of an inclusive curriculum.

Checklist

This checklist, an adaptation from Collins
and Andersen (1987), is offered to help assess
whether or not a syllabus is in concert with a
Phase IV curriculum.

1. Does thinking about gender, race and class
pervade the entire syllabus or are these
issues treated as "special topics” or "social
problems"?

2. Areall groups recognized as being affected
by the interactive structures of race, class
and gender or only white women, people of
color and the working class?

[6%]

Is one group's experience held as the norm
against which others' are measured and
evaluated?

4. Does one group dominate in defining the
other groups, or do groups define them-
selves? Is diversity within that self-
definition represented and articulated?

5. Does material in the syllabus reinforce
prejudice and stereotypes or does it expose
and refute them?

6. When teaching about people of color, are
the assigned readings by authors of the
same race and ethnicity as those you are
studying? This is especially important



when studying the status of women in non-
Western cultures and so-called minority
cultures in the U.S.A. Are readings as-
signed by women within the culture who
critically analyze their culture as well as
by those who endorse the status quo?

Teaching Tips

The following teaching tips are divided
into two sections. Section A provides two peda-
gogical techniques to help students embrace and
benefit from an inclusive curriculum. Section B
offers practical suggestions for the instructor so
that her/his behavior in the classroom is con-
gruent with the spirit of a diverse curriculum.

A. Pedagogical Techniques
Fostering Empathy

Many students, particularly those who
belong to one or more categories of race, class,
and gender that have been privileged and do-
minant, have trouble understanding and rela-
ting to people who are different from them-
selves. "Why do we have to hear all this stuff
about Jim Crow, World War Il internment
camps, and broken treaties? Icame to school to
learn sociology. What does this have to do
with sociology or me?" One can help to bridge
this chasm by providing students with an
opportunity to explore a time in their lives
when they felt "different” from the dominant
group or the majority.

1. Ask students to recall a time when they felt
"different.” Tell them to write it down.
Give students a lot of latitude in defining
the experience of being different. Some of
them will need it.

2. Ask them to write about how others reacted
to them. How they felt. How they be-
haved. For example, did they try to hide
their difference? Acceniuate or exaggerate
it? Ask them to explore why they did
what they did and whether it worked.

3. Finally, ask the students to write what
others, from whom they were different,
could have done to support them. Ask them
to be very specific.

4. Ask students to share what they have
written with two or three others in a small

group-

5. Facilitate a discussion with the whole
class with an eye toward building bridges
and common ground. This is an opportunity
to explore how the "same" treatment is not
necessarily "equitable” or "fair" treatment.
It can also be helpful to clarify differences
among differences. For example, the expe-
rience of being the only ballerina among a
group of friends who are tap-dancers is dif-
ferent from being a Chicana in a predomi-
nantly white school. The former is situa-
tional and limited in its impact. The lat-
ter, in contrast, carries with it the effects of
historical and institutionalized prejudice
and discrimination.

This exercise can be referred to during future
lectures and discussions to help address denial
of the issues at hand, blaming the victims and
to examine what it means to take responsibility
if one is a member of the dominant group or if
one is "different.”

Disabusing Stereotypes

Race, gender and class stereotypes are soci-
ally created lenses through which complex
people are reduced to distorted but "manage-
able" characteristics. Such stereotypes are
very resistant to change. Consequently, regard-
less of how scrupulous one is about trying not to
reinforce stereotypes, there is always the risk
that students will inadvertently draw uninten-
ded conclusions. The following exercise is useful
in heading off the likelihood of this occurring.

1. Ask students to "brainstorm" stereotypes for
a particular group whose experience is at
the center of focus, e.g. African-American
women. Write them on the chalkboard.

2. Examine the "sources” of the stereotypes.
Where did students learn them? From
family? Friends? Religious institutions?
Textbooks? Media? Be specific.

3. Test the verity of the stereotypes. For
example, " most women on welfare are
African-American.” This stereotype can be
disabused by offering the following infor-
mation: Most women on welfare are white;
most African-American women are in the
labor force; there is a significant popula-
tion of highly educated middle-class
African-American women.



Explore with the class why such stereo-
types persist when they are factually
wrong. Whose interests do such images
serve? African-Americans? Middle and
upper-middle-class whites? How do they
serve those interests, i.e., what social con-
tradictions and tensions do the stereotypes
resolve and for whom?

Create new positive images from the point
of view of those whose experience is being
discussed. Be prepared with ideas of your
own. Your students might find it difficult to
generate nonstereotypic images. DO NOT
single out students who represent the group
under consideration to answer this question.

Compare and contrast the new images with
the original stereotypes. Explore their im-
plications in the context of the interrela-
tedness of race, gender, class, and sexual
orientation in the society under discussion.

B. Concrete Teaching Tips

1.

Do not ask students of color or a white fe-
male to give "the African-American point
of view" or the "woman's point of view" on
any given topic. An individual cannot
speak for a group. To ask a student to do so
is not only potentially embarrassing for the
student, but it implies that there is not a
diversity of perspectives within the group.

Do not expect, and do not ask, students of
color to be knowledgeable about their his-
tory or culture. The same applies to lan-
guage. For example: do not ask a Chinese-
American student, "How would you say this
in Chinese?" Many students of color have
not had an opportunity to learn the history,
culture, and/or language of their ethnic
heritage. Even those who have had such
cultural and educational opportunities may
not wish to be involuntarily singled out.

Become conscious of your assumptions
regarding students of color. For example, do
you assume that all Asian students are good
at math? Asians are highly intelligent?
African-American males are not very smart
and are attending college on athletic scho-
larships? Students of color are less
qualified or intelligent than your white
students? Be careful not to act on these

assumptions, or other assumptions if you
hold them, when relating to your students.

Anticipate students' tendency to negatively
stereotype women, people of color, and
lesbians and gays. By so doing, the stereo-
types can be made conscious and dispelled.
For example, before beginning the study of
an American Indian nation, invite students
in a nonthreatening way (e.g., brainstorm-
ing) to identify stereotypes of American
Indians. Examine and dispel the stereo-
types one by one. (See Disabusing Stereo-

types)

You are a role model to your students.

Share your own process of developing
awareness of gender, class, sexual orienta-
tion, and race/ethnic stereotypes and
issues. Help students understand the value
of a diversity perspective in their personal,
academic and future professional lives. Use
examples from your own life.

Learn to use gender inclusive (non-sexist)
language. Encourage your students to do the
same when they speak in class as well as in
their writing.

Use (learn) group facilitation skills to pro-
ductively manage discussions regarding the
difficult subjects of race, gender, class and
sexual orientation.

Create a comfortable climate for students
who are in the minority in your class by not
making them inappropriately visible. For
example, in a class in which women are a
clear minority, don't say something like,
"We shouldn't make sexual references like
that; we'll embarrass Sally and Jane."

Be aware that silence on the parts of stu-
dents of color and women does not necessa-
rily mean they are comfortable with the
class. It might mean the contrary and that
they are reluctant to speak up about it. If
you are concerned about this, do not single
out, publicly or privately, students of color
or women and ask them how they feel about
the class. They likely would feel uncom-
fortably visible and you probably would not
get a candid response. Rather, approach
the whole class with something like, "I am



concerned that some points of view are not
being expressed. I think we are missing out
on important, diverse opinions. What
would make it safer and easier for more of
you to speak up?" The faculty member
might suggest some diverse opinions that
are missing as well as ask for examples.
Invite everyone in the class to contribute.

10. Be clear about your motivation for creating
an inclusive curriculum. If you are doing it
for other than personal and/or scholarly
reasons, e.g., approval of your students of
color and women students, you might be
disappointed. For any number of reasons
your efforts might not be appreciated.
Also, be prepared to address the concerns of
students who feel confused or resentful of an
inclusive curriculum. (See #5)
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DuBois, Carol Ellen and Vicki L. Ruiz, eds.
Unequal Sisters: A Multicultural Reader in
U.S. Women's History. New York:
Routledge, 1990.

Frye, Marilyn. The Politics of Reality.
Trumansburg, N.Y.: Crossing Press, 1983.

Giddings, Paula. When and Where I Enter: The
Impact of Black Women on Race and Sex in
America. New York: Bantam, 1984.

Lorde, Audre. Sister Outsider. Freedom, CA:
Crossing Press, 1984.MclIntosh, Peggy.
"White Privilege and Male Privilege: A
Personal Account of Coming to See
Correspondences Through Work in Women
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Studies." In Race, Class and Gender: An
Anthology, edited by M. L. Andersen and
P.H. Collins, 70-81. Belmont, CA:
Wadsworth, 1992,

Rothenberg, Paula S., ed. Race, Class and
Gender in the United States. 2d ed. New
York: St. Martin's Press, 1992.
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Fostering Diversity in a Medium-Sized Classroom

Professor Brenda J. Allen
Communication Department
University of Colorado at Boulder

In her inaugural speech (October 4, 1991),
President Judith Albino encouraged all mem-
bers of the University community to become
involved in the daily commitment to "the
imperative of diversity." One essential area
where faculty members can fulfill their obliga-
tion to this imperative is the classroom.
Billingsley (1991) delineates difficulties that
they must overcome in order to foster diversity
while teaching, and he offers excellent guide-
lines for "creating an atmosphere which em-
braces diversity."

His suggestions, however, are geared
toward discussion courses. Consequently, some
of his ideas may not be easy for faculty mem-
bers to employ when working with more than 15
to 20 students. Here, I submit a few tips for
those of us who work with medium-sized groups
of 80 to 100 learners, as contrasted to what
Middleton (1987) calls "thundering herds" of
200 or more.

Pedagogical style is a key factor in the
formula for being a successful teacher. I tend to
use an interactive approach, which encourages
students to engage themselves actively in the
learning process. Although this strategy is
harder to exercise in large lectures than in
seminars, using it is both possible and crucial to
promoting diversity in the classroom.

In some ways, an interactive approach is
similar to the discussion method Billingsley
describes. For instance, he advocates creating
ari atmosphere of comfort, trust, and mutual
respect, and he emphasizes the importance of
"the faculty member's behavior as well as her
rhetoric.”

Middleton (1987) cites an element of
teaching large classes that also applies to an
interactive approach for medium-sized classes:
"an awareness of a personalized relationship
between the professor and the students, first as
a group but then, at first gradually but with
quickening pace, between the professor and
individual students” (p.24).

To establish such an environment in a
medium-sized classroom, however, a professor
cannot literally involve each student in every
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discussion. But she can set a tone that allows
all students to feel like part of the process,
whether they express themselves through
speech or not.

Delineated below are some practical tips
for creating an interactive scenario that fosters
diversity in the classroom. I also strongly
recommend Billingsley's brochure as a comple-
ment to these ideas.

1. Establish and maintain a climate of open-
ness and interaction by disclosing personal
information about yourself. Asan African-
American professor, I often divulge facts
about myself that illuminate my similari-
ties to and differences from my students.

For example, I usually share my abbrevi-
ated autobiography with students during
one of the first class sessions. Then, I ask
them to tell me about themselves as a
homework assignment. Invariably, their
autobiographies include the same kind of
information as mine does.

Furthermore, I periodically reread their
autobiographies throughout the semester
and personalize discussions by referring to
them. For example, if a student is from
Ohio (as I am), I might make a comment
about midwesterners and say, "Isn't that
right, Susie?"

These kinds of tactics help to maintain an
1+ zractive atrosphere and to reinforce
B} 2 sley’'s point that WE ARE ALL THE
SAME IN DIFFERENT WAYS.

2. Those of you who are members of ethnic
plurality groups should help students to
understand that you do not represent your
group. Rather, you are an individual, as
are any students in your class who happen
to be nonmajority persons.

3. Since "actions speak louder than words,"

try always to be mindful of your nonverbal
behavior. To help students feel like part of
the process, establish eye contact with
each one during the session. Move around
the classroom as you talk (especially when



you expect students to contribute to the dis-
cussion, but also while you are lecturing).
Also, try to appear enthusiastic, relaxed,
and comfortable.

Consider assigning seats according to
alphabetical order, for at least two
reasons: (1) you can learn students' names
more easily; and (2) students who other-
wise might not sit next to each other may
have an opportunity to meet someone who
is "different” from them.

If your subject matter permits, incorporate a
few exercises that require groups of students
to interact with each other. Billingsley
recommends:

"Be sure to give students many opportuni-
ties to work together in small groups on a
variety of problem-solving activities
which stress the importance of using per-
sonal experience. Problems that are of
universal significance are particularly
useful for small group work."

Wherever possible, integrate (no pun
intended) information about diversity
into your classroom materials. Again,
Billingsley recommends:

"Establish respect for the values of diverse
peoples by using specific examples, from
your field of study, to show how culturally
varied people have contributed to western
history and civilization. In particular, use
examples that illustrate the value and
beauty of the ethnic/racial/gender group
under discussion.”

"Use specific examples and ideas from your
discipline which serve to exhibit the func-
tions of stereotypes and their destructive-
ness. Try to introduce exercises which show
the extent to which most of us are suscep-
tible to belief in some kinds of stereotypes.
In the field of American literature exam-
ples are abundant. The black child, Pecola
Breedlove, in Toni Morrison's The Bluest
Eye, accepts Euro-American stereotypes of
beauty so completely that she fully
believes her dark eyes and brown skin are
emblems of absolute ugliness. She prays for
the blue eyes of white girls whom she sees,
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stereotypically, as beautiful and eternally
happy."

7. Before the middle of the semester, devise
an assignment that requires students to meet
with you individually. If possible, review
the student's autobiography before the
meeting. The purpose of this activity is to
give the students a chance to talk with you
privately and to let them know that you
are approachable. This may be particular-
ly meaningful for ethnic plurality students,
who (in my experience) sometimes seem
apprehensive about talking one-on-one
with their professors.
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become quite aware of the importance of
fostering diversity within the university's com-
munity. She has noticed that many students
segregate themselves according to their ethnic
backgrounds, and she has heard disturbing
reports about incidents of racial discrimination.
Through diligence as well as trial and error,
Allen has developed techniques which help to
promote diversity in teaching and learning
during her first three years at CU.

Brenda Allen strives to encourage students
to embrace and celebrate diversity by address-
ing relevant issues in the classes she teaches,
and by helping to coordinate campus activities
which engender interaction among a variety of
groups. She believes that through these types
of activities, students and other members of the
community will have wonderful opportunities
to enhance their educational experience by
getting to know more about others (and
themselves).
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The Influence of Attitudes, Feelings and Behavior
Toward Diversity on Teaching and Learning

Professor Lerita Coleman
Department of Psychology
University of Colorado at Boulder

Developing an inclusive curriculum and cre-
ating classroom environments to foster diversity
offer excellent opportunities for faculty mem-
bers as conveyors of knowledge to examine their
own ideas and feelings about gender and diver-
sity. Most professors are socialized to believe
that once they have begun their first teaching
position, much of their personal (self-) deve-
lopment is complete. Frequently we think of our
initial years in the professorial ranks as the
time to focus on professional development.
Self-development activities (e.g., seminars,
faculty development, self-help groups, thera-
py), however, are important components of
professional development. Self-development,
self-acceptance in particular, is inextricably
tied to our performance in the classroom, espe-
cially with respect to how we handle differing
perspectives and perceptions and how we relate
to others who are different. As we become more
comfortable with who we are, we also become
more comfortable with "differentness": diffe-
rent worldviews, as well as cultural, ethnic,
racial or gender "differentness.”

Teaching about ethnic and gender diversi-
ty, therefore, allows us to examine our own
feelings about gender, race and diversity and to
determine how our feelings affect what kind of
material we present in class and how we pre-
sent the material. Questions that we might ask
of ourselves in this regard are: Do I have bi-
ases? Do I really believe in the equality of
members of all ethnic and gender groups, and if
not, how do I convey this attitude to my stu-
dents? What aspects of racial or gender diver-
sity make me feel uncomfortable? Why? For
example, am ] comfortable being around success-
ful women? What kind of general attitudes do I
hold about specific types of people (e.g., Black
males, White females)? Where did these atti-
tudes and feelings originate? Hence the process
of creating an open classroom environment
where students feel comfortable discussing often
volatile issues begins with an examination of
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our own attitudes, feelings and behavior
regarding diversity.

Examining our own personal reading habits
provides another way to determine our under-
lying attitudes about ethnicity and gender: Do
I read widely? More specifically, when have I
read any fiction or non-fiction written about or
by an Asian-, African-, Native- or Latino-
American or female writers? Do I value these
literatures and the lives and experiences of
people who are racially, ethnically and cultu-
rally different? How much do I really know
about the origin and history of Asian or
African, Latin or Native American culture?
What do [ know about women's studies or
women's history?

An exploration of attitudes, feelings and
behavior about diversity can be extended to
how we relate to colleagues and graduate stu-
dents who are different. In this domain we
might address such questions as: Do I feel
uncomfortable when a woman or a professor of
color publishes a paper in a prestigious journal
in my discipline or acquires a major grant or
fellowship? Do I attribute most or all of their
successes to "affirmative action" and not to
their hard work, intelligence, perseverance and
competence? Do I seek out the expertise of my
female colleagues or colleagues of color or do I
see my role as primarily a mentor to them? In
summary, how symmetrical or egalitarian are
our relationships with colleagues, graduate
students and staff members who are
"different"?

We may also need to explore whether we
have developed competencies outside our own
area or domain of specialization. Do we see
other disciplines or the cultural experiences of
others as an opportunity to enhance our own
research or teaching? Do we make use of what
is known in literature or history in our research
in the social sciences? In turn, can scholars in
the humanities and sciences learn from anthro-
pology, sociology or psychology? In studying
identity, for example, can I utilize information
from African-American or Latino-American
studies? In understanding environmental de-
sign, how can the literature and history of



Native American people elucidate my
thinking?

Exploring the personal and professional
issues outlined above are excellent guides to
understanding how we may present issues of
ethnicity and gender in the classroom. Student-
teacher relationships, in particular, help us to
realize that students are teachers also, and our
interactions with them offer a wealth of oppor-
tunities to learn about ourselves and the differ-
ing perceptions of the world that people have
constructed.

Behavior Toward Students Who Are Different
Given that we can learn from teacher-
student relationships, we might ask ourselves

about how we respond to different kinds of
students inside and outside of the classroom.

1. Can you see beyond a student's ethnic or
racial background and see an intelligent,
evolving person? Do you treat your students
differently? Do you have different expec-
tations for them? Are you surprised when a
Black or Latino student earns the best grade
on an exam or writes the best paper in the
class? Claude Steele in his work on student
achievement asks the question of all educa-
tors—Do you see ability and intelligence as
a limited capacity or an expandable
commodity?

2. Have I encouraged any bright students of
color to assist me with my research or join
my research lab? Have I encouraged him or
her to pursue graduate schcol? Have [ en-
couraged students struggling with diversity
issues to work with professors who are con-
ducting research on such topics?

3. How do I feel about students of color and
women at the graduate level? Am I eager
to engage in research with them?

Specific Teaching Tips

1. Advise every student to take an ethnic
studies or women’s studies class no matter
what their ethnic background or gender is.
Being immersed in the literature and histo-
ry of another group is an enlightening
experience and will help to loosen rigid
conceptions of "other people.”
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Attempt to provide a variety of perspec-
tives about all of the topics you teach.
Rather than always beginning with the
Western societal version of a topic and then
talking about "the other people" as an
aside, try to introduce alternative ways of
looking at issues from the beginning. Also
try to help students understand the origin of
different epistemologies or worldviews
associated with ethnic, racial or gender
groups. It is quite evident that most episte-
mological traditions are linked to different
ecologies (i.e., ways of surviving). Rather
than showing that a particular worldview
is wrong, discuss with students why groups
of people developed a particular episte-
mology, cognitive style or behavioral
tradition.

Attempt to help students understand how
we (as a society or as individuals) construct
the meanings attached to certain racial,
ethnic, gender or social class, and other
groups and how each person also has the
ability and the responsibility to examine
these meanings. For example, why does
being female mean being "less valuable
than a male” in many cultures? What is
the verity of this meaning associated with
gender and why is it perpetuated?

Ask students to write a paper about the
meaning of race (and its relevance for your
academic discipline). Ask them to talk
with another person who is not of the same
race or ethnic background about what race
and ethnicity means to them and then have
students compare the two views.

Do not allow students to make unsubstan-
tiated statements (e.g., most African-
American college students are athletes,
Asian students study more than the average
student, women are not good at math and
science) about members of ethnic, racial or
gender groups. Ask any student who makes
such a claim to conduct research in the
library or obtain statistical information
from the appropriate sources to support
such claims.

Try to answer personal questions about
gender and racial issues as honestly as you
can (e.g., what would you do if your son or



10.

11.

daughter chose to date someone of another
race?).

Do not avoid controversy. In fact, have
students openly discuss stereotypes that
they have about different racial, ethnic
and gender groups. Talk about where these
stereotypes originate and why they are
perpetuated.

Encourage students to engage in individu-
ation. This is the process by which we
attempt to move beyond stereotyping a
person to seeing him or her as an indivi-
dual. Help students to understand that
stereotyping people and acting on these
stereotypes are bad habits that can be
dissipated with each interaction. Assist
them in trying to see beyond social catego-
ries to the individual (e.g., Do you say
hello to the janitor? Why not? Can you
have a conversation with a server in the
dining hall? If not, what is inhibiting
you?).

Stop the class when students are having
trouble talking about a topic. For example,
students often have difficulty talking about
racial issues. Ask them to talk about their
discomfort, especially their feelings
(which often range from guilt and anger to
fear). Once the class is able to transcend
the inhibitory affect, you can return to
discussing the relevant issues at a more
concep-tual and abstract level.

Do not allow students to attack each other
in class. Instead, try to get them to explain
why they feel the way they do. It is help-
ful for them to rephrase an attack such as
"You are so racist and sexist” to "When you
stereotype all members of a racial or gender
group, I feel offended and angry."

Encourage students, especially those who
seem to be angry about racial or gender
diversity to come by your office to discuss
the matter in greater detail. Usually such
anger stems from personal feelings of insecu-
rity or fears about one's future occupational
success. In extreme cases, such students
might benefit from a referral to the
counseling services.
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12. Try to assist students in understanding how
their specific racial or gender makeup may
help them to get more in touch with their
humanity. Being a member of a particular
ethnic or racial minority group may teach
one strength or compassion that one might
not have being a member of a majority
racial group. Or certain characteristics
associated with gender groups (e.g., gentle-
ness or autonomy) are attributes that exist
in everyone and can be nurtured and deve-
loped for the good of all. Basically, try to
help students understand that there might
be some greater purpose for their ethnic,
racial or gender background (besides being
angry at the "outgroup”) that can help
them be more comfortable with who they
are and make the world a better place for
all of us.
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Lerita Coleman's first conscious encounter
with issues of diversity came when, as a
student at UC Santa Cruz, she was required to
take a core course on World Civilization. To
her great surprise the course material focused
solely on Greek and Roman history and art.
Being a rather astute but naive student, Lerita
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approached her professor with the question,
"What happened to the rest of the world?"
She believes she is still a bit resentful about not
being exposed to African, Chinese, South Ame-
rican history and art as well as the history and
literature of a host of other cultures. Much of
what Lerita knows about people other than
Northern Europeans and Americans is self-
taught.

Several years later, as a new assistant
professor at the University of Michigan, Lerita
realized that she had an extraordinary oppor-
tunity to ensure that the students she taught
had a different experience than she had had as
an undergraduate. She thought, if as an
African-American woman she does not make
changes in the curriculum, who will? There-
fore, in every class she taught, in addition to
covering the "basics,” she made certain that
students understood what was known about how
women and people from a variety of cultures
experience social psychological phenomena.
She wanted them to understand that many of
the concepts they discuss in psychology may
carry a very different meaning for women and
for people in other cultures. Lerita emphasizes
how epistemologies and worldviews play a
major role in how people perceive and construct
reality.

Lerita Coleman's recent work on stigma,
identity and self-concept has helped her to
understand how one's concept or construction of
self may be related to how comfortable he or
she is with embracing diversity. Many students
reveal that people who are comfortable with
themselves (accepting one's own positive and
negative attributes) and people who have high
self-esteem are much more comfortable with
people who are different. To celebrate and
learn from our differences as well as to
acknowledge our similarities with all human
beings is perhaps the greatest challenge Lerita
faces and that she believes others face as well.



The Nature and Problem of Stereotypes

Professor William Wei
Department of History
University of Colorado at Boulder

Stereotypes are an ingrained feature of
American society and an integral part of our
socialization process, transmitting a patchwork
of traditionally inaccurate images and clichés
from one generation to another. They are based
on preconceptions that are derived from exist-
ing sources of information about certain people
and selective perceptions developed to explain
their behavior. Stereotypes are a function of
social relations between groups or political
relations between nations, not extensive per-
sonal experience or knowledge. We use them to
justify certain prejudices that we have and to
strengthen our self-image at the expense of
someone else. Indeed, their primary purpose is
to degrade others as a means of accentuating our
own humanity.

Perhaps the most insidious aspect of stereo-
types is that they weaken our ability to think
critically and serve as a major source of dis-
information about others, especially women
and minorities. Instead of challenging the
stereotypes that we encounter in our daily
lives, we accept them as representing reality
and erroneously equate them with valid
generalizations based on accurate data about a
group of people. In actuality, they are nothing
more than standardized mental pictures
reflecting an oversimplified opinion and have
little or no ascertainable basis in fact. They
project unidimensional caricatures, masking the
diver-sity that is an inherent feature of every
group of people. Oniy Euro-Americans are
depicted as representing the entire spectrum ot
humanity. Stereotypes, however, do accurate-
ly reflect one social reality: unequal relations
in society and in the world.

Using Asians and Asian Americans as
illustrations, I would like to suggest a way for
you and your students to deal with the problem
of stereotypes. But first, a cautionary note is in
order: The issue is not whether specific stereo-
types are politically correct or incorrect, nega-
tive or positive, but rather that they are, by
definition, basically false and misleading. A
case in point is Asian Americans as a "model
minority,” a positive stereotype that emerged
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during the 1960s and is used to make invidious
comparisons with other people of color. It
embodies a "cultural determinist" argument,
that Asian Americans have overcome extra-
ordinary adversities through the strength of
their cultural heritage.

For educators, what makes Asian
Americans a model worth emulating is their
exceptional school performance. This
perceived performance, however, is excellence
in a limited number of areas. It is an article of
faith that Asian Americans are "born" mathe-
maticians or scientists, but are unable to master
English even if they try. While many have
certainly done well in school, many others
have not, a fact that is conveniently ignored or
overlooked. Moreover, the "Model Minority"
stereotype fails to take into consideration the
high psychological costs of academic
achievement.

1. Before you can successfully address the pro-
blem of stereotypes , you have to recognize
not only that it is a universal problem but
also that it may be a personal one as well.
So it will probably be necessary first to ask,
"Am I burdened with race, gender, and class
stereotypes?” It is a difficult question to
ask and answer, since none of us want to
believe that we harbor and promote stereo-
types. The beneficial result of this self-
examination is self-empowerment, for when
it is over you will have greater control over
what you think and who you are, and a
better understanding of \« - at Carlos Cortés
(1979) refers to as the "so« ...'a" curriculum,”
that "massive, ongoing, info..nal curriculum
of family, peer groups, neighborhoods, mass
media, and other socializing forces that
‘educate’ us throughout our lives."

2. The best way to tackle the question of

whether you have unintentionally
stereotyped a group of people is to do so
head on and on paper. Writing out your
thoughts and feelings enables you to see
more clearly what is in your mind's eye
and, equally important, take ownership of
it. One way is to write it out in the form of
a tree, with the more fundamental ascribed
characteristics where the roots are, and



derivative ones where the leaves are.
Another way is simply to write down five
adjectives that you think best describe a
people. For example, given the Japan
bashing that has been going on in the
United States, it might prove instructive to
compare what you have written down about
the Japanese, who are increasingly
perceived as our newest "enemy," at least in
the economic arena, and what scholars
know about them.

After identifying potential stereotypes, it
is essential to subject them to critical scruti-
ny and factual verification. Asking Asian
Americans to tell you what is true and false
about the portrait that you have created
may seem convenient but is foolish. Unless
they have studied their group's history
and culture, they will probably know as
little as you do. Even though Asian Studies
has been in existence since shortly after
World War II and has produced a wealth
of information about Asia and the people
who live there, and even though Asian-
American Studies was established in the
late 1960s, there is no certainty that Asian
Americans (or other people, for that
matter) have studied either field. Besides,
you risk embarrassing them if they cannot
answer the question.

If what emerges is a stereotypical portrait
of a people, then the question becomes:
What are the origins of these stereotypes?
A Gallup Organization public opinion poli
about the Chinese is instructive (China
Council). In 1966, Americans described
Chinese as hardworking, but also as igno-
rant, warlike, sly, and treacherous. But by
1972, the highest ranking adjectives for
Chinese in the same poll were hardwork-
ing, intelligent, progressive, artistic, prac-
tical, and honest. Within the space of six
years, negative opinions were replaced
with positive ones. It is no coincidence that
these changes occurred during a period of
improved Sino-American relations.

Since stereotypes permeate popular culture,
an effective way to engage students is to
have them collect examples from a medium
of their choice. For instance, a survey of
advertisements in national magazines or on

television could yield a wealth of images
for analysis and discussion, activities that
will impart critical thinking skills. Among
the questions that could be asked are the
following:

¢ Are these images accurate? What purpose
do they serve?

¢ Do these images affect Asian-American
self-identity? How do they affect the rest
of society, especially Euro-Americans?

» Are counterportrayals useful? Or do they
simply promote a different stereotype?

¢  Are there any perceptual, moral, or mar-
keting reasons for advertising agencies to
alter these images in any substantive way?

*  What do these images imply about
American culture?

6. Ultimately, someone will ask, "If these
images are inaccurate or unidimensional,
what are Asians and Asian Americans
really like?” Since students know that
there are characteristics that distinguish
one group of people from another, they will
want to learn what these traits are. This is
the most demanding part of the process,
since it requires real knowledge that can be
acquired only through study.
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Dialogue on Diversity in the Classroom

Professor Janet Jacobs

and

Michele D. Simpson
Instructor/ Research Associate

Women Studies Program
University of Colorado at Boulder

Below, we present a dialogue that
addresses some of the concerns we believe are
important for teaching diversity. In turn, we
have asked each other questions about our
teaching, our classrooms, and the problems we
encounter in diversifying education and the
curriculum in the university. These questions,
along with our responses, provide a framework
for integrating perspectives that can challenge
students while transforming the academy.

Michele: Janet, thanks again for asking me to
co-author this piece with you. Since you
extended the offer, I have been doing even more
thinking about diversity in teaching and
learning. More specifically, I have been
thinking about the teaching methods I employ
in my own classes and reviewing what has
worked well and what has fallen flat.

Janet: 1 am really pleased that you agreed to
make this a collaborative effort. We have
talked at length about our experiences in the
classroom, the problems and challenges we
encounter as women who take a feminist
perspective and who have strong cultural ties
to African American and Jewish communities.
Maybe we could begin our discussion with your
ideas about diversity in the classroom.

Michele: 1 find that a lot of my ideas about
diversity in teaching and learning are captured
in the following words from Vincent Harding's
Hope and History:

In a society increasingly populated by
peoples of color, by those who have known
the disdain and domination of the Euro-
American world, it would be fascinating to
ponder self-love as a religious calling.
How are people, beginning in their earliest
years, nurtured to act with self-respect and
self-responsibility? How are they
encouraged to move through the world with
a spirit which unselfrighteously
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challenges everything that threatens to
crush the human spirit, the human ability
to love ourselves and others? Can we
explore such fundamental questions with
our students, wondering aloud with them
about the fascinating possible spiritual
connections between the capacity to love
ourselves and the willingness to love and
serve others?
My classes at CU are typically small (20 or
more) or medium-sized (40 or fewer). I would
say that 90 percent of my students are women,
and usually 25 percent are women of color.
In-depth classroom discussion is possible in
a course of this size. Student participation is
essential. Through discussion students can be
encouraged to analyze critically what they
think and hear. And of course classroom
discussions can sharpen listening skills.
Additionally, through this public exchange of
ideas, students can begin to interweave concepts
like race, class, and gender—issues we revisit
again and again.

Michele: Janet, how do you incorporate
diversity into your classes?

Janet: One of the most significant challenges
for me was pointed out in an earlier essay in
this series by Deborah Flick, who discussed the
problem of reinforcing stereotypes. It has been
my experience that introducing diversity into
the classroom may reinforce rather than
eliminate stereotypes. This unintended
consequence is more likely to occur in schools
where students have little interaction with
individuals from diverse racial and ethnic
backgrounds and come from communities that
are similarly homogeneous.

Michele: What is the typical make-up of your
classes?

Janet: My introductory classes tend to have
about 100 students, of whom 10 percent may be
from diverse backgrounds. Under these
conditions, interaction with cultural diversity
may in fact be limited to the classroom and the
course material. The result is that students
tend to approach this material with
preconceived assumptions and biases that may



be strengthened rather than diminished by the
reading of autobiographies, the discussion of
cultural values, and the examination of
culturally diverse social behavior. To limit
this effect of a relatively homogeneous student
population, it is important that the instructor
discuss stereotypes and the way in which

racism, sexism, and homophobia are reinforced.

This exposure to difference affirms the "we and
they" understanding of cultural pluralism.

Janet: What kind of experiences have you
encountered when you introduce diversity into
the classroom, Michele?

Michele: Well, often my mere presence is an
introduction of diversity into the classroom.
However, many students feel threatened by
topics that focus on race, class, sexual
orientation, and gender. And even students
with a fair degree of openness may still find
the process of exploring diversity difficult,
even painful.

When fear and pain are present in the
classroom, both instructor and students usually
experience discomfort. While it may be
difficult, it is best to confront the feelings that
have been unleashed. Resist the impulse to
discount or rationalize the pain. Generate a
discussion around the idea that we can begin
changing how we perceive pain. Talk about our
society's approach to pain. Talk about the
prevailing notion that to experience pain is bad
or a signal that something is wrong. Encourage
students to consider that the pain may manifest
new perspectives, increased knowledge, and
ultimately growth. Instructors sometimes
hesitate to call attention to more than one topic
at a time. If one is teaching a unit on the
institutionalization of racism in the academy,
for example, one may be reluctant to focus on
how racism, when it intersects with gender,
causes problems specific to women of color.
Calling attention to gender does not necessarily
devalue or subordinate a discussion of race.

It has been my experience that at
predominantly white institutions, students fear
that courses which have a decidedly diverse
focus will detract from their academic
achievement and progress. For students who
already feel alienated and unwelcome, certain
courses will appear to be beyond the pale (no
pun intended), not mainstream enough. And
students entering these classes do so with some
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perceived risk to themselves. This risk I think
is worth acknowledging.

It is important to emphasize that courses
which incorporate diversity can broaden the
intellectual scope of all students. And for
students whose lived experiences are explored
and discussed in these courses, the information
they gain can deepen self-awareness, while
simultaneously providing an intellectual and
methodological base that can be used in other
courses of study.

Michele: Janet, what do you do when you have
created a relatively safe space for students to
discuss ideas and the discussion leads to
negative remarks?

Janet: Discussions of diversity, whether
focused on gender, race and ethnicity, or sexual
orientation, can create a class environment that
lends itself to open discussion and the honest
expression of thoughts, opinions, and attitudes.
While this academic environment is conducive
to learning, open discussion of difference may
also result in public remarks that, however
intended, are discriminatory in content. A
student might begin a discussion of Italian-
American culture by saying, "I'm not prejudiced
or anything, but when I was growing up my
father always said how Italians were all in
the Mafia." Comments such as these, which
may be expressed about any number of
marginalized groups, are frequently heard in
classrooms in which diversity is stressed.
These remarks can be used to explore biases and
assumptions that permeate the culture as a
whole. Rather than ignore such statements,
the instructor should ask the class to consider
the kinds of ideas about a group that are
generated from beliefs such as these.

A second question to pursue is "How do
ideas about difference affect our understanding
of diversity?” While it is not helpful to label
a student as anti-semitic or racist, it is helpful
to acknowledge that we are all socialized with
stereotypes of the "other"—whether these
stereotypes are based on race, gender, or sexual
orientation. Discriminatory remarks become an
expression of negative stereotyping that can be
pointed out. Ignoring such statements out of
embarrassment or discomfort confirms to the
class that ideas such as these will go
unchallenged.



Janet: Michele, since you teach a course on
Black women, how do you incorporate your own
experience into the classroom?

Michele: 1 always begin my classes by talking
about my own life. I do not give a verbal
résumé. Instead, I try to convey some sense of
how I arrived at this place, teaching this class.
I talk about my own discoveries regarding the
intersection of race, sex, and class, speaking as
ONE Black woman.

It is important to provide space for students
to tell their own stories. This gives all of them
an opportunity to give voice to their own
historical and ethnic links, differences,
similarities. Encourage the students to interact
with all the storytellers. They usually ask
each other questions and get excited when they
hear something in another's story that strikes a
chord or warrants further explanation or
discussion.

Janet: How do you incorporate other
perspectives in your class?

Michele: 1 love inviting different voices into
the classroom. No matter how often I try to
make the point that Black women are not a
monolithic group, nothing drives home the idea
better than living, breathing Black women.
Panels, guest speakers, and films can also be
helpful, but I always work up to them.

Without a context, students do not have any
place to put what they will hear.

Janet: What about issues of authority and
authenticity in the classroom?

Michele: Try to recognize where the class
materials fall short and provide
supplementary texts, films, and so forth. For
example, I sometimes use Paula Giddings' book
When and Where I Enter. However, that text
makes no mention of the contribution of
lesbians. And I am not just talking about a
"chapter on lesbians" missing. Lesbians who
have been integral to the struggle of African
American women are not even mentioned by
name. Acknowledging this shortcoming allows
us to work together as a class to fill in the gaps.
Of course I use other texts that do recognize the
contributions of lesbians to the richness and
complexity of Black life.
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Gay men, lesbians, people of color, white
women, and various ethnic groups share the
dubious historical distinction of having our
experiences interpreted and written about by a
group with greater power. And it did not stop
there; this same powerful group then became
the "experts,” the "authorities” to consult
about the experiences of the "other.”

In the classroom, when we teach, discuss,
and analyze the experiences of a group to
which we do not belong, we must think about
what Bell Hooks calls "the ethics of our
action.” We must consider whether or not our
work and words will be used to reinforce and
perpetuate biases, stereotypes, and supremacist
attitudes.

Can we make room, in our introductions to
the works of groups to which we do not belong,
for a discussion of the ethical issues of
privilege? Extra-group perspectives, however
provocative and informed, are limited. When
a student in the class or a colleague has the
same or deeper knowledge, coupled with a
lived experience of the culture being studied,
can more of us consider sharing our role as
instructor/ authority?

Michele: Janet, what is it like to teach a
predominantly white group when the
discussion turns to issues of race and inequality?

Janet: Discussing social oppression and
injustice in the classroom elicits a variety of
responses from students who, consciously or not,
are identified with the dominant culture that
is held responsible for racism, sexism, and
homophobia. The reactions may vary from
extreme defensiveness to deeply felt guilt. In
class-rooms where diverse student populations
are being educated about the meaning of
diversity in the lives of those who have been
marginalized and excluded, the expression of
guilt may evoke anger from students who have
experienced discrimination and injustice. At
the same time, students who feel guilty may
seek approval and acceptance from those who
have suffered discrimination.

One approach to this situation is to discuss
with the class how guilt limits the discourse on
diversity. Guilt tends to shift the focus of
learning away from difference and inequality
and toward the subjective experience of the
dominant culture. While "feeling bad” about
social injustice may be a first step toward



breaking down cultural bias and oppression,
learning cannot take place unless students move
beyond guilt and into an intellectual dialogue
where they seek knowledge of the other for its
own value rather than out of a sense of guilt or
obligation.

Guilt allows students to remain focused on
themselves rather than on the subject matter of
the class. Because guilt tends to inform
classrooms that validate a sensitivity to
diversity, it is important that the instructor
examine his or her own attitudes toward
discrimination and social injustice so that the
class does not become polarized by reactions of
anger on one side and shame on the other.

Janet: What do you think is the ideal learning
situation for diversity?

Michele: The ideal situation for learning is
always one where there is a diversity of voices
and an exchange of challenging ideas. We are
all capable of teaching and learning about an
ethnic/racial group and studying history, art,
literature generated by cultural groups
different from our own, even if no person from
that group is present in the room. In one all-
white class I taught, students were mindful
that Black women might approach the texts,
films, and questions we explored in a very
different way, depending on a whole host of
factors like class, sexual orientation, and
geographical home. In that case I think it
helped that students were encouraged to
acknowledge that their insights and ideas,
although they might be different from those of
Black women, were of equal value.

Ideally, students and instructors would ~ot
abdicate responsibility for being in the we:t ',
for responding to works by men and women
different from themselves. They would
understand that to withdraw might very well
reinforce racist attitudes. I am not comfortable
with students or instructors who assume a
passive position and do not assert their ideas
about cultures of which they are not a part. On
the other hand, problems arise when any of us,
regardless of group affiliation, need to assume
the questionable role of "authority."

One primary function of teaching is to
prepare students to live and act more fully in
the world, not protect them or ourselves from it.

None of this is easy.
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Teaching Tips

1. Acknowledge, again and again, the
difficulties inherent in exploring issues of
diversity. Create an outlet for students to
express their fears and discomfort both
inside and outside the classroom.

2. Aswas pointed out by Lerita Coleman in a
previous brochure on diversity entitled The
Influence of Attitudes, Feelings and
Behavior Toward Diversity on Teaching
and Learning, it is essential that students
be encouraged to take courses that
challenge their world view. It is important
to emphasize both the intellectual and
personal benefits offered by courses that
focus on diverse issues.

3. It is important to acknowledge the real
and/or perceived personal risk(s) many
students take when signing up for such
courses.

4. Provide space for students to tell their own
stories, thus laying the groundwork for
discussions that focus on historical and
ethnic links, differences and similarities.

5. Struggle with your own issues around being
the only and final "authority” in the
classroom. Recognize where your expertise
and class materials fall short. Invite
different voices into the classroom via
films, guest speakers, campus and

community groups.

6. Compile a list of resources (bibliographies,
literature reviews, films, etc.) so that
students can expand their interests outside
the classroom.



7. Explore stereotypes and the ways in which
racism, sexism, and homophobia may be
reinforced through a "we and they"
understanding of cultural pluralism.

8. Inintroducing topics of diversity, explore
biases and assumptions that permeate the
culture as a whole.

Recommended Reading
To explore the topic further, Janet Jacobs and
Michele Simpson recommend the following:

Hooks, Bell and West, Cornel. Breaking Bread:
Insurgent Black Intellectual Life. Boston:
South End Press, 1991.

Hull, Gloria T., Bell Scott, Patricia, and
Smith, Barbara, ed. All the Women Are
White, All the Blacks Are Men, But Some
of Us Are Brave. New York: The Feminist
Press, 1982.

Sage V1, no. 1: Black Women's Studies (Summer
1989).
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Head Trip: A Teaching and Learning Discussion

Professor Polly E. McLean
School of Journalism and Mass Communication
University of Colorado at Boulder

Why is it so hard to change? Why is it
even harder to help other people change? I
want to share with you some rather personal
thoughts about why it is difficult to change the
curricula to focus on diversity and inclusion,
how I went about doing it, and what I learned
in the process. I like to think of myself as a risk
taker, an open person. I like to think that I am
not just intellectually but viscerally willing to
change when adequate need is shown. Still,
change is difficult for me.

Several years ago, I decided in the spirit of
enlightened self-interest to shift from one
principal teaching focus to another. This led to
creating two new courses—"Women in
International Development" for Women Studies
and "Ethnic Notions," a first-year seminar on
unlearning racism and sexism funded by the
Council on Academic Programs in the Residence
Halls for the Hallet Hall Diversity Program
taught through the Center for Studies of
Ethnicity and Race in America. It also meant
taking a long, hard look at my traditional
media courses in the School of Journalism and
Mass Communication.

"Why would you want to do that?" I was
asked by a colleague. "Isn't that extra work?"
"Your research will undoubtedly suffer,”
another remarked. As I listened to the
comments, [ began to have self-doubts. It
reminded me of the time I decided to change
the sequence of my morning routine. It turned
out to be a difficult and energy-expending
adjustment for me. Ieventually gave up.
Recently a friend suggested that [ get an
answering machine at my home. My immediate
reaction was, "I don't want to do that. . .. If it's
important, the caller will call back!" T still
don't have an answering machine. So as I began
to think about creating new courses and
reformulating old courses to incorporate
diversity in an informed and constructive way, I
became the subject of my own change. Here is
what I learned.

Simply being interested in such issues as
race, class disparities, disabilities, and sexual
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orientation was not sufficient. To work on
correcting past inequities, I had to be willing to
make both an intellectual and pedagogical
shift. This was a scary thought, especially
when I had to admit to my pedagogical
shortcomings. For example, I found students
eager to talk about race relations, but those
discussions were at times volatile. I did not
learn teaching skills in my graduate education
to prepare me for any classroom situation, far
less one in which students’ voices would be
heard above mine. I also discovered that
students of color, who were less assimilated,
brought much of their culture into the classroom
which my social class and cultural background
did not prepare me for. Asone African
American student recently remarked, "I have a
real difficult time when the discussion is
interesting to follow classroom procedures of
raising my hand to be acknowledged by the
professor. I just want to jump into the discussion
at any time. It frustrates me to follow turn-
taking behaviors of White people.”

I also thought that I could easily remedy
the monoperspectiveness of my courses by
adding into my syllabus works about people of
color, women, the aged, the differently abled,
homosexuals and other traditionally excluded
groups. However, what I ended up with were
courses that relegated these groups to the
"other" category, permanent victims of
mainstream culture, deprived and incomplete.
Without realizing it, I had designed my courses
based on the victimization approach, the same
victimization approach that governs much of
society's attempts to solve many of its social
problems. How many interventions are
targeted for students of color to adjust to, feel
comfortable in, fit into predominantly White
campuses? Yet study after study suggests that
the difficulties students of color encounter lie
with the uncomfortable environment created by
members of the dominant group. Still, so many
of our interventions are designed to produce
changes in the victims, not the victimizers.

Both in and out of the classroom we continue
to use formulas that interpret the lives of
people traditionally excluded from the canon
based upon a universal norm that has little to
do with the reality of history and people's
experiences. How different, for example, a



course describing the experiences of Chicanos
and the media would be had [ begun with E[
Semanario and La Voz (two Colorado bilingual
newspapers) rather than The Denver Post.
How differently students might read African
American identity if they were to use Zora
Neale Hurston's definition: "But I am not
tragically colored. There is no great sorrow
damned up in my soul, nor lurking behind my
eyes. I do not mind at all. I do not belong to the
sobbing school of Negrohood who hold that
nature somehow has given them a lowdown
dirty deal and whose feelings are hurt about it.
Even in the helter-skelter skirmish that is my
life, I have seen that the world is to the strong
regardless of a little pigmentation more or less.
No, I do not weep at the world —I am too busy
sharpening my oyster knife.”

As I moved away from interpreting these
groups from the eyes and experiences of the
dominant group, I became more conscious of
recreating courses based on studying people on
their own terms. When I began to study people
on their own terms, I found out that I had to
discard many of the theories and concepts that
never took into consideration the people they
seek to embrace today. For the first time, I was
taking a critical look at the realities of power
and oppression that are embedded in the
history and development of my field. This
meant often beginning from ground zero,
building from the bottom up.

I also found out that in spite of my years of
education, I did not escape learning and
believing stereotypes and biases that undergird
people with different sexual preferences,
people who are differently abled, and people
whose color is different from my own. For me,
challenging these stereotypes became the first
step in the embrace of diversity.

Although I could very easily point to overt
oppressive and discriminatory behaviors from
members of my cwn group, I failed to see the
overriding covert behaviors that had become so
much a part of me. Once I became conscious of
my covert oppressive behaviors, | had to be
prepared to deal with my denial, frustration,
anger, hurt, and guilt. Thus, heightening my
sensitivity to my unconscious and inadvertent
behaviors was an essential second step in the
embrace of diversity.

Needless to say, change was not easy. I
went through a period of hanging on to the old
and familiar. I was defensive, rigid and, at
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times, visibly angry. But as I went through this
process, I learned several valuable lessons. To
change the pedagogy and curricula to reflect
diversity and inclusion, I had to begin with me.
I had to be willing to be open, receptive and
ready to unlearn whatever residual oppressive
attitudes I held that would prevent me from
helping students to be less racist, more open to
difference, and generally less oppressive to
others, Diversity is not just teaching anti-
oppressiveness, appreciation and tolerance of
other cultures, it is intellectual rigor that
stands the assumptions inherent in the social
and behavioral science disciplines on their
head. I also learned that I had to place equal
value on changing content and pedagogy to
reflect diversity and inclusion. To do this, I
had to abandon the solitary pursuit of
teaching, come out of the closet and
acknowledge my pedagogical shortcomings, and
ask my colleagues for critical and honest
feedback.

What implications did this transformation
have on my teaching and on student learning in
general? Fundamentally, I learned to have a
greater appreciation for and legitimization of
the unlearning process. Since I was aware of my
change, | was able to better understand what
students go through to change. When students
begin to look at old things in a different light
(as I did), their old world often becomes
shattered. For some, the transition is easy. For
others, it is painful and difficult. This made
me build into my courses flexibility and support
by facilitating, through classroom work,
student-to-student contact, enabling group
building and at times including the Cross-
cultural Consultation Team (CCT) from
Counseling and Career Services: A
Multicultural Center.

The transformation also changed my
philosophy of teaching. I moved from a
teacher- to a student-centered classroom. This
change had a profound effect on my students.
Essentially they became more responsible for
their learning, more creative and productive.
Students question, debate, interact and disagree
more than in the traditional teacher-centered
classroom. They also learned how to listen.
However, the most difficult adjustment is the
unpredictability of classroom dynamics and the
fact that I became more vulnerable. Giving
students power means that they will use it. I
never know when they will use it, or how they



will use it. Especially when they will
challenge me or each other.

Although I had devised clear ways of
measuring learning, I discovered that students
experienced significant personal learnings. 1
wanted to understand these leanings as well as
to help students assess their own learnings. I
found that using a journal was decisively
helpful in tracking these serendipitous
learnings. The following are a few additional
examples that can work in any classroom that
deals with the issues of change and unlearning,.

1. Openness and Confidentiality
Students learn in relationship. The
classroom atmosphere, the mode of
instruction, the relationship between
students in the class, and between the
teacher and the students all impact
learning. After introductions, [ discuss my
philosophy of teaching and learning and
why the course they are taking is
important. The next step is working with
the students on the classroom atmosphere
by setting the ground rules. We usually
acknowledge that in a classroom where
diversity is celebrated, self-disclosure is
often a part of the unlearning process. In
such a classroom, listening and respecting
each other's position become critical.
Students then agree to respect and keep
confidential personal materials that are
shared. I also make it clear that at no time
will their grades be affected by their
disclosure. For instance, in my "Ethnic
Notions" and "Mass Communication and
Public Opinion" classes, many White
students are often vehemently opposed to
Affirmative Action, and their opposition
can be quite passionate. Students in an
unlearning environment must feel totally
comfortable to raise issues such as
Affirmative Action without fear of
punitive measures from the teacher.

2. Teacher Candidness
In a classroom community that supports the
acceptance of diversity the teacher is not a
bystander. Just as students are asked to
self-disclose, teachers also must recognize
that they need to operate from a high
degree of candidness. For example, when I
ask students to talk about the stereotypes
they hold about people different from

28

themselves, I also talk about my own
stereotypes and how they were developed.

Dispelling Myths

Students arrive in my classroom with
elaborate maps about the nature of reality,
themselves, and others. In my "Ethnic
Notions" and "Mass Communication and
Public Opinion" classes, I ask students what
issues they feel are important to African
Americans, Asians, Latinos, and Native
peoples. I then ask how they arrived at
these issues. Most of the time, it is through
the mainstream press. I then give them an
assignment to find out from people of these
particular groups what issues concern them
and how they view those issues. Students
use a number of strategies to identify
members of these groups ranging from
student groups on campus to local Boulder
and Denver community organizations. I
also assign them to read various ethnic
newspapers produced by members of these
groups. For example, I distribute copies of
the New York Amsterdam News (an
African American newspaper) of which I
periodically collect back issues from
Norlin. Students are asked to read the
entire issue and report on how African
Americans from New York City define
their local and national concerns and to
compare the views in the press with those
arrived at in class. This is probably one of
the most shocking and eye-opening
assignments for many White students.
They begin to see African Americans for the
first time as complex, multidimensional
human beings. Typical responses are: 'l
never thought sports would get such low
coverage in a Black newspaper.” "There is
much more emphasis on political
empowerment and education than in the
regular newspapers.” “Until I read this
paper I thought Jesse Jackson was the only
Black leader in the country." "I felt good
about reading a paper that had a clear
position and ideology." "I noticed more ads
for hair and hair salons than other
products.” The last comment has almost
become predictable. I frequently follow
this up with the video "Hairpiece: A Film
for Nappy Headed People," and a
discussion on Black hair as culture, the
historical context associated with



developing Black female personhood, the
concept of Europeanized beauty, and how
this has affected both Black and White
female self-identity.

The Awareness Assessment

During the first week of class, I give
students an awareness assignment. In this
assignment, students are asked:

1. What is your ethnic background and
gender?

2. What has it meant to belong to your
ethnic/gender group?

3. Where did you grow up and what
other ethnic groups resided there?

4. What was your first experience of
feeling different?

5. What are your earliest images of race
or color/people with different
abilities/people of different sexual
orientations?

6. What advantages/disadvantages
may be associated with belonging to
your ethnic group/particular
gender/sexual orientation?

7. What were your concerns and feelings
while answering these questions?

I use this assignment in a number of ways.
First, it helps to flesh out some of the course
by allowing me to personalize the content
each semester. This gives me the option of
adding or deleting some readings. Second,
this assignment aided in stimulating
discussions and is a meaningful tool for me
in evaluating the individual student's
reality. The latter helps me to initiate
discussion during my office hours among
students who may be too apprehensive to be
open in class. Finally, I have also used the
assignment to call on the CCT for advice
when I identify a problem beyond my
expertise.

Defining Terminology

Hispanic, Latino, Mexican American,
Chicano, Puerto Rican, Cuban, Black,
African American, queer, underdeveloped,
Third World—what we call ourselves and
what others call us and the gap between
the two are critical issues. Language is
culture and beyond what some may
mistakenly label as political correctness,
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there is debate in many communities
regarding terms that particular groups had
no say in creating about themselves or in
defining their experiences. It should be no
surprise to any of us that if Indians wrote
the history of Columbus in the Americas,
the word "discover” would never have
made it in. Since language, like culture, is
continually evolving, it is important to
raise these issues in class because language
tells us a lot about ourselves and people we
seek to know.

I handle the terminology issue in three
ways. First, I begin by clarifying or
establishing semantic parameters so as not
to impose judgments. For example, the term
"minority” is variously interpreted as a
euphemism referring specifically to Asians,
African Americans, Latinos, and Native
peoples. Idiscuss why it is currently seen
by many as an oppressive term that
connotes dissmpoweredness and poverty.
Since the term "minority" imposes a
hierarchical standard and value judgment,
such usage is best reserved for quantifiable
and verifiable statistics. Terminology such
as "people of color" on the other hand,
acknowledges racial or ethnic heritage
independent of value-laden language. A
similar argument could be used for the term
"Third World," a value-ladened ranking
that relegates most societies of Africa,
Latin America, and Asia to a lower status
than the more economically advanced
societies. Likewise, the term "handicap,”
historically connected with a cap-in-hand
begging image, refers to the consequences of
society's prejudices and barriers and not to a
person's disABILITY.

Second, I discuss language that oppressed
groups have reclaimed and redefined (the
word "queer” is a good example here).
Language can also be reclaimed and
redefined by members of the dominant
culture. When the Kappa Sigma fraternity
at Colorado College (CC) wanted to pledge
their first African American student in
1968, the national body was in an uproar.
So much so that former Senator John Tower
and Vice President of the National
Chapter paid the CC chapter a visit. In an
effort to demean the action of the CC



chapter, they were subsequently labeled
the "Negroid" chapter. In response, the
members of the chapter reclaimed the word
and some twenty-five years later still call
themselves the "Groids."

Finally, I raise terms that many of the
undergraduates are exposed to from the
popular culture of particular groups. For
example, one cannot view a Spike Lee film
or listen to a particular genre of rap music
without hearing the word "nigger." I find
students' understanding of the word is based
on two concepts: "White people don't call
Black people nigger” or "Blacks like
calling each other that." In this case, it is
important to point out to students the
historical development of words. I discuss
the word from the original corruption of
negra (Spanish for black), to its usage as a
racial slur and means of demeaning people
without human status, to its contemporary
redefinition among many African
Americans. To understand the word
"nigger" from a contemporary African
American viewpoint, I discuss how the
situation, tone, gender, class and age play
into the definition. In this way, the word
can be used selectively as a term of
endearment, in humor, a greeting,
identifying a close buddy, to illustrate a
point, stopping in-group stereotypic
behaviors, as fighting words, to move
Black people to "Blackness” (as the
liberation poets did in the 60's and 70's), or
as some female students in a Denver high
school recently explained to me, "a nigger
could also be a male ho." Although the
word has various definitions among many
members of the African American
community, it still symbolizes hundreds of
years of anti-African racism and cultural
repression.

Assumption of Homogeneity

Letting go of ethnocentrism is hard;
fighting against negative stereotypes is
even harder. But embedded in these
preconceptions of individuals and groups, is
a deeper and more subtle problem: the view
that people with different sexual
orientations, the differently abled, African
Americans, Latinos, Asians and Native
peoples are homogeneous. For example,

30

gays and lesbians are often depicted as
united in a common culture with sexual
practice being the only defining
characteristic. Despite same-sex
attraction, there are many
homosexualities. To get students to move
from a one-dimensional, homogeneous
approach, we begin to discuss diversity
among White heterosexuals, since this is
the dominant group in my class. Particular
attention is paid to class differences among
Whites. Once students begin to see their
differences, they can then begin to focus on
other people. Ialso use the videos
"Lifetime Companions" and "Paris Is
Burning" to talk about heterogeneity among
gays. After viewing the videos, I devise
several themes on difference (e.g., the
concept of the nuclear family vis-a-vis the
family structure depicted in "Paris Is
Burning”) and ask students to write on one of
the themes.

Along the same lines, it is important to
dispel the homogeneity myths that are
embedded in students’ heads or not to foster
further homogenization when using a guest
speaker who is different from the dominant
group. For example, I often find my students
believing that their one Indian friend
means that they know all Indians and can
speak on behalf of the group, or because
they went to school in El Paso, they know
all Latinos, or their one trip to Jamaica
means they know all Caribbean people. I
point out clearly that our Puerto Rican
lesbian writer guest speaker simply means
that they know her experiences and not all
Latina lesbian writers.

Service Learning

Students' relationships with people both in
and outside of the classroom impact
learning. Getting students involved with
organizations and groups they have had
little contact with is critical to diversity
and inclusion. [ built into my "Ethnic
Notions" class a three-hour weekly service
learning component that is worth 15 percent
of the final grade. I selected the site(s),
met with the staff, discussed their needs,
the students' needs, the evaluation form
that will be used by the staff to assess
student learning, and the organization’s



operating procedures. The staff conducts an
orientation for the entire class on-site. I
monitor their work through monthly phone
calls to their supervisors and by spending
the first 10 minutes of each class discussing
their previous week's service. This helps
to illuminate the positive learning
experience, the links back to the classroom,
to identify problems, and to offer
alternative solutions. Service has also
helped me to get students involved with
other units on campus. For example, I have
referred students to the Bueno Center when
they are assigned to help tutor a bilingual
child. The impact of service learning on
the students' development has been
tremendous. Students have changed their
majors, they have been able to better
connect the theoretical foundations in the
classroom with first-hand experience, and
they have also begun to understand their
role as Whites in a pluralistic nation. The
most profound learning is the dismantling
of the assumptions they bring into a
grassroots organization simply because
they are White or students at a major state
university. By mid-semester, they come to
understand that winning loyalty is a
matter of commitment and their willingness
to listen.

Individualized Change

Once students' awareness has been raised
and they begin to recognize how power,
privilege and oppression in American
society impacts upon them and others, they
become inundated by this new knowledge.
When this happens, students either feel
the need to use their new knowledge
cornstructively or they feel powerless.
During the last two classes, students work
towards change by developing an
individualized anti-oppressive plan. To
assist them in developing their plan, we
begin by discussing the kind of world they
would like to live in. This is followed by
situations they have previously
encountered in which oppressive attitudes
and behaviors were exhibited. We list the
kinds of statements they have heard and
then discuss how they would now behave
with their new knowledge, the kinds of
responses they could possibly make and the

31

risks they would face in becoming agents of
social change.

I would not want you to think that success in
diversity and inclusion depends only on a
certain "kind of faculty” or only in "certain
kinds of courses." Similarly, I would not
want you to feel guilty for not shaping your
courses to become more inclusive and
diverse. When we concentrate on the guiit,
we become immobile. In reality we are all
for diversity and inclusion for some very
straightforward and self-interested
reasons. Yet only with a vision of what
this could mean to students, coupled with
the courage of faculty to make intellectual
and pedagogical changes, are we going to
have a chance of making it happen.
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