EDITOR’S NOTE

his is Lhe second of a two-
part issue on the theme,
"Education  for  Unity
Within a Diverse Commu-
nilty: New Roles, New Relation-
ships, New Responsibilities.” The
arlicles in Part I dealt with concep-
tudl issues, while in these papers,
pedagopical and curricular innova-
lions are presented. Both volumes
were comprised  from presenla-
tions to the Fourlh Annual Research
Symposium held in Ovtober of 1994
by the Department of Leadership
and Educational Policy Studies.
Here in Part 11, Multicultural
Education is presented as the peda-
gogical imperative of the nineties,
Each author asscrts that ‘culture’ is
an unarguably appropriale source
of educational and political vatues,
Qur own and future gencrations
then, must find their best guarantee
of individual liberty in cultural dif-
ference, or more specifically, in the
free and open space for communica-
tion between hislorically distinct
graups. A democratic political cul-
ture adequate to our limes must be
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one based in a new conception of
unity, one we can construct and
serve best by affirming diversity.
Our aulhors assume that this
primary task must be addressed by
authorities in higher educalion—in-
cluding professors of teacher educa-
tion. Although the programs they
present as exemplary are opposed
to the premises of traditional curric-
ula, they still see the universily as a
critical site from which to co-con-
struct with students, a revised ver-
sion of democratic pluralism. Stu-
dents well-grounded in their own
histories are strengthened lo inder-
rogate authority claims rooted in
privileged knowledge domains.
These articles make it perfectly
clear(if anyone still doubled it)that
all educational programs, along
with their preferred forms of peda-
gogy, are distinctive forms of polili-
cal argument, Even radically demo-
crabic programs are confronled with
authority issues. The programs de-
scribed  herein,  assert curricular
authorily in college  classrooms
right along with matching assign-

menisand standards for evaluation.
How shall we construcl new bases
for acts of educational authority
without impasing cagnitive, and ul-
timately political, compliance? An-
swering that such acts may be
shared with students does nol
evade the question.

Inreply, our contributors sound
an old theme in the tradilon of
American educational reform. They
recast classroom authority relations,
demonstrating that before educa-
lors can work toward a more demo-
cratic culture, school relations them-
selves must be transformed. Thus
we see in their impassioned work
and thought, a distinctively Ameri-
can combination of political, practi-
cal, and reformist argumenis. I{
theirs is{as | have implied)a para-
doxical hope, it is equally one legiti-
mated in the perennial American
struggle to change society through
school reform, The hope is a species
of faith, i.e. that Americans can edu-
cale themselves into new forms of
democratic community.

November 1995

Thresholds in Education




Including African-American Values in Educational
Discourse: Toward a Multicultural Public

Philosophy

Introduction

elf reflectivily is central to

genuine liberation. No so-

called objeclive social analy-

sis has ever delivercd on its
claim to provide predictive knowl-
edge of social life. Ongoing reflec-
live cognition and liberalion by
those struggling for emancipation
must become the renter of any
transformative analysis of society.
Liberation from the lived contradic-
tions and deminative relations that
mark society in the Uniled States
today. requires  sclf-conscious
agents who understand dialecti-
cally the conditions in which they
find themselves embedded. Only
critical self reflection can discern
and uncover the ideological distor-
tions that ratify undemocratic con-
ditions. This kind of cognitive dis-
tance, called for by Critical Theory,
has rarely been tried in America,
cven by those struggling toward lib-
eration. Instrad, we see oversimpli-
fied versions of oppression,

There has been no more dilfi-
cull, or perhaps wrongheaded, task
in American inkellectual history
than to give a really ‘unbiased” sin-
gle account of the historical experi-
ence and slruggles of African-
Americans. Such analysts, whether
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black or while, are always and al-
ready shaped by natural biases aris-
ing from their own idiosyncratic lo-
cation and experience in the social
order. Some analysts have sug-
gested giving up all claims to objec-
tivity and have declared themselves
on the side of hunest, it unreflective,
protest. Yet in a democratic envi-
rotunenl, particularly in academic
scllings, this is not the mostappro-
priate route to take. This kind of
protest as the final word is a stopper
to fruitful conversation and there-
fore to change.

The rich variely of liberating so-
cial analyses at our disposal should
not be cast aside in favor of simplis-
tic ‘honest’ representations of social
crimes against African-Americans.
These methods must be retained if
we are to achicve critical distance
from the condilions we face.
Through them, we can sustain our
quest for a more complex honesty
which can then lead us to change.

In this analysis therefore, [ shall
proceed in twa main directions.
First, 1 shall discuss the develop-
ment of African-American values
and their impact on African- Ameri-
can attitudes toward education. By
values here, | mean mental attitudes
or abstract ideals by which lo judge
whether certain kinds of behavior
are acceplable or unacceplable. 1lis
by these values that the individual's
ideal modes of conduc! are direcled

toward the attainment uf life goals.
Secend, 1 shall recommend the di-
rection we should take in order 1o
create a more harmonious commu-
nity. Appropriating themes from
Walter Lippmann, Targue that what
we need is a new public philosophy
which includes the perspectives of
diverse communilics.

This analysis is rooted in my
own social environment, an cnvi-
ronment which arises from my exis-
tenlial situation as it is conditioned
by the avademic environmeni in
which | work. This approach, 1 be-
lieve, is appropriale to the subjecl
maller [ intend to explore,

The Shaping of
African-American
Educational Values

By referring to African-Ameri-
can values, I do not intend 1o imply
that African-Americans constitute o
homogeneous community with a
defined set of values. They arc as
heterogeneous as any other proup
of people. My point here is to iden-
tify some of the defining aspects of
American black experience and
show how different communitics
have adjusted to these situations.
Thus my reference to “African-
American” refers to people with
similar historical experiences rather
than to a people with a unified set of
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values. Acknowledging that indi-
viduals respond to the same situ-
ation in different ways, it is impor-
tant first to investigate the condi-
tions being responded to instead of
seeking the full range of specific re-
sponses.

Every representation of reality,
whether social or theoretical, arises
from a particular social context,
Whatever one presently perceives
as reality already depends on intui-
tions of truth long since informed by
physical and social upbringing and
surroundings. So, although culture
is learned, it cannot be changed
merely through increased intellec-
tual understanding.

.
The African-
American family,
so disrupted under
slavery, developed
its values under
particularly
inhumane
conditions. These
were also
nonpublic
conditions.

When African-American slaves
were excluded from formal educa-
tion, when it was a crime punishable
by lynching for a slave to learn to
read, and when later, though no
longer a crime for the descendants
of the slaves to read and write, they
were still excluded from the schools;
African Americans sought to estab-
lish their own schools. Sometimes
they had the assistance of philan-
thropic organizations or religious
groups such as the Quakers. Usu-
ally, they had only hostility from
white society.

The domestic conditions of
black Americans discouraged even
informal education. The African-
American family, so disrupted un-
der slavery, developed its values
under particularly inhumane condi-
tions. These were also nonpublic
conditions.

This history of tragedy and in-
justice is also a history of the conse-
quences of uprecotedness. Slaves
were a collection of distinct peoples
uprooted from their cultures and
environments and transplanted to a
different and hostile cultural envi-
ronment. As W. E. B, DuBois de-
scribed it in The Souls of Black Folk:

After the Egyptian and In-
dian, The Greek and Ro-
man, the Teuton and Mon-
golian, the Negro is a sort
of seventh son, born with
a veil, and gifted with sec-
ond sight in this American
world, —a world which
yields him no true self-
consciousness, but only
lets him see himself
through the revelation of
the other world. Itis a pe-
culiar sensation, this dou-
ble-consciousness, this
sense of always looking at
one’s self through the eyes
of others, of measuring
one’s soul by the tape of a
world that looks on in
amused contempt and
pity. One ever feels his
two-ness, —an American,
a Negro; two souls, two
thoughts, two unrecon-
ciled strivings; two war-
ring ideals in one dark
body, whose dogged
strength alone keeps it
from being torn asunder.
(DuBois, 1953,16-17)

Here DuBois describes the
strong sense of the inner estrange-
ment and societal alienation that the
African-American encounters. It is
not possible to attain self-integra-
tion in such an environment. Again,

DuBois’s powerful description has
never been surpassed:

The history of the Ameri-
can Negro is a history of
this strife— this longing to
attain self-conscious man-
hood, to merge his double
self into a better and a
truer self. In this merging
he wishes neither of the
older selves to be lost ...
He simply wishes to make
it possible for a man to be
both Negro and an Ameri-
can, without being cursed
and spit upon by his fel-
lows, without having the
doors of epportunity
closed roughly in his face.

(p-17)

Such a conscicusness is one of
protest — protest against mental and
physical enslavement and discrimi-
nation. No people, however, can
exist solely by protest; they must act.
But to act in a situation in which
they have no control may be impos-
sible and will certainly be danger-
ous. Even under the conditions of
this cruel double bind, identifiable
African-American cultural values
have been forged over the years.
Among them are:

1) Racial thinking. This natu-
rally developed as a defense mecha-
nism and it presents blacks with a
dilemma. One may believe in indi-
vidual self-reliance and racial equal-
ity but one is constantly challenged
tojustify one’s position as a member
of aracial group. Racial thinking as
a counter to racism has led to the
contemporary expressions of black-
nationalism called “Afrocentri-
cism.”

2) Conceptions of social and
economic justice. The African-
American community has devel-
oped a strong sense of justice —jus-
tice as self-affirmation and as the
acknowledgment of ene’s humanity
and the humanity of others, Justice
is understood largely as keeping the
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doors of opportunity open in the
economic and political spheres.

3) Commitment to community.
Against the oppressive structures of
society, communal bonding has
been a source of security. One can
perceive in the black community a
pervasive sense of community {per-
haps one of the vestiges of their Af-
rican past).

4} Passion for religion. African
people in America turned to the
God of their oppressors for deliver-
ance. In time, an appropriated
Christian tradition became the
dominant force in African-Ameri-
can spirituality, as well as in social
and political erganization.

These values have tended to
form a culture within a culture, a
political culture hidden from the
public square. The dorminant white
class in this country, which controls
the political, economic, and indus-
trial resources of the nation, remains
blind to or subordinates the values
of minority groups.

When a minority group, draw-
ing from its own experience and val-
ues, can criticize the false claims
about its inferiority and identify the
objective grounds of its exclusion,
its members have a solid basis for
protest. These protests however,
are taken by the majority as being
merely disruptive of an acceptable
social order. Since a people (as we
have seen) cannot survive on pro-
test alone, an uneasy compromise
will be attempted in terms of its
hard won values. As in any one-
sided agreement, the side with less
power inevitably loses ground to
the one in power. Thus, compro-
mise is often correctly viewed by the
minority greup members as an im-
posed abdication of its deepest be-
liefs. The result can be cynicism or
despair.

Cultural Literacy as a
New Public
Philosophy

Out of this dilemma, African-
American communities have devel-
oped two distinct value systems,
along with their respective concep-
tions of leadership. Those who re-
spond with rage and protest call
themselves “separatists.” They ad-
vocate a rejection of mainstream
America as the only way to over-
come black cultural and economic
subjugation. Among other things,
this group advocates African-cen-
tered rather than European-cen-
tered education,

There are those on the other
hand who argue that, to paraphrase
Rodney King, “We are all stuck here
together and we must find a way to
get along.” They hold out for inter-
racial solutions to the destructive
problems facing black people, in-
deed all people, in America today.
From this perspective, 1 intend to
argue for an educationally based
public philosophy,

I believe that fruitful interracial
dialogue is possible and that a cen-
tral agency for this dialogue is to be
found in our educational system.
The basic route to fruitful dialogue
is what Professor Jeanne Chall calls
“world knowledge” and Professor
E.D. Hirsch calls “culturat literacy”
(Hirsch, 1987). Professor Cornel
West perhaps best captures what
I'm talking about in his call for “the
politics of conversion” (West, 1993).

When I use the term cultural
literacy, 1 mean something that
goes beyond a mere emphasis on
“skills” and which includes Hirsch's
“network of information that all
competent readers possess.” The
culturally literate person must co-
possess, with other citizens, a back-
ground of information that makes it
possible to read, listen, and commu-
nicate with others and to grasp the
implications of the social debates
which bear on his or her interests.

Achieving high cultural literacy is a
necessary condition for open and
public interracial dialogue.

The key to creating such a com-
municative society is, of course, to
change the political culture of mem-
bers of the society. This seems al-
most an impossible task. How do
you change relations between hu-
man beings entrenched in unequal
class and racial relations? Human
minds and hearts are not machines
with replaceable parts. The charac-
ter of individuals in a community
are formed through habitual re-
sponses to the perceived social envi-
ronment. Broad response patterns
are expressed individually in the di-
verse persons who constitute the so-
ciety.

The call for cultural literacy
which [ support comes down to an
educational recommendation
which is equally and inherently also
a call for a new public philosophy.
We arc already in the process of
evolving such a new public philoso-
phy although we may notcall it that.
It is designated by various names.
Some call it “multiculturalism;” oth-
ers use the disdainful term, “politi-
cal correctness.” Icallit “intercultu-
ral dialogue.”

Appropriating Walter
Lippmann

In his, The Public Philosopity,
Walter Lippmann called in the
1930s for a renewal of a public phi-
losaphy which, even by his time,
had all but disappeared. He comes
down to arguing that all citizens
have an equal moral right to make
representation of their interests and
values in the public square. Some
would argue that America has
never really had such a philosophy
in the first place. Lippmann knew
that the confidence in a democratic
public philosophy could not be re-
newed by exhortation, no matter
how eloquent, or by pointing to the
“enormity of the present danger.”
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He was not claiming that unless we
renew something called the public
philosophy (assuming that we
could agree on one), this society
would surely disintegrate. He ar-
gued only that, given our educa-
tional and political aspirations, we
had a chance.

Religious or
spiritual values
however are not

irrelevant. We
must perhaps
learn to be
religious humanly
rather than human
religiously. To be
human religiously
is to have the
inclination to
impose one’s
religious beliefs
and values on an
unwilling society.
On the other hand,
to be religious
humanly is to
have deep respect
for other people’s
traditions.

Secondly, according to
Lippmann, we cannot renew the
public philosophy by “lamentations
about the glory and the grandeur
that are past.” In addition to
Lippmann’s two disclaimers, I shall
add a third. The restoration of the
public philosophy cannot occur
through moral preaching or reintro-
ducing religious indoctrination into
our public and political institutions,
as some conservative politicians

suggest. | stress indoctrination here
in view of the recognition that there
is such religious and ideological di-
versity ameng citizens that any ap-
peal to religious fundamentalism
would be dangerous to a public phi-
losophy. Religion, taken as the basis
ot culture, can be destructive to the
very foundation of a democratic cul-
ture.

Religious or spiritual values,
however, are not irrelevant. We
must perhaps, learn 1o be religious
humanly rather than human relig-
iously. To be human religiously is
to have the inclination to impose
one’s religious beliefs and values on
an unwilling society. On the other
hand, to be religious humanly is to
have deep respect for other people’s
traditions. Men and women today
have “low capacity to believe in the
invisible, the intangible, and the im-
ponderable.” We resent any im-
posed precepts which might restrict
cour private interests and desires.
Clearly, the public philosophy of a
free and democratic society cannot
be restored by fiat. As Lippmann
puts it:

To come to grips with the
unbelief which underlies
the condition of anomy,
we must find a way to re-
establish confidence in the
validity of public stand-
ards. We must renew the
convictions from which
our political morality
springs.

Such public standards today
must include feminist thought.
Feminist arguments have been part
of public debate in the United States
as far back as 1775 when, during the
American Revolution, proposals
were made to grant women full citi-
zenship. The proposals did not be-
come part of the American Consti-
tution. Over 200 years later, we are
still faced with the subordination of
women. A reconstructed public
philosophy must endeavor to advo-
cate for a moral equality that in-

cludes men, women and children.
Insofar as the ultimate goal of femi-
nism is to enhance the well-being of
all human persons, it can play an
important role in formulating the
new public philosophy.

The restoration of
the public
philosophy cannot
occur through
moral preaching
or reintroducing
religious
indoctrination
into our public
and political
institutions, as
some conservative
politicians suggest.

The Role of the School

A new public educational phi-
losophy must be pursued through
interracial and intercultural as well
as intergender dialogue. The first
and primary condition for such a
dialogue is the acceptance of the
pluralistic nature of our society.
This necessarily means that truth
must be deabsolutized. All human
cultures are in the pursuit of truth.
In public discourse, all truths are
local and self-regarding. Principles
are, in part, rationalizations of some
specific interest. My own spexific
interest, as I see it, is to call for inter-
racial and intergender dialogue
through educational programs
aimed toward a widely shared cul-
tural literacy, Truth claims, under-
stood as local and specific, cannot be
presented in the public arena as ab-
solutes nor, therefore, as exclusive
or universal. No fixed public criteria
for policy can be imposed on the
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general populace “beyond that
which the preponderant mass of
volers, consumers, readers, and lis-
teners happen at the moment to he
supposed to want.”

Fruitful dialogue can take place
when citizens are educated to inter-
prel and (o be open lo truth claims
asrelative to rultural context. Public
dialogue, therefore, cannot begin in
a general discussion of assumed
universal meanings regarding hu-
man life and how it cught to be
lived. Every cultural group begins
that discussion from its own per-
spective and for its own communi-
ties. What then is there left to talk
aboult in the public arena?

The following are some essen-
Lial insights of a cultural literacy ap-
proach through which schools can
prepare studenls for their roles as
citizen/ speakers on public issues:
¢ Dialogue is often a messy and

confusing learning process.

We all need permission to

learn from our own mislakes

and from the mistakes of oth-
ers. A major public virlue is
tolerance for ambiguity.

# Inlerracial dialogue is crucial
lo the future of the nation. Dia-
logue is a learning process
that must be nurtured within
as well as across cullural and
racial groups. Teachers can
guarantee safe and responsive
space within which to explare
and articulate experiences and
value systems.

e  The moral equality of all per-
sons must be respected. Minor-
ity members especially must
be assured that they will be
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ireated as persons who belong
as equals in every aspect of
their humanity. All must feel
safe enough to confront per-
ceived instances of insincerity,
dishanesty, ar mistrust in serv-
ice of a favorahle environment
for dialogue.

¢ The norms of inquiry and de-
bate will be consistently ap-
plied and publicly slaled to all
speakers. The contributions of
individuals will nol be based
on selected surface cultural
ideals or styles, nor on the ex-
tent to which an individual dif-
fers from the perceived ideals
of his or her cultural, racial, or

gender group.

Conclusion

Human behavior can only ap-
proximate the ideals of any commu-
nity. A mullicullurally based cul-
tural literacy approach is not about
imposing new orthodoxies. Honest
dialogue demands that we must
compare vur ideals to other people’s
ideals, and our practices with other-
practices. We may then recognize
thal we are claser in our deeper
commilments than we could ever
have conceived.

Taken together, the above lisled
fealures of this version of cultural
literacy could provide a spring-
board for a new public philosophy.
The core values of genuine multicul-
tural education are: (1) appreciation
of cultural diversity, (2} recognition
that we have responsibility toward
the world community, (3) reverence
for our rich culturat and natural en-

Hirsch, E. D, Jr. (1987). Cultural Lit-
eracy. New York: Vintage
Books.

vironments, and (4) appreciation of
gender differences. These four core
values are, 1 believe, fundamendtal
political values as well. They are
grounded on multiple, historical
perspectives which  could  help
strengthen the cultural conscious-
ness of all ethnic groups through
intelligent intercultural contact.

Multicultural education, so con-
ceived, affirms a contextual ap-
proach which gives the awareness
thal, as humans, we are dependenl
on our social, natural, and cultural
cenvironments and that ourenviron-
ments in turn are dependent on and
are shaped by vur actions and rela-
tions.  This might imrease our
awarceness of lhe shared stakes in
the ecologival crisis and spur us on
to develop mutual norms for the
care of our nalural environment.
Thus, African-American  spiritual
values, racial cvonsciousness, and
concepls ol community may be pub-
licly integrated with the values of
the wider American saciely. We
may yel conslitlute an integrated
cognitive and value system capable
of revolutionizing ovur educational
system and our public life.

Such an integrated public and
educational philosophy is, at ils cen-
ter, a quest for justice. The funda-
mental principle of justice is the rec-
ognition of a person as a historical
subject and not as a thing or an ob-
jecl. To see each other as persons, we
must be engaged incommunication.
Interracial/ intercultural dialoguc
will enable our human communily
to attain some kind of overarching
and yel pluralistic unity —a unily in
our affirmed and appreciated diver-
sity.
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Meeting the Challenge of Educating for Unity:
Multicultural Teacher Education at East Carolina

University

Introduction

t least since the 18th cen-
tury, the peoples of the
Earth have been part of an
increasingly interdepend-
ent and interactive social\ economic
system. This presents a stark para-
dox. While the exponential growth
of technology in communication
and transportation in our own cen-
tury has only made that interde-
pendence more obvious, the same
period of history is a catalogue of
condlict and violence. Modern his-
tory has become a documentation of
ethnocentrism, intolerance, bigotry,
and war. In spite of human interde-
pendence, peace between groups
will have no chance until we de-
velop tolerance, respect, and appre-
ciation within and among diverse
peaples.
Ours is a late-twentieth-century
world profoundly

fissured by nationality,
ethnicity, race, class, and
gender. And the only way
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to transcend those divi-
sions — to forge, for once, a
civic culture that respects
both differences and com-
monalities —is through
education that seeks to
comprehend the diversity
of human culture. Beyond
the hype and the high-
flown rhetoric is a pretty
homely truth: There is no
tolerance without re-
spect—and no respect
without knowledge.
(Gates, 1992, p. xv)

Educators of the 21st century
will bear a great responsibility for
developing a multiculturally edu-
cated global citizenry. The School of
Education at East Carolina Univer-
sity in Greenville, North Carolina
has embraced this challenge
through preparing educational
leaders, conducting research, and
delivering services to facilitate edu-
cation for unity within a diverse
community. This article will present
the four underlying commitments
that guide efforts at East North
Carolina:

® support for research into the
development of ethnocentrism
in young children;

s development of in-service
teacher education outreach
programs which address mul-
ticultural education, including
its implications for organiza-
tional change;

¢ curricular revision of preserv-
ice education to prepare new
teachers for diverse class-
rooms;

# and the construction of a
democratic justification to sup-
port multicultural education
for all.

Each of these is taken to be cen-
tral to any hope for long term suc-
cess, In what follows, we will ad-
dress each area in more detail.
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schools in Austin, Texas (Oboodiat, that the Target Picture was the first
The Need for 1992a). This study is an example of  choice of 19% of the children in this

Research on the kind of research teacher educa-  group.
Ethnocentrici[-y tors must conduct if we are to build It was the second or third choice
a knowledge base for multicultural ~ for 21% of the subjects. This indi-
The scale of violence in places  education. cates that 40% of the children ex-
like Bosnia and Somalia make the The subjects, all white children, pressed at least some preference for

prospects for intergroup harmony  were shown five color photographs  racial diversity. The responses how-
seem beyond imagining. Hopemust  of puppets. Four of the photographs  ever, also show that 60% of the sub-

be based on the assumption thateth-  contained two male and two female  jects showed no such preference for
nocentrism is not an inborn human  puppets from four distinct racial  racial diversity in playmates.

trait but a learned concept which  groups, ie., four African-American The summary of explanations
has so far proven resistant to world-  puppets, four Caucasian puppets,  for their first choice is presented in
wide efforts to seek and sustain  four Native American puppets,and  Table 2,

peace. Many authorities insist that  four Asian puppets. A fifth picture, One fifth of these Caucasian
the most promising way to over-  designated as the Target Picture  children articulated a clear reason
come intergroup animosity isto de-  (TP), showed only one puppetfrom  for preferring racial diversity
velop a common appreciation of  each of the four racial groups, con-  among playmates. An additional
cultural and racial differences (Al-  stituting the only inter-racial group  fifth said that they had developed
lahwerdi, 1977; Burns, 1981;  shown to the children. their preference for diversity di-
Carlson-Paige, 1985; Danesh, 1986; The subjects were asked torank  rectly from positive social experi-

Engelbrecht, 1987, Greiner, 1984;  the pictures according to their play  ences. This suggests that some po-
Linsell, 1973; Morris, 1977,  preferences. They then answered  tential exists to encourage PRD
Oboodiat, 1993, 1992a, 1992b;  two sets of questions designed to  through effective and systematic in-
Petrovsky, 1986; Phillips, 1988; and  elicit how they perceived similari-  struction,

Sweency, 1982). Attirst hearing, this  ties and differences among the pup- In this regard it is interesting to
may seem a contradictory sugges-  pets and to explain their prefer- note the influence of the media in
tion. How can we overcome differ-  ences. The mean of the scores from  encouraging a high positive regard
ence by emphasing differences?  both sets of questions wasusedasa  for Native American playmates. So-
Shouldn’t we seek and teach com-  measure of their preference for ra-  cial psychologists tell us that cul-
monality? The point here istoiden-  cial diversity (PRD). Scores were  tural schemata develop through a
tify difference itself as a source of  ranked as follows: 9 = Very Devel-  dual process involving both cogni-

shared richness and creativity for  oped; 6 = Developed; 3 = Less De-  tive and social learning. This study
all. Unfortunately, too many people  veloped; 0=Not Developed. Ascore  supports the belief that media and
relate to those culturally different  of 9 indicated that a child had ade-  technology can be effective tools for
from themselves only as not to be  veloped concept of racial diversity  transmitting positive cultural im-

trusted strangers. as a cultural good and an active dis-  ages and may even directly influ-

Beginning in the 1970s an in-  position to seek racially diverse  ence cognitive learning. Nonethe-
creasing number of studies were  playmates. less, we still don't know if there is a
conducted into the racial attitudes In Table 1 the subjects’ re- long-term media impact on the so-

of African-American and Caucasian  sponses to the Target Picture, (TP)  cial learning of young children. We
children. Most uncovered a sad fact; are summarized. The data indicate do know that, for their effective de-
both African-American and Cauca-

sian children associated positive be- -

havior with the color white and Table 1

Efif“}ea bel;?iwolrg;’\;.lthB;;e ;g;%r Summary_ c_)f Preferences for _the Target Picure

Brown, 1971; Munoz, 1981; Stabler, Preference for Racial Diversity
1971; and Thornton, 1978). T

One of the co-authors of this ar- Developed .
ticle conducted a study in the early Order of : |
nineties which focused on how Choice 1st 2nd 3rd © Ath 5th
young, white children respond to ‘ R
racial differences among playmates. Percent- !
The preference for racial diversity age 19 L 7 14 - i 17 43

~ Not Developed

(PRD) was assessed among 42 Cau- n=42
casian five- and six-year-old chil-
dren attending six private pre-



Table 2
Subjects’ First Choice of Puppets and Their Rationale
Type of
Picture Pl_.lEpetS ! Count % _ Rit_ionale
Impact of
television
! or
Native pro-light
1. _ American 15 36 attitude
j Pro-light,
pro-white,
or own
| i racial
2. - Caucasian 11 | 26 _preference
| Preference
[ ‘ of racial
3. Diverse I 1 19 - diversity
African l Social
4, Amer__i_(_:_an . 12 Contact
| Social
5, Asia_m I 7 Contact
n=42
velopment, cognitive schemata ample, could be involved in the cog-

need a rich multidimensional sen-
sory experience. The narrow scope
of some media messages may pre-
sent new but unrealistic stereo-
types. In this study, the children’s
responses suggest that direct con-
nections alone may have a strong
impact.

From this and other studies, it
seems clear that those who wish to
educate for unity within a diverse
community would do well to start in
early childhood and preschool pro-
grams. The United Nations and the
World Organization for Early
Childhood Education, OMEP, sup-
port this strategy (Hadjisky, 1972;
Linsell, 1973; Marion, 1983; Ogilvie,
1984; Pauling, 1986; Ringler, 1983).
Multicultural educators are urged
to combine direct experience in so-
cial learning with appropriate cog-
nitive information. Parents and
families of minority students, for ex

nitive and social learning of all stu-
dents in a program by sharing the
art, food, games, and stories of their
cultures. Thus, cultural schemata
might be strengthened as a child in-
tegrates new information and expe-
riences,

Teachers, too, however, must
have the sgkills, attitudes, and
knowledge in order to be prepared
to take advantage of such learning
opportunities. Only extensive re-
search with children can provide
the needed insights into the best
combination of approaches to de-
velop their preference for racial di-
versity in school friends and play-
mates,

Preservice
Multicultural
Education

North Carolina’s minority stu-
dent population is large and grow-
ing rapidly. Recent enrollment fig-
ures indicate that minority students
represent approximately 34% of the
student population of North Caro-
lina public schools. In contrast, ap-
proximately 85% of North Caro-
lina's public school teachers are
Caucasian. Furthermore, fewer mi-
nority college graduates than ever
are entering the field of education
(North Carolina Department of
Public Instruction, 1993). Although
accreditation guidelines require
some exposure to multicultural
education, the majority of North
Carolina’s teachers are socialized
into a culturally hegemonic, Euro-
centric curricula,

For teachers to use effec-
tively any information
that they receive about the
culture of their students,
they must understand
their own biographies and
enculturation and how
these give direction to
their thoughts and actions
regarding the educational
information that they re-
ceive. (Grant, 1991, p. 245)

Teacher education must be-
come  organizationally  flexible
enough to meet the challenge of
multiculturalism. The Model Clini-
cal Teaching Program (MCIP) at
East Carolina University, fully sup-
ported by the Board of Governors of
the North Carelina University Sys-
tem, is such an experimental initia-
tive. MCTP was originally designed
by university faculty in collabora-
tion with administrators and teach-
ers of the Pitt County Public
Schools, Their aim was to develop
more effective procedures in edu-
cating and training preservice ele-
mentary school teachers. The pro-
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gram includes a year-long public
school internship for program par-
ticipants. Its excellent progress since
its inception in 1987 earned two
prestigious awards in 1994: The Dis-
tinguished Program in Teacher
Education Award from the Associa-
tion of Teacher Educators, and the
Exemplary Program in Teacher
Education Award from the National
Education Association. The c¢ollabo-
rative design is uniquely responsive
to the current needs of students and
teachers. Open two-way communi-
cation among all constituencies has
led to a deepened commitment to
the multicultural component in the
training of MCTP participants.

A recent assessment of MCTP
program participants indicated
that, upon entry,they not only
lacked knowledge of other cul-
tures — the mean score on a 14-point
scale was 4.3—but they also knew
little about their own cultures. One
young woman with an Irish heri-
tage, for example, did not recognize
or understand the historical impli-
cations of the potato famine. Young
teachers with such a shallow appre-
ciation for their own cultural history
are unlikely to communicate inter-
est in or understanding of minority
culture students. Multiculrural edu-
cation programs for preservice
teachers must confront such dis-
torted or impoverished ethnic, cul-
tural, gender, and racial thinking.
Teacher education faculty must pro-
vide a knowledge base and new
conceptual frameworks through
which the novice educator can inter-
pret students’ perceptions of the re-
lationship between their cultural
contexts and their educational expe-
riences.

Banks (1993) has called for a
strong commitment from teacher
educators to become trained in the
domain of ethnicity and culture. He
notes that though more classroom
teachers today than ever are ex-
posed to multicultural concepts in
preservice programs, little change
can be shown to have occurred in

their subsequent classroom prac-
tice. Ogbu (1992) also emphasizes
the need to investigate the correla-
tion between educators’ level of
awareness of cultural diversity and
the learning outcomes of minority
students. According to Garcia and
Pugh (1992) prospective teachers
should continually test their knowt-
edge of and sensitivity to minority
cultural perspectives. Effective mul-
ticultural teacher education can
help teacher trainees deepen their
understanding, not only of their stu-
dents but of themselves.

At the beginning of the 1994-
1995 school year, MCTP initiated a
curriculum development project
along the lines suggested by the
above cited authors. A preliminary
assessment of student knowledge in
multiculturalism has been com-
pleted. The goal of the proposed
curriculum is to prepare the MCTP
participants to develop multicultu-
ral instructional units that can be
integrated into the North Carolina
Standard Course of Study. In other
words, multicultural education will
not be seen as an add-on to the ex-
isting curriculum, but as an infusion
into the curriculum that will en-
hance the achievement goals estab-
lished by the State of North Caro-
lina.

Making schools effective for all
students, including students of
color, is a challenge facing all educa-
tors in the United States today!
Changing demographics, including
a rapid increase in minority and
poor populations, are mirrored now
in our classrooms (Reed & Sauter,
1990; Stevens & Price, 1992). Not
only curricula, but teachers and ad-
ministrators must change if children
of all races are really going to
emerge from public schools ready to
become productive and inde-
pendent citizens.

The Institute for
Multicultural
Education and Change

Since 1991, the School of Educa-
tion at East Carolina University, in
partnership with the Z. Smith
Reynolds Foundation of Winston-
Salem, has supported an Institute
for Multicultural Education and
Change. The target population for
the Institute has been educational
leaders in eastern North Carolina.
As mentioned above, this region has
a culturally diverse population,
while the public schools have as yet
failed to effectively respond (North
Carolina State Department of Public
Instruction, 1992). This means that
the schools in the region do not yet
complement the communities they
serve,

We know that culture, along
with the structure of a school, affects
the commitment of teachers and the
achievement of students (Rosen-
holtz, 1989). Yet many teachers and
administrators remain unaware of
the subtle ways their own lim-
ited —and often tacit cultural per-
spectives—can doom many stu-
dents to failure (Erickson, 1987; Gay,
1990; Zanger, 1990).

(Dt is important for educa-
tors to realize that the edu-
cational problems of stu-
dents of color cannot be
resolved by being inter-
preted as the main cause
for students’ lack of suc-
cess. Educators must un-
derstand that they (and the
overall structures of
school and society} play a
major role in the lack of
academic success of stu-
dents of color. Until that is
understood, educational
success will escape all in-
volved. (Grant, 1991, p.
252)

McDiarmid (1991) has argued
that teachers must learn to integrate
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subject matter into their under-
standing of cultural diversity. Al-
though teacher education programs
include mandated multicultural
components in thetr curriculum, the
underlying goal has yet to be widely
implemented in the schools of east-
ern North Carolina. Zanger (1990)
concluded that only intensive staff
development can help educational
leaders to deal more effectively with
diversity.

The Institute was specifically
established to prepare regional edu-
cational leaders to design crganiza-
tional interventions to be used in
their schools.

The Institute established three
main goals for participants:

1. to develop insight into the
misidentification of differences
from the dominant culture as defi-
ciencies;

2. to acquire knowledge about
how cultural differences affect the
parents, teachers, and students in
their schools; and

3. to develop skills in reshaping
the culture of their schools.

The conceptual framework of
the Institute grew from the assump-
tion that two necessary conditions
must be met in order for multicul-
tural education to be successful;

1. educational leaders must ac-
cept professional responsibility for
understanding the cultures of their
communities, organizations, stu-
dents, and teachers; and

2. educational leaders must be
able to shape the cultures of their
ownorganizations to facilitate effec-
tive education for all students.

Bennett’'s (1990) definition of
multicultural education provided
the underlying philosophy of the In-
stitute:

Multicultural education is
an approach to teaching
and learning that is based
upon democratic values
and beliefs, and seeks to
foster cultural pluralism
with culturally diverse so-

cieties and an interdepend-
ent world. (p. 11)

It was primarily the work of
Banks (1990}, Bennett (1990), and
Ogbu (1991a, 1991b} which formed
the multicultural premises of the In-
stitute, while the work of Deal and
Peterson (1990), Schein (1985), and
Rosenholtz (1989) provided the
principles to guide organizational
change.

The design of the Institute also
incorporated the premises of adult
learning models. Participants,
therefore, were involved in experi-
ential learning activities where col-
laborative activities and participant
feedback were integral parts of In-
stitute structure and process. The
participants were given time to re-
flect and explore their reflections
with others in small groups. In
larger groups, they discussed edu-
cational issues, heard lectures, and
were assigned readings. They con-
ducted literature and material
searches in the main academic li-
brary and worked individually with
colleagues and Institute staff. The
staff directed activities to encourage
participant reflection on their per-
sonal and organizational cultures
and to link insights to action plans
through which they could impact
their schools.

Right from the implementation
phase, the Institute staff made it
clear that al! were to be involved in
a collaborative process of personal
and professional growth. Each per-
son was there to help and support
the others. They not only empha-
sized but modeled the idea that the
culture of the Institute would be
open and nonthreatening. The im-
plicit themes supporting the entire
process were growth and compe-
tence. The process of the Institute
emphasized gathering data to test
assumptions in the pursuit of valid
knowledge.

Any effort to
assist educators in
developing their
own strategies for
growth must
guarantee
complete
acceptance of
people where they
are.

Institutes like this cne are in-
creasingly used as strategies toward
constructive organizational change
in the service of multicultural edu-
cation (Argyris & Schon, 1974). The
first task is always to assure educa-
tors that the change agency is there
to help, not to place blame. Any ef-
fort to assist educators in develop-
ing their own strategies for growth
must guarantee complete accep-
tance of people where they are.
Only tiien will effective strategies
emerge from the training experi-
ence. In the case of the Institute, for-
mative evaluations have indicated
that the designed implementation
strategy has been successful.

Our experience with the Insti-
tute further suggests that relatively
compressed, intense staff develop-
ment can change attitudes, includ-
ing the need for organizational
change. Some action plans con-
structed by participants in the Insti-
tute resulted in substantive changes
in school culture and collaborative
processes.

One-time, staff-development
interventions, however, will not be
enough to effect long term change.
Fledgling change agents need pro-
tection, support and encourage-
ment from both within and outside
the school system. Sustained col-
laborative efforts between schools
of education and K-12 school sys-
tems will be needed to address the
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needs of education for unity within
a diverse community.

Rationale for
Multicultural
Education

To show that multicultural edu-
cation can be done under present
conditions is not at the same time to
prove that it should be done. For
many educators, the first three ideas
instituted at East Carolina Univer-
sity School of Education, (i.e. early
intervention against ethnocentrism,
in-service training in multicultural
education and organizational
change for teachers, and preservice
education in multicultural educa-
tion for prospective teachers) have
strong face validity. We need, nev-
ertheless, to develop a public ration-
ale that addresses not only these
commitments but also the scepti-
cism found in the broad educational
community. A comprehensive and
pragmatic rationale for multicultu-
ral education is still needed to
counter opposing views.

Still with us is the long cher-
ished myth that the public school is
the melting pot which can integrate
new citizens of the United States
into a common culture. Many,
therefore, fear that multicultural
education will spawn particularism
and “balkanize” the country
(Gough, 1993). Yet, neither the
school nor American culture has
ever been a “melting pot.” This is an
example of what the great sociolo-
gist, Robert Merton, called a
“pseudofact” {Sowell, 1986). Such
widely believed pseudofacts func-
tion to pose irresolvable pseudo-
problems in response to matters as
they have never been. No purported
melting pot is at stake.

A more recently claimed pseud-
ofact is Moffat’s (1993} charge that
multicultural education is dishonest
because impossible, antidemocratic
and therefore debasing, and a diver-
sion from teaching basic knowl-

edge. This collection of pseudofacts
not only contradicts the citizenship
goals that Thomas Jefferson and
Horace Mann held for American
public education, it ignores the fact
that multicultural educational
thought is rooted in the philosophi-
cal tradition of William James and
John Dewey (Bell & Peel, 1993).

Multicultural
educators seek
neither to placate
minorities nor to
facilitate political
correctness, but to
dedicate
themselves to
graduate students
who can become
citizens of the
world.

Theorists of critical pedagogy
counter that Moffat’s narrow per-
spective treats human beings as
empty vessels to be filled with offi-
cial knowledge —knowledge that is
often disconnected from students’
social realities (Freire, 1985;
Macede, 1993). As Perry and Fraser
(1993} put it:

Today this nation’s people
is more diverse than ever.
If there is to be democracy
in the twenty-first cen-
tury, it must be a muitira-
cial/ multicultural democ-
racy. Unless democracy is
conceptualized such that
all groups are included,
democracy loses its mean-
ing. And if a democracy
which includes all of
America’s people is to be
fostered and prefigured in
this nation’s educational

system, then multicultural
education must be at the
heart, and not on the mar-
gins, of all discussions
about education in this

country. (p. 3)

Multicultural educators seek
neither to placate minorities nor to
facilitate political correctness, but to
dedicate themselves to graduate
students who can become citizens of
the world. American students today
have a dangerously inadequate un-
derstanding of world affairs (Ra-
mey,1989). The decreasing percent-
age of high school graduates who
are fluent in a foreign language has
become an impediment to intelli-
gent political debate, to business in-
terests, and to the technological ad-
vancement of the United States. The
global telecommunication netwaork
and the exponential growth of the
processing capacity of computers
have produced a level of global
communication in business and
government that makes it ludicrous
for Americans to see themselves as

isolated individuals or cultures
(Varis, 1994).
Multicultural education for

unity within a diverse community
therefore, can assist, not only local
regions but the whole nation, in its
effort toreach agreed-upon national
and international goals:

1. to maintain a strong, vigorous
democracy;

2. to lead in the international
economy; and

3. to maintain political leader-
ship in the community of nations
(Jacobson & Conway, 1990).

Educational leaders can shape
the organizational cultures of their
schools to facilitate an environment
that educates all students for a pro-
ductive life in the 21st century (Deal
& Peterson, 1990; Schein, 1985). We
can create school cultures where
cultural and linguistic differences
are ne longer viewed as deficiencies
but as resources (Casanova, 1989;
Glazer, 1993). We can create cultur-
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ally responsive classrooms that al-
low all children to learn to their
maximum potential (Glatthorn &
Glatthorn, 1993). Though no one
strategy fits all schools (Katz &
Kahn, 1967), there are a number of
identified commmon principles.
Through the teaching /learning
process, we can seek acceptance
without the price of assimilation,
equity within an acceptance of inter-
dependence, and power with
shared responsibility (Glatthorn &
Glatthorn, 1993}). Multicultural edu-
cation is no danger to the common
culture of the United States; it can
only strengthen the unique mosaic
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Critical Pedagogy: Teaching ‘Difference’ in Race

and Gender Studies

n order to effect pedagogical

empowerment and transfor-

mation, teachers must theorize

questions of knowledge and
experience in the classroom. This is
particularly urgent in teaching fo-
cused on gender and racial differ-
ence. Tense race and gender rela-
tions among students, especially in
connection with conversations
about human rights and the inequi-
table distribution of power, can lead
classroom discussants to hardened
and polarized positions. A crucial
problem for educators, therefore, is
how besl lo integrate new knowl-
edge about these conflicts into tradi-
tional knowledge disciplines so that
cducation may truly become the
practice of liberation and inclusion,
instead of merely the practice of le-
gitimating exclusion.

Pedagogy and
Knowledge
Production

Giroux and Simon (1989) define
pedagogy as a “deliberate attempt
to influence how and what knowl-
edge and identities are produced
within and among particular sets of
social relations” (Giroux and Simon,
P- 239). Any pedagogy then, as the
art and science of teaching, is botha
professional and a political activity
which shapes student moral charac-
ter and, in turn, influences their ac-

By Janice Dawson-Threat.

Janice Dawson-Threat is currently Assistant Professor, Women's Studies,
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tions and quality of experi-
ence."When one practices peda-
gogy, one acts wilh the inteni of cre-
ating experiences that will organize
and disorganize a variety of under-
standings of our natural and social
world in particular ways" (Giroux
and Simon, p. 139).

Pedagogical norms guide all
teachers in selecting what is to be
done. Priorities determine the rela-
tive amount of time and space de-
voted to particular practices, strate-
gies, and lechniques. Included in
one’s pedagogy are preferred
means to evaluate purpose, con-
tent, teaching methods, and oul-
comes.

Pedagogy, therefore, shapes the
production and ratification of what
counts as knowledge. Informed by a
pedagogical approach, the teacher
sclects and prioritizes knowledge
domains. Onc’s pedagogy drives as-
sumptions about what counts as
knowing and, al the same lime, con-
structs teacher self understanding.

Critical Pedagogy

It is unfortunate that when con-
structing a pedagogy, many teach-
ers remain unaware of their tacit as-
sumplions and how they affect stu-
dents. For Lhis reason teachers must
become critically reflective about
their practices in order to take re-
sponsibility for them. Paulo Friere
argued in Pedagogy of the Oppressed

thal cducation represents both a
struggle for meaning and a slruggle
over power relations {Mohanty,
1993}. He sees educational settings
as battlefields “ ...where power and
politics are expressed through the
lived cultures of individuals and
groups who are situated in asym-
metrical sccial and political posi-
tions” (Mohanty,44). To bring a
crilical practice lo educational work
means to become responsibly aware
of these struggles.

Giroux and Simon define crili-
cal pedagogy as one

[which] “begins with a de-
gree of indignation, a vi-
sion of possibility, and an
uncertainty that demands
that we constantly rethink
and renew Lhe work we
have done as partof a
wider theory of schooling
[and] as a form of cullural
polilics” {Giroux and Si-
mon, p. 252).

Thus, the practice of crilical
pedagogy is lhe practice of con-
scious cultural politics and an inten-
tional construction of a political vi-
sion.

Education grounded in critical
pedagogy raises “..queslions of
how we can work for the reconstruc-
tion of social imagination in the
service of human freedom” (p. 239),
Teachers must ask anew, “Whal is
knowing? What is learning?” On
this model, we must set our teaching
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goals so that students will not
merely accept the givens but begin
to ask why things are the way they
are and how they came to be that
way.,

Critical Processing of
Knowledge

Cross-disciplinary  programs
such as women's studies, black
studies, and ethnic studies pro-
grams are based upon premises
similar to those of Giroux and Si-
mon. Such programs de not trans-
mit “knowledge-as-accumulated-
capital,” or promise an education
with exchange value in the competi-
tive world market in service of up-
ward mobility (Mohanty, 1993). In-
stead, they reformulate the whole
idea of knowledge, analyzing the
link between the historical configu-
ration ot social\epistemoclogical
forms and the way these work ini the
construction of subjectivities.

Who each of us
becomes — how we
act, what we
think, and what
stories we tell—is
rendered more
intelligible within
an
epistemological
analysis that
begins by
recognizing the
hegemony of
certain selected
histories.

Who each of us becomes —how
we act, what we think, and what

stories we tell —isrendered more in-
telligible within an epistemological
analysis that begins by recognizing
the hegemony of certain selected
histories. “The issue of subjectivity
and voice thus concerns the effort to
understand our specific locations in
the educational process and in the
institutions through which we are
constituted” (Mcohanty, p. 44).

According to Mohanty,
women’'s studies, black studies, and
ethnic studies are fields developed
specifically to explore the questions
of difference. Here, historically si-
lenced students may find a place
where they can resist incorporation
and apprepriation through con-
structions of new knowledge
(Belenky, 1986).

By uncritically privileging an
official knowledge base, critical
teachers risk losing their opposi-
tional position. The consequences
may be teacher accommodation and
assimilation. Thus, the teacher may
become depoliticized in order to
“get along” in the academy. New
analytic spaces, necessary for devel-
oping new knowledge and for cri-
tiquing traditional knowledge, may
then be compromised, eroding the
possibility for transformation. Un-
covering and reclaiming subjugated
knowledge is a critical teacher’s sur-
est way to help students lay claim to
alternative histories. These alterna-
tives themselves, however, must re-
flect truthfulness. They, too, must be
understood and defined pedagogi-
cally as strategies and practices and
reflections of scholarship. A critical
pedagogy thus

..attempts to get students
to think critically about
their place in relation to
the knowledge they gain
and to transform their
world view by taking the
politics of knowledge seri-
ously. It is pedagogy that
attempts to link knowl-
edge, social responsibility,

and collective struggle
{Mohanty, p. 49).

The teacher here is not merely a
prucessor of received knowledge,
but acts in concert with students to
transform knowledge. “Clearly this
prucess is very complicated peda-
gogically, for such teaching must
address yuestions of audience,
voice, power, and evaluation, while
retaining a focus on the material be-
ing taught” (p. 50}. It requires a sub-
stantial personal investment of time
and energy and it affects the teacher
psychologically and emotionally.

Individual
identities are
shaped by
collective
memories, dreams,
and stories
retained and
transmitted by a
particular group
of people. For
marginalized
groups, this
collective memory
will carry implicit
and explicit
analyses of
exploitation and
oppression,

Processing Experience
in the Classroom

Critical pedagogies rest on the
belief that classroom experiences
can be liberatory. The practice of
critical pedagogy creates spaces for
dissenting voices and authorizes the
previously marginalized to move to
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the center. Unequal power is ques-
tioned in classroom dynamics as
well as in the larger reality of stu-
dents’ lives. Students are encour-
aged to recognize and assert them-
selves as speaking subjects.

Pedagogy never beginsin a vac-
uum; students and teachers meet,
bringing to their encounter belief
systems thatalready constitute their
experiential space. Critical teaching
must sustain a particular teach-
ing/learning relationship. As
McLaren states, “Critical peda-
gogy..affirms the lived reality of
difference and everyday life as the
graund on which to pose queslions
of theory and practice.” As further
described by Simon, it is “a form
that claims the experience of lived
difference as an agenda for discus-
sion and as a central resource for a
pedagogy of possibility” (Giroux
and Simon, p. 243).

The firstand most difficult issue
of difference for students and teach-
ers to process is the gap between
their lived experiences. New
knowledge grounded in shared per-
sonal experience may challenge pre-
viously unquestioned assumptions
about what it means lo [ace specific
historically conditioned, cultural
differences. Individual identities
are shaped by collective memorics,
dreams, and stories retained and
transmilled by a particular group of
people. For marginalized groups,
this collective memory will carry
implicit and explicit analyses of ex-
ploitation and oppression. From
these stories, students can make
connections between social move-
ments and acts of justice. Giroux
and Simon claim that

..a discussion of lived dif-
ference, if pedagogical,
will take on a particular
tension. It implies a strug-
gle —a struggle over as-
signed meaning, a strug-
gle over the direction in
which to desire, a struggle
over particular medes of

expression, and ultimately
a struggrle over multiple
and even contradictory
versians af “self.” [tis
this struggle that makes
possihle new investments
and knowledge beyond in-
dividual experience and,
hence, can redefine the
possibilities we see both in
the conditions of our daily
lives and in those condi-
tions which are “not yet.”
This is a struggle over the
very notion of pedagogy
itself, one which con-
stantly makes problem-
atic how teachers and stu-
dents come to know both
within wider cultural
forms and in the ex-
changes that mark class-
room life, Itis a struggle
that can never be won, or
else pedagogy stops (Le-
wis and Simon, 1986),

|
Co-implication
refers to the idea
that all persons
and groups share
in certain histories
as well as in
certain consequent
responsibilities.
Ideologies of race
have defined both
black and white
people, just as
gender ideologies
have defined what
it means to be
male or female.

In learning about difference as
historical and relational, students

can come to understand the co-im-
plication of all as historical agenls.
Co-implication refers to the idea
that all persons and groups share in
certain histories as well as in certain
consequent responsibilities, Ideolo-
gies of race have defined both black
and white people, justas gender ide-
ologies have defined what it means
to be male or female. Personal expe-
rience, then, musl be explicitly un-
derstood as historical, contingenl,
and itself the result of interpreta-
tion. Otherwise, we will all be
trapped in reductionistic either/or
choices between cullural positions,
psychologistic  descriptions,  or
deolopistic stances. “Teaching
about difference in relation to
power [equality, freedom. justice]
is, thus, extremely complicated and
invelves nol only rethinking ques-
tions of learning and authority but
also queslions of center and mar-
gin” (Mohanty, p. 49).

The Teacher as
Critical Pedagogist

For students ta become critical
about their place in the world re-
quires that their teachers take seri-
ously the politics of knowledge.
Teachers must be clear about their
goals but flexible in the use of a va-
riety of strategies and techniques.
Three characteristics mark the criti-
cal pedagogist:
¢ The teacher is a risk taker. A

critical pedagogist is engaged

in a struggle lo oppose ongo-

ing power relations in order {0

model conduct in a life-arriv-

ing moral culture.

¢ The teacher maintains a bal-
ance in the confrontations be-
tween polarizing and shifting,
claims. At every given mo-
ment, the teacher grants per-
mission to deal with uncom-
fortable historical issues, in-
cluding the abuses of power.
Since there are identity risks
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for each student, the teacher
must maintain enough poise

to help sustain an adequate
comfort level to deal with com-
peting interpretations of cul-
ture, gender, or race.

® The teacher is rigorously ethi-
cal. This means, first, a consis-
tent rejection of racism, sex-
ism, classism, and other prac-
tices that disrupt and devalue
the pursuit of human free-
dom. No student interests or
relationships can be trivial-
ized. No member of any
group will be treated as
“ather” or as exolic in relation
o the hegemonic culture.
Teachers must accept chal-
fengres to their own cherished
moral and pulitical commit-
menis, including what those
commitments may imply to
olhers. Whose interests and in-
vestments are being served by
a particular position and
whose are being critigued and
challenged?

Suggested Methods

Il is once thing te espouse peda:
gogical theory, but it is another to
develop practical approaches to
achieve its goals. In my sections of
“Introduction to Women's Sludies,”
offered each semester at lowa State
University, students are engaged in
reprocessing knowledge so they can
reconstruct traditional knowledge
and link cultural history with their
own reality. My gencral goal has
been o help them to recognize
hegemonic influcnces and to resist
uncritical accommaodation and in-
corporation. In what follows, T will
list some of lhe more specific goals
and the successful strategtes used to
achieve them:

1. Questioning why things are the

way they are.

* Anincomplete “work in pro-
gress” consisting of a histori-

cal and topical time line is pro-
vided to each student.

e« Students are then asked to
place themselves into the fab-
ric time by denating their
birth year and Lhe events
which are key to their lives,
such as the birth of parents
and grandparents, major
events that were significant lo
their family, culture, or com-
munity group.

*  Anin-class exercise is used Lo
explore lopics such as voting
and civil rights, philosophy of
education lor women, analysis
of true womanhood, patriar-
chy, and white supremacy
across time and continents,
Historicaf exploration is thus
focused upon the subject of
difference in relationship to
race and gender. A discussion
of current conditions and a re-
port on the status of those is-
sues today concludes this exer-
cise.

* [nwritten essays, students de-
scribe how they think the iden-
tified issues should be re-
solved in the next twenty
years. They also indicate the
roles they lhemselves might
play in achieving that cut-
come.

2. Making the familiar strange and
the strange familiar.

® Students are asked to join par-
ticular research topic teams to
co-investigate a specific issue.
[nitially, they selecl familiar
and comfortable topics such as
family, work, or health.

®  As their research opens new
questions which have no famil-
iar answers, the boundaries of
the strange and familiar begin
to shift. Taken for granted as-
sumptions no longer work.
This moves them to do com-
parative analyses between old

assumptions and new knowl-
vdge and to attempt a recon-
ciliation.

3. Bringing in students’ lived cul-
ture without reinforcing unques-
tioned beliefs.

&  Studenis are assigned small
group projects lo investigate
the issues contained in cerlain
topic areas.

®  Oral presentations are used to
report findings. Students are
expected to use three sources
lo support any claim or ideol-
ogy they wish to support in
the report. Research papers
arc designed to deepen the stu-
dents’ thinking on a particular
identified issue.

4. To develop a critical approach to
knowledge itself.

®  Students are assigned two
bricf essays of about five
pages each. The {irst requires
them lo define {reedom, jus-
tice, power, and equality.
They must analyze the com-
parative importance of each
for problem areas in women’s
lives such as work, health, or
family. They must also defend
their analysis.

* [n the second essay, students
are Lo define feminism. How
does feminist analysis relate to
the same areas of work, (am-
ily, or health? The studenis
compare feminist with non-
{eminist approaches in dealing
with the problem areas in
wamen’s lives.

® The final writing is a research
paper twice the length of the
essay. 1t may be focused on
the same or a different topic
area. Their lask is to use the li-
brary and other resources to
create a piece of “new scholar-
ship” which is both woman-
centered and drawn from for-
mally established knowledge.
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Authority in the
classroom 1is
grounded in the
class text, the
researched
material, and oral
presentations of
the groups— not in
the teacher. Thus
all share in the
experience of
audience at
various times
during the course.

S. Linking knowledge with social
responsibility and collective strug-
gle.
#  Each small research group is
required to lead an in<lass
town hall session. Based on
their group reports, research
papers, and in—class discussion
sessions, the members are
asked to prepare motions, or-
dinances, acts, or resclutions
to present to the citizens of the
future town which had pre-
viously been designed by class

members early in the semester.

e All members are required o
participate using Robert’s
Rules of Qrder, They select a
recorder for maintaining min-
utes, and if they become dead-
locked, they may participate
in group lobbying efforts.

Through this exercise, all the
theary, personal values, and ten-
sions between difference and the
desire for commonality combine in
a very realistic and dynamic experi-
ence for participants.

6. To address questions of audi-
ence, voice, power, and evaluation

while retaining a focus on the ma-
terial.

®  Authority in the classroom is
grounded in the class text, the
researched material, and oral
presentations of the groups—
not in the teacher. Thus, all
sharc in the experience of audi-
ence at various times during
the course.

* The individual group takes on
the rale of authority ar pur-
veyor of information during
their presentations. The entire
class expects to learn from
these presentations and thus
the pressure of peer expecta-
hion creales a reciprocal posi-
tion of sharing the power.

s Evaluation for fach presenta-
lion is done by all class mem-
bers threugh the computer
news group immediately fol-
lowing class. The group re-
mains focused on the subject
at hand because of the parame-
ters sef for becoming the resi-
dent expert on a parlicular is-
sue within a given topic.

® Stated lime constraints dis-
courage students from select-
ing more than they can reason-
ably cover.

s “The Fishbowl” activity is
used to address issues of
voice. Research leam members
sit in the middle of the room,
with the class seated in a circle
around the rim. One empty
chair is left within the small
circle as the place one must
fake to speak with the group.
This has been effective in con-
trolling those students who
might maonopolize or attempt
to steer the discussions. It is
soon obvious when a student
rises too often to enter the in-
ner circle. Shy students have
an equal chance to speak. The
teacher also is required to en-
ter the inner circle Lo speak.

7. To encourage students to act re-
sponsibly as knowers/actors.

®  Real struggles in classroom re-
lations and events are taken as
occasions for reflection.

® Specific distancing postures,
missed trust apporlunities,
emotional outbursts, siruggles
to be understood, and com-
plaints about the recalcitrance
of others are used as materials
{ar analysis.

& By altending lo these events,
students are engaged in be-
coming more responsible for
what they discover and for
new perspeclives aon knowl-
edge itself,

Some students actually leave
the course hecause of the increasing
burden of increased awareness, but
aver time some have returned to ex-
press great appreciation for the
learnings which prepare them for
struggiles in the “real” world. Whal
may nat have seemed important
matlers at the time, soon became
critically relevant in political and
economic arenas outside the univer-
sily.

Extending Classroom
Learning into the
World

Critical pedagogy requires
space for dissenting voices, muoves
marginalized knowing to the center
for deeper exploration, guestions
power and inequality, uses sludenl
realities as text, and invites the
voices of students and their lived
cultures. It requires also that stu-
dents connect these experiences to
the world outside of the classroom.
The test of success is that sludents
take increasing responsibility for
their lived reality.

The following aclivitics seek 1o
help them make that transition:
1.T'o envision aworld which is “not
yet.”
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& Individuals are given blank
demagraphic sheets which re-
quest specific types of informa-
tion about peaple living in a
particular town. They are
asked to complete the sheet
based on where they wauld
like to live in the future. The
town comes tor be known as
“Womenstown.”

*  After compleling the [orm,
they are then placed in small
groups and asked to reach a
consensus for cach category.

¢ They attempt to influence one
another using the knowledge
they have.

*  Finally, all the groups arc
asked to share their informa-
tion category by calegory with
the whole class, which then
works to reach a consensus on
the demographics for the
town.

¢ The ensuing discussion re-
veals/exposes the variety of
idcas and assumptions about
the ideal world “not yet” in ex-
istence.

2. Linking the classwork to student
lives outside of class.

®  Students attend lectures, see
movies, write book reviews,
and bring in newspaper arti-
cles and magazines.

¢ A celebration session planned
by students is held at the end
of the course. Students bring
in and share their music, art,
poetry, and stories.

® Inlerview assignmenlts encour-
age students ta go out into the
real world and discuss class
topics with peaple not in-
volved in academia, thus ena-
bling them to measure the cor-
relation, if any, between the
two worlds.

& Lastly, computer discussion
groups are established open to
subscribers from all sections of
the course as well as tu per-
sons nol enrolled,

3. Using discussion agendas as
pedagogical resources.
®  The teacher systematically
uses open-ended questions to
stimulate discussion.

*  Both research and discussion
questions are generated (rom
the issue-based inquirics of
each research group.

4. Distinguishing between per-
sonal, individual, collective, and
co-implicative experience.

® The teacher consistently rein-
forces the relevance of individ-
ual reality to the construction
of knowledyge.

® Students learn the rhelornical
rules of discourse.

» Critical presentations on
hegemaonic history are given.

e Students practice critical listen-
ing skills.

¢ Students are engaged in exer-
cises in which they take sland-
peints outside of Lheir own
personal realily.

These lcchniques are elfeclive
in moving students from one expe-
rience realm into another, Forexam-
ple, when a nonblack takes a black
female standpoint in exploring the
meaning of freedom and equality, a
person may gain a new, critical per-
speclive vn his or her awn position.
5. Posing questions of theory and
practice.

¢ Studenis study the typical day
of ¢ woman in a {amily. From
this, new questions arise rela-
tive to theory presented in
class.

® Personal journals are kept in
which to respond to class ac-

tivities and discussions. Ques-
tions and challenges emerging
from the writing, are wel-
comed in discussion and as a
basis for further research.

¢ Compuler newsgroups con-
tinue discussions among stu-
dents around unfinished top-
ics or points of contenlion that
emerged n class.

The emphasis in all these activi-
ties is to construcl new questions for
investigation and to Lest the theo-
retival arguments discussed in class.
Studenls are encouraged to continu-
ally criticize and reconstruct their
knowledge.

Educating for Unity?

In an importanl sense, critical
pedagogy is among our best hope
for constructing unily on a truly
democratlic basis. By leading stu-
dents toexplore the subject of differ-
cnce directly through the study of
their own race and gender relations
and to reflect upon and process new
knowledge, critical pedagogical
methods can serve as our best
means for educating toward unity,
inclusion, and understanding. A
closing quote from Giroux and Si-
mon sums up the educational stakes
and hope:

In an important sense this
is what the pedagogical
struggle is all about: test-
ing the ways we produce
meaning and represent
ourselves, our relations to
others, and our relation to
our environment. Tn do-
ing so we consider what it
is we have become, and
what it is we no longer
want to be. We also en-
able ourselves lo recog-
nize, and struggle for, pos-
sibilities not yet realized.
(p- 244)
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Feeling, Experiencing and Consciousing: Diversity
in the College Classroom

n most urban colleges and uni-
versities the student body is
made up of a variety of ethnic
and cultural groups. Freshmen
from these groups are thrown to-
gether with others unlike them-
selves for the first time in their lives
anl are expected to interact, social-
ize, study and work together effec-
tively in collaborative groups. Such
expectations are educationally un-
realistic and irresponsible. The re-
search clearly shows that, without
intervention, student interaction
across groups simply doesn’t hap-
pen. Report after report identities
the disturbing trends of African-
Americans, Hispanics, Asians, and
others, to partially segregate them-
selves and, except for class atten-
dance, completely opt out of partici-
pation in mainstream campus ac-
tivities. This self-imposed isolation
is positively correlated with the
high dropout and failure rate of mi-
nority students, particularly on ur-
ban commuter college campuses.
Minority retention is, of course,
a primary stated goal of the acad-
emy and of American public institu-
tions as a whole. As a college in-
structor, I have long struggled to
reverse the devastating dropout
trend by addressing cross cultural
relations in the classroom. My hope
has been to guide my students

By Bernice Taylor

Bernice Taylor is a doctoral candidate in Educational Administration El
Valor Cohort and Cohort Assistant Director, Center for African-American

Research, DePaul Universiy, Chicago.

Report after report
identifies the
disturbing trends
of
African-Americans,
Hispanics, Asians,
and others, to
partially segregate
themselves and
except for class
attendance,
completely opt out
of participation in
mainstream
campus activities.

through what, for some, are their
first multicultural encounters and to
make them positive and erwiching
experiences. To that end, | have de-
veloped a classroom group activity
based on the “Who Will Survive?”
values exploration model. 1 redes-
igned the WWS model to explore
the attitudes, perceptions and
stereotypes held about certain eth-
nic and cultural groups.

This same cultural diversity
teaching model has also been effec-

tive in faculty training workshops.
The purpose is twofold: first to sen-
sitize teachers to their own ethnic
and racial preconceptions and reac-
tions; and second, to provide in-
structors with a teaching tool to ad-
dress cultural diversity and unity in
their own classrooms.

Methods of the WWS
Model

The Who Will Survive model is
widely used in freshman orienta-
tion courses to help students iden-
tify and define personal values. 1
have revised the activity so that stu-
dents may accomplish the following
goals;
® become aware of their own

hidden biases toward mem-

bers of different cultural
groups and how biases are
manifested in communication
across cultural groups;

® identify stereotypical knee-
jerk reactions to certain
groups and understand the im-
mediate interpersonal impact
on members of those groups;

® engage in honest discussion of
their views and how they are
formed;
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learn to appreciate the societal
contributions of other ethnic
groups; and

become better prepared to
live, learn and work effec-
tively in a multicultural world.

The Model is designed to be
taught in four sections of three class-
room sessions each.

Section I: “Who Will Sur-
vive?” in-class activity

Section II: Library Re-
search

Section III: Research Paper

Section IV: Classroom
Group Presentation (two
class sessions)

Step I: Who Will
Survive?

In what follows, [ will discuss
each section in some detail. In the
“Who Will Survive?” activity, stu-
dents (or in some cases a faculty ) are
asked to form into culturally diverse
groups of five or six members. Each
student is then given a handout de-
scribing a futuristic scene in which a
nuclear holocaust has occurred
leaving only 12 survivors in the en-
tire world. They are all inside a shel-
ter that has only enough space, food,
water, etc. to sustain six people. Pro-
files of the 12 survivors are also pro-
vided in the handout. Individuals
from a variety of ethnic/cultural
groups are described as having dis-
tinct skills, knowledge or attributes
that could be vital in the rebuilding
and repopulation of the new world.
The profiles aiso list other qualities
of each survivor including gender,
race, or ethnic identity, which could
be interpreted as detrimental —de-
pending on the reader’s own values,
prejudices and stereotypes.

In a forced-choice exercise, each
student must then select the six peo-
ple to remain and the six to be sacri-
ficed. They are not made aware at

this point that the focus of the activ-
ity is on responses to cultural differ-
ence. Following their selections,
participants explain their choices
and attempt to reach a group con-
sensus on the six survivors. They are
encouraged by the instructor to de-
fend their choices vigorously.

Once consensus has been
reached, it is presented to the entire
class along with the justifications
hashed out in the small group. Typi-
cally, in the very heated arguments
that arise, some revealing assump-
tions and justifications are pre-
sented, often surprising to the pro-
ponents themselves. It is at this
point that an opportunity for new
insights emerges. The instructor can
now introduce constructions of
race, ethnicity and culture to ana-
lyze the discussion and hold up to
attention the degree to which these
issues may have impacted the nego-
tiations toward consensus,

Students are asked to go back to
their small groups to reflect on their
process of decision making. They
compare the names on all the group
lists and try to identify what, if any,
ethnic patterns or biases operated in
their choices. Each individual is
asked to express his or her feelings
about those choices, whether or not
they agree with them, and why.

Finally, the entire class will list
all of the skills, knowledge, tradi-
tions, culture and/or races that
would be lost to the new world
when the rejected six are turned out
of the shelter. The culminating ac-
tivity is a brief, in-class essay on
what they learned about themselves
and members of other ethnic groups
as a result of participating in the
“Who Will Survive?” activity.

Invariably, students reveal that
they were so caught up in basic sur-
vival and who would best contrib-
ute to the perpetuation of all hu-
manity that race never entered into
their conscious deliberations. Many
express a new appreciation, often
for the first time, that all have con-
tributions to make to society, and

that, when the chips are down, race
and ethnicity are not the most im-
portant factors. This leads very com-
fortably into discussions of racial
stereotypes and discrimination and
sets the stage for the next phase of
the cultural diversity teaching
model.

Step II: Library
Research

The vutcomes of such intensive
but short term activites must be con-
solidated by cognitively focused ac-
tivity. Therefore, at the end of the
“Who will Survive?” session, par-
ticipants receive an assignment
sheet outlining the tasks in a libr
research project on cultural diver-
sity. They are also supplied with an
extensive, suggested bibliography
to get them started. Again, they
work in groups; this time selecting
an ethnic group to investigate from
among those represented in the
classroom activity. They may con-
duct library or computer database
searches, personal interviews, and
surveys along with other appropri-
ate avenues, into the culture of their
target cultural group. The group
may choose to conduct their inquir-
ies around such topics as history,
inventions, contributions, sports,
popular culture, food, clothes, fam-
ily values, education, stereotypes,
etc.

Students pull their experiences
and investigations together in the
third step in this cultural diversity
teaching model by writing an indi-
vidual research paper. Each student
must write a comprehensive re-
search paper that builds on the in-
class essay and which discusses his
or her own cultural/ethnic back-
ground. They are asked to discuss
what they have learned, in general,
from the “Who Will Survive?” class-
room activity and what, specifically,
they have gained from their re-
search into their selected ethnic
group. The assignment requires
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them to compare and contrast their
own culture with the target culture
and to describe how they have been
changed, if at all, by the experience
and exposure to other cultures. In
addition, they are asked to discuss
the impact of multiculturalism on
their persenal lives, education, and
future career plans.

As can be seen, the model de-
pends heavily on opening students
to new kinds of information and
communication, In the final section
of the cultural diversity model, par-
ticipants engage in a group class
presentation to the whaole class.
Audio visuals are required in order
to vividly represent their target cul-
ture. Other means of presentation
may include special foods, ethnic
clothing, art and craft items, music
and literature. Students are encour-
aged and given extra credit for inno-
vative and creative presentations
that provide real insight into the tar-
get culture.

I was frequently surprised and
impressed with the quality and en-
ergy some students invested in
these  presentations.  Students
brought in an elaborate Caribbean
fashion show, a 50-plus piece Afri-
can art collection, a Haitian feast, a
full-dress Mexican mariachi band,
an antique Hungarian bridal en-
semble, and much more. We
learned to do the Mexican hat
dance, an inner-city Rap song, and
we learned about an ethnic Euro-
pean custom of offering bread and
salt to visitors. At the end of each

Note

The "Who Will Survive?” activity
was adapted from a values clarifica-
tions model used in the University

Selected Bibliography for Multicultural Education

African Americans

day’s presentation, there was time
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about what we had just experi-
enced.

Evaluating the Model

There are four key components
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classroom that [ have been asked to
conduct teacher training workshops
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model has become a standard part
of the curriculum at many of those
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tural diversity model can be incor-
porated into courses across the cur-
riculum but that it works especially
well as part of a freshman orienta-
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however, as a faculty training tool
and as a classroom model to intro-
duce the topic of cultural diversity
in the classroom. The model suc-
ceeds because it addresses the topic
of cultural diversity carly in the stu-
dent’s academic career, establishes a
non-threatening, intellectually
stimulating  environment, and
stimulates the imagination for ways
to build unity within and across our
diverse communities. By the end of
the course, each student will have
had the opportunity to feel, experi-
ence and think her or his way
through the rich possibilities inher-
ent in our diverse society. While this
is but an introductory effort to-
wards addressing a multifaceted
and conflict-laden topic, I believe it
has been proven to be very effective
in opening dialog and encouraging
those tentative first steps toward
cross-cultural bonding and unity.
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Valuing Human Diversity: What is Really
Happening on Campuses Across the Country and
at Northern Illinois University?

Abstract

The primary purpose of this
study on human diversity was to
differentiate misconceptions from
truths. This study addresses two
taken for granted misconceptions
concerning diversity that are com-
monplace on college campuses
across the United States. The first
fallacy discussed is that our choice
of friendships and associations are
randem. The second misunder-
standing is that minorities are given
preferential treatment by both uni-
versity faculty and administrators.
The investigation was conducted
during the Spring, Summer, and
Fall semesters, 1994, at Northern Ii-
linois University (NIU) in DeKalb.
A random survey was conducted of
144 Caucasian and 69 minority
American students to determine
their views and attitudes about di-
versity issues on campus. The sur-
vey, combined with interviews and
personal experience, exposes how
students, faculty, and administra-
tors at NIU think; and from the lit-
erature review, a clearer picture of
what is happening on campuses
across the United States is drawn.

By Susan Timm and Keith Armstrong

Susan Tinmnt is in the University Resources for Latinos, Northern Illinois
University. Keith Armstrong is a doctoral candidate, Adult Continuing

Education, Nerthern Illinois University.

Background

oth the book, Inside Ameri-

can  Education  (Sowell,

1993), and the report of the

Task Force of the Illinois
State Bar Association on Bigotry in
Schools, If Words Could Kill (1991),
heard a common voice from educa-
tors and legal counsels from around
the country — America has entered a
time of escalating racism and ha-
tred. Today, more than at any other
time in recent history, tensions ex-
tend not only from the general pub-
lic but also from the university cam-
puses where reason is thought to
eliminate such biases.

Even schools perceived as lib-
eral envirorunents are facing prob-
lems associated with traditionally
more conservative schools. [nside
American Education (Sowell, 1993)
tells about a dean at Middlebury
College in Vermont who reported
that for the first time in her 19 years
at the institution, she is being asked
by Caucasian students not to give
them African-American room-
mates.

According to the National Insti-
tute Against Prejudice and Violence

(cited in Gibbs, 1990}, over 250 insti-
tutions of higher learning, including
such top schools as Brown, Smith,
and Stanford, are reporting an in-
crease in various racist incidents.
Sowell (1993) quotes a professor at
the University of California at
Berkeley who observed that after
teaching there for 18 years, it had
only been within the last three or
four years that he had seen racist
graffiti  on campus. Another
Berkeley professor, remembering
support for the civil rights move-
ment on campuses during the 1960s
and 1970s, remarked that twenty
years later all there is to show for
their efforts is hate mail and racist
dialogue (Sowell, 1993).

The current generation of un-
dergraduates is the first to come of
age since those civil rights battles.
They have little or no firsthand ex-
perience with nor knowledge about
different cultures or the inequalities
they face in the established system
(Gibbs, 1990). A Tufts University
student was heard remarking that
many fellow students “could care
less” if they never saw another Afri-
can-American {Sowell, 1993).
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The Academic
Dilemma

Hatred and racismisnotnew on
campus; however, the escalating
hostility and its wvisibility has
reached alarming proportions. Pri-
vate corporations; city, state, and
federal governments; and universi-
ties are struggling to arrest the mo-
mentum. A report issued by the
Carnegie Foundation for the Ad-
vancement of Teaching {cited in
Gibbs, 1990) assessed American
educaticnal institutions of higher
learning for one year before pub-
lishing Campus Life: In Search of Com-
munity. This report, like many oth-
ers, has sought to give direction in
reconstructing academic commu-
nity appropriate for college cam-
puses.

|
The problem for

universities is
complicated by
two primary and
sometimes
conflicting
commitments.
Higher education
must respect the
First Amendment
protection of free
speech and the
Fourteenth
Amendment
protection of
equality.

The problem for universities is
complicated by two primary and
sometimes  conflicting  commit-
ments. Higher education must re-

Table 1
Northern 1llinois University Fall 1993
Undergraduate and Graduate American Enrollment
by Racial/Ethnic Groups
(Presented in Percentages)

Black ‘ Hispanic | Asian ~Indian White
Under- |
grads 8.2 - 47 5.0 3 80.6
.o A —
, Graduate
L 35 1.5 1.9 2 80.5

Data taken from Data Book Fall 1993, QOffice of Institutic;;a} Research, NIU

spect the First Amendment protec-
tion of free speech and the Four-
teenth Amendment protection of
equality. [f Words Could Kill (1991)
asks; are the constituents of an aca-
demic community entitled to pur-
sue learning and search for truth
tree of hatred and intimidation?
That's protection of equality.
Should they be free to advance un-
popular opinions? That's the right
to free speech. The answer must be
“yes” to both. Therein lies the di-
lemma.

Our diverse backgrounds shape
the way we frame equality issues.
One might focus on Caucasian atti-
tudes toward African Americans,
Latinos/Latinas, and minorities in
general. But attention may also need
to be directed to African- American
responses to those Caucasian atti-
tudes. The question is, What are the
most effective forms of interven-
tion? This issue of intervention has
ted us to this research project. Qur
goal is to help others clarify a con-
fused understanding of diversity
and mistaken assumptions about
the groups they reflect upon.

Northern Illinois
University Setting Studied

NIU is a state-assisted, coeduca-
tional, four-year university located
in Northwest [llinois 65 miles west

of Chicago. Approximately 25,000
students are enrolled in on-campus
and off-campus programs (Office of
the Provost, 1994). Table 1 displays
the American undergraduate and
graduate enrollments by racial/ eth-
nic groups for Fall 1993,

The university consists of seven
colleges: Business, Education, Engi-
neering and Engineering Technol-
ogy, Law, Liberal Arts and Sciences,
Professional Studies, and Visual
and Performing Arts (Office of the
Provost, 1994). Undergraduate stu-
dents can major in appreximately 75
fields of study throughout these col-
leges.

Labels Discussed

Various labels exist throughout
pepular literature in the United
States concerning issues ot diversity
and particular ethnic groups. We
value individual preferences with
respect to terminolagy. For the pur-
poses of this study, the term “mi-
norities” refers to peaple from cul-
tures who have been traditionally
deprived of equal access to Ameri-
can educational institutions of
learning, especially African-Ameri-
cans and Llatinos/Latinas. Qur
study focuses specifically on ethnic-
ity and culture; yet, we have found
that the label, “minorities” diver-
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sity,” is offensive to some people. In
addition, terms like “marginalized
cultures” and “deprived groups”
provoke negative feelings in many.
Therefore, when presenting some of
the results of research, people have
called for a different label. We have
elected to use the more inclusive
and respectful term, “human diver-
sity,” when promoting future dis-
cussion in this area.

Qualitative

[n addition to an extensive lit-
erature review, we interviewed shu-
dents, faculty, and administrators
throughout the colleges of Educa-
tion, Liberal Arts and Sciences, and
Business, Participants were selected
on the bases of their willingness and
time availability.

Quantitative

A random survey was also con-
ducted of both Caucasian and mi-
nority students to determine NIU’s
students’ views and attitudes about
diversity issues on campus. A total
of 144 members of the Caucasian-
American population and 69 mem-
bers of the  African-Ameri-
can/Black, the Latino/Latina-
American, and other American
groups were questioned. Different
forms of the questionnaire were
used for the two groups: (Form A
for Caucasian Americans and Form
B for Minorities).

The sample was obtained by
handing out surveys at the univer-
sity’s student center at various times
during the Spring 1994 semester. In
addition, we surveyed classes
within the colleges of Business, Edu-
cation, and Liberal Arts and Sci-
ences having faculty willing to par-
ticipate, Foreign students were ex-
cluded from the survey, although
several were interviewed concern-
ing their perceptions of the United
States’ higher-educational system
and diversity issues.

Students were asked to respond
to a series of questions concerning

vaiuing human diversity. A sample
of the types of questions asked fol-
lows:

Form A

Question: Are members of
other cultures (minorities) fellow
students in the classes you have
taken or are currently enrolled in at
NIU?

Question: Do you usually inter-
act with minerities within your
classes?

Question: Is classroom interac-
tion with minorities encouraged by
the teacher, both during class and
breaks, by group projects and such;
or do you take the initiative to talk
with the minorities in your classes?

a) Teacher encourages interac-
tion with various projects. (Please
list those projects.)

b) I take the initiative to get to
know the minorities in my classes.

Question: Do you find from
your own personal experience or
from what others have told you that
some mirerities are given preferen-
tial treatment by teachers in the
classroom?

Question: Do you think NIU
administration favors some minotri-
ties?

Form B

Question: Are members of cul-
tures other than your own (other
minorities) fellow students in the
classes you have taken or are cur-
rently enrolled in at NTU?

Question: [s classroom interac-
tion with minorities encouraged by
the teacher both during class and
breaks by group projects, and such;
or de yvou take the initiative to talk
with the other minorities and with
nonminorities in your classes?

a) Teacher encourages interac-
tion with various projects. (Please
list those projects.)

b) T take the initiative to get to
know the other minorities and non-
minorities in my classes.

Question: Do you find from
your own personal experience or
from what others have told you that
people of your culture or of some

other minorities are treated differ-
ently by teachers in the classroom?

Question: How are you/they
treated differently?

a) Not expected to do as much
work as nonminority students.

b) Not expected to do the same
quality of work as nonminorities.

c) More individualized atten-
tion

d) Less attention and respect

e) Other (Please specify.)

Question: Do you think NIU
administration favors some minori-
ties?

Findings

Two major misconceptions are
held at NiU, reflecting attitudes
across the country concerning hu-
man diversity. These misunder-
standings lead to unfair judgements
of situations, conditions, and peo-
ple. These beliefs are so ingrained
in American culture that even some
members of minority groups accept
them as truth.

Misconception #1;
Friendships/Associations
are Random

Literature Review

In the university setting, teach-
ers’ attitudes are connected to and
influence their students. Research
in the journal, Personality and Social
Psychology Bulletin (Ross & Jackson,
1991), states that students possess-
ing equivalent qualities are treated
differently. Teachers, for example,
invariably hold lower expectations
for African-American males and
consistently rate them lower than
their Caucasian peers.

Teachers had the lowest expec-
tations for nonsubmissive, inde-
pendent, African-American males
and preferred them least. Fear of
African-American males who are
nonsubmissive and independent
may be the cause of this bias. When
labeled by teachers as trouble-
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makers, other students are chan-
neled away from these friendships;
thereby eliminating random selec-
tion.

The teacher cited above was
pre-disposed to think of all African-
American males as excessively in-
dependent and, through a course of
action, proceeded to discriminate
against them inadvertently encour-
aging Caucasian students to do the
same. Ascan be seen, preconceived
notions prompt people to action
even if the action is based on unsub-
stantiated fears.

A previous study in the journal,
Sociological Inguiry (Taylor & Foster,
1986), states that African-American
males are disproportionately sus-
pended from school for the same
behaviors demonstrated by non-Af-
rican- American children. The policy
of suspending “problem” students
is not only an effort by school ad-
ministrators and faculty to remove
disobedient pupils, it functions to
limit educational opportunities for
African-American males. When mi-
norities are suspended, no goed stu-
dents associate with them. Such ac-
tions systematically discourage the
random selection of friends from
African-American or other minority

groups.
Responses to NIU Interviews.

This finding is corraborated by
the research conducted at NIU,
Some faculty members have pre-
conceived nations about specific mi-
norities, How have they translated
that at NIU? Two specific examples
will itlustrate what happens,

An instructor told an African-
American male student that if he
wanted to be successtul, “You need
tolearn to talk ‘white’.” No justifica-
tion could be found in this instruc-
tor’s mind for talking “Black.”

An Arab-American woman was
having difficulty understanding the
verbal instructions given by her
professor. When she consulted the
college’s  writing-lab coordinater
(one of the researchers in this par-

ticular study), the coordinator de-
cided to talk to the professor person-
ally. Because professors have their
own rules and guidelines for pa-
pers, the coordinator hoped that
more individualized help could be
given to this student. The professor
commented, “She’s lived in the
country long enough. She should
understand English by now. She’s
just being lazy.”

Comments such as these reflect
a bitter and unaccepting attitude on
behalf of some faculty members to-
ward human diversity issues. Main-
stream teachers influence main-
stream students, so it is not surpris-
ing that the NIU students we inter-
viewed expressed these attitudes.

Fewer than half
(45%) of the
Caucasian
students and only
30% of the
minority students
have encountered
faculty at NIU
who incorporate
activities that
enhance
socialization
between the
ethnically distinct

groups.

Although almost all students
questioned said that people from
other cultures were fellow class-
mates (96.5%, Caucasian-American;
91%, Minorities), only 53% of the
Caucasian-Americans indicated
that they initiated interactions with
minority classmates in their courses.
In contrast, 70% of the minorities
surveyed said that they take the in-

itiative to get to know both ather
minorities and nonminorities in
their classes.

Fewer than half (45%) of the
Caucasian students and only 30% of
the minority students have encoun-
tered faculty at NIU who incorpo-
rate activities that enhance sociali-
zation between the ethnically dis-
tinct groups. When asked about as-
sociating with people from cultures
other than their own outside of the
classtoam, 73% of the American
Caucasians and 60% of the minori-
ties answered, “Yes."”

These figures may indicate a
more favorable climate for interac-
tion between diverse groups than is
documented on other campuses
across the country. Perhaps, if fac-
ulty would incorporate more in-
class activities that require diverse
students to work together, NIU’s
level of muliicultural interaction
would increase. Morris, Gumia,
and Neal (1992) found that exposure
to the cultures of different groups in
the classroom bolsters meaningful,
intergroup interactions for both fac-
ulty and students.

Mentoring Programs,

Minority student retention
rates continue to remain lower than
the mainstream population (The
Associated News Press, 1994a & b;
Cox & Associates, 1992; Keller &
others, 1991; Kosinski, 1994; Snow,
1990; State of Hlinois, 1989; Tinto,
1994; Valdez, 1993). Universities
across the United States are invest-
ing in mentoring with the goal of
improving minority increased re-
tention (African-American, Lati-
nos/Latinas, and others).

Because many Caucasian stu-
dents are reluctant to reach out, mi-
nority students need mentoring re-
lationships to help them learn to
cope and adjust in the new univer-
sity setting. Minority groups must
also develop their own mentoring
systems when they don't receive
support from the university or from
enough Caucasian students. With
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no support, minorities are con-
fronted by the what the black jour-
nalist, Salim Muwakkil (1994}, calls
the “brick wall” of higher educa-
tion. Muwakkil believes that mi-
norities have been taught to hate
their ancestral roots. As a result,
self-hatred stalks the inner-cities.
Strategies like mentoring programs
can assist minorities in reclaiming
and retaking their dignity.

The first, and by far the most
important, challenge at-hand is to
help new incoming minority stu-
dents feel welcomed on campus.

R. John Dagenais {(1990) argues
that a protege’s chances of success
are successfully increased by having
a mentor. Curnutte (1993b) found
that prejudice and lack of prepara-
tion are not the main factors inhibit-
ing minorities from moving into
higher levels in business. Instead,
the number one barrier is the lack of
a mentor who can show the short-
cuts and the ropes. This situation in
the business world mirrors the situ-
ation in the academy.

Walter and Siebert’s study
(cited in The Connector, 1994)
showed that graduating semniors
identified “personal contacts with
students” as the most significant
factor coniributing “to their success-
ful and satisfying college careers.”
Knowing about how minorities
struggle to survive in uncomfort-
able environments should help peo-
ple to appreciate why peer men-
toring is important.

Because Caucasians are reluc-
tant to initiate interaction, minori-
ties are forced to build support sys-
tems from within. Caucasians often
then complain that the minorities
are separating themselves from the
mainstream (Bland, 1994). And so
the cycle of alienation continues.

Mentoring at NIU

The University Resources for
Latinos at NIU was commissioned
to develop a preparation program
for peer mentors. The purpose of
the project was to develop a pro-

gram that would prepare a core of
minority mentors who could, in
turn, help equip others who might
volunteer as peer mentors. A group
of volunteers meet with new stu-
dents for at least the first half of their
first semester at NIU. These peer
mentors provide social and aca-
demic information to aid the new
students in their adjustment to life
at the university.

Many minority students have
difficulty with academic achieve-
ment largely because of the cultural
challenges they face while studying
in a predeminately Caucasian uni-
versity. Incoming minority stu-
dents can be reassured by the avail-
ability of a peer contact to assist
them during their initial weeks on
campus.

We found from our experience
at NIU that mentoring for minori-
ties is more complex than it is for
mainstream students. Therefore, a
general mentoring program typi-
cally offered by universities (at NITU
the program is called Freshman Con-
nections) is not adequate to address
the particular cultural needs of the
minority population.

The idea that one’s interactions
are freely and randomly chosen is
false indeed. Teachers influence stu-
dents’ perceptions about minorities
and, thus, prefoundly condition the
interactions of Caucasion and mi-
nority groups in, and ultimately
outside, the classroom.

Misconception #2:
Minorities are Given
Preferential Treatment by
Both University Faculty and
Administrators

Literature Review.

The article, “Race Makes Small
No. of Grants,” released by The As-
sociated Press News Service (1994),
verifies that minorities receive few
grants. This article states that aca-
demic scholarships awarded on the
basis of race amount to no more
than 4% of total undergraduate

scholarship dollars but do provide
an important tool to promote diver-
sity on college campuses. Those
who oppose minority scholarships
would be surprised to see that this
study shows that only a small share
of college aid is actually targeted for
minority students (The Associated
Press News Service, 1994},
Contrary to popular belief,
scholarships for minorities are not
instances of preferential treatment.
Research shows that fewer minori-
ties are staying in college, so some-
how the system is pushing them out
(The Associated Press News Serv-
ice, 1994; Cox & Associates, 1992;
Keller & others, 1991; Kosinski,
1994; Snow, 1990; State of 1llinois,
1989; Tinto, 1994; Valdez, 1993).
Thus, universities have a responsi-
bility to help these groups —to try to
increase their enrollment and their
retention rates. If scholarshipsarea
tool that is being used to correct this
problem, they cannat really be con-
sidered preferential treatment.

NIU Faculty.

An interesting finding from the
survey concerns the treatment that
teachers give minorities in the class-
room setting, Some Caucasian stu-
dents questioned (31%) believe that
NIU faculty give preferential treat-
ment to minarities. According to
this 31%, teachers show special
treatment by giving minorities more
individualized attention and by ex-
pecting minorities to do a lower
quality of work for the same grade
than nonminorities.

Of the 62% of the minority stu-
dents who responded, 49% agreed
that minorities are not expected to
do the same quality of work as non-
minorities. This percentage is dou-
ble that of the Caucasian responses
to the same remark! Perhaps this
discrepancy represents the negative
self-esteemn that many minorities
seem to carry into the classroom,
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Whereas 44% of
the dominant
population
responded that
they thought
teachers were
giving minotrities
more
individualized
attention, 47% of
the minority
students believed
that they were
receiving less
attention in the
classroom.

Teachers play a major role here
tn building students’ beliets in and
respect for themselves by providing
an atmosphere in which students
can experience success. This point
is especially important for the aca-
demic achievement of Atrican-
American and Latino/Latina stu-
dents. Student perceptions af fac-
ulty attitudes, behaviors, and expec-
tations is critical {Kuykendall, 1989).
Students who sense that they are
acknowledged, held to clear stand-
ards, and appreciated by the in-
structor, regardless of their race,
and who consider teachers as men-
tors, are more likely to graduate
(Morris, Gumia, & Neal, 1992).

Whereas 44% of the dominant
population responded that they
thought teachers were giving mi-
norities more individualized atten-
tion, 47% of the minority students
believed that they were receiving
less attention in the classrcom. In
addition, 56% of the minorities who
thought that they were being

treated differently from the rest of
the students also believed that their
views were not respected.

Members of the dominant cul-
ture tend to believe that the minori-
ties get special privileges, while the
minorities interpret this same treat-
ment as negative. This finding ties
into the research cited previously
from the journal, Personality and So-
cial Psychology Bulletin (Ross & Jack-
son, 1991}, that even when students
have equivalent qualities, teachers
consistently have more neganve ex-
pectations for African-American
males,

NIU Administrators.

Survey results pertaining to
questions concerning preferential
treatment of minorities by NIU ad-
minisiration reveal that 55% of
those who are members of the domi-
nant culture believe that minorities
get special privileges. Of this per-
centage, most believe that preferen-
tial treatment is shown when it
comes to scholarships. A financial
aid officer at NIU agreed that this
misconception, although not true, is
widely held on this campus.

One student-initiated project is
a good example of how the search
for truth can help to dispel miscon-
ceptions. Some students in NIU's
College of Business (Scholarship
Availability, 1993) selected the
awarding of scholarships as a re-
search project. When they started
their study, they believed that mi-
norities received preferential treat-
ment and that, furthermore, this
treatment was not fatr to other stu-
dents. However, when they tried to
demonstrate this claim, because
they did a geod and honest job of
researching, they came to, for them,
the surprising conclusion that mi-
norities are not favored in NIU's
College of Business. The students
found that minorities are more dis-
advantaged at NIU than at the other

business schools in Mlincis which
were studied (Eastern Illinois Uni-
versity, Charleston; [linois State
University, Normal; Southern Illi-
nois University, Carbondale; Uni-
versity of Illinois, Champaign; and
Western Illinois University, Ma-
comb).

Conclusion

The primary purpose of this
study on human diversity was to
differentiate misconceptions from
traths. The survey and interviews
expose how participants (including
students, faculty, and administra-
tors at NIU} thirnk about diversity.
The literature review places these
findings in the context of what is
happening on campuses across the
United States.

If misconceptions, like the two
this study uncovered, were te lead
people to greater harmony or sense
of well-being, then no one would
bother trying to separate the truth
from perceptions. But because these
misconceptions lead to greater ha-
tred and fear, they must be ad-
dressed. After all, as a relevant
study on this subject in the journal,
Social Forces (Sigelman & Welch,
1993) suggests, communication and
other such contact between mem-
bers of different races promotes
positive racial attitudes, especially
among Caucasians.

Education does play an impor-
tant part in reducing the fears and
misconceptions associated with hu-
man diversity. Facts resulting from
research rather than prejudice have
helped to reduce fear in academic
communities, especially at NIU.
Thereby, facts have been shown to
reduce the mounting fear of human
diversity while retaining the rights
to the First and Fourteenth amend-
ments.
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Gender in the Classroom: Boundaries Real or

Imagined?

Without equal access to
educational experiences,
skills and qualifications,
girls and women have
over the years been de-
prived in their personal
development, in their
choice of work, in their
lives as citizens and family
members, and in their ca-
pacity to influence the lo-
cal and national politival
decisions which affect our
daily lives. (Wilson, 1991,

p-1)

aggic Wilson identifies

denial of equal access

as the key cause be-

hind the inability of
women to achieve a fulfilled exist-
ence. Access today is generally rec-
ognized as a hasic human right. Ina
world ostensibly committed to
equal opportunity for all, women
students however still awail equal
opportunity as a right long overdue:
This, despite a rapidly changing
educational environment which in-
cludes the ever increasing enroll-
ment of women students in higher
education (Tittle & Denker, 1980).
Women students continue to be
marginalized within the co-educa-
tional system. Numerous studies on
gender role expectations in higher

By Anju Kanwar, Ph.D.

Anfu Kanwar is an Assistant Professar, Department of English, Northern
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educatlion classrooms demonstrale
the imperative o overcome en-
trenched practires.

In a world
ostensibly
committed to
equal opportunity
for all, women
students still
await equal
opportunity as a
right long overdue.

The situation in the grade
school is no better. Referring 1o “A
recent study of teachers in four
states and the District of Columbia,”
Isaiah Smithson (1990) notes that
the investigation “demonstrates
that most teachers in fourth-, sixth-,
and eighth-grade classrooms” still
devole more time “1o their male stu-
dents than to their female students,
ask them more challenging ques-
tions, and allow them more time to
talk” {p. 2). Smithson argues that
“[s]ince learning closely correlates
with the amount and quality of in-
teraction between students and
teachers, male students often have

an advantage in these lower
grades”; he concludes that “[t]his
advantapge continues inte college”
{p. 3). 1 helieve, along, with Smith-
son, lthat “negative teacher behav-
iors” mark the attitude of teachers
toward women studenis. What 1
would further assert is that sexist
attitudes are racially and ethnically
specific that is, they fall most heav-
ily on female minority students.

Class and race cannot be ex-
cluded from any intelligenl discus-
sion of the problems of gender eq-
uity in the classroom. Though
women and men compose the hu-
man community, considerations of
race and class disadvantage must
also be faced, even when they intro-
duce and even validate deep divi-
sions that complicate gender issues.
1 do not deny that there is a danper
here in the potential to validate fur-
ther differences within the system of
gender privilege.

Many in educational institu-
tions resort to tacit “insider rela-
lions” inan elitist defense againstall
challenges from below for cquity.
This results in an increasingly di-
chotomized academic rommunity
with little value placed on shared
human experience. Individual striv-
ing then descends to merely egoistic
solipsism. These responses are, of
course, strategies of exclusion. The
antidote is to see that, though some
general distinctions between people
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such as gender will persist, today
we need to focus more on differences
between individuais and less on dif-
ferences between groups. We need
first o recopnize class, race, and
gender as important faciors ina per-
son’s sovial lovation, but then look
beyond them 1o the real individual.
Such a changed perspective will re-
quire a reformed pedagogy.

My experiences as
a female student
from the Indian

sub-continent and

as the inheritor of
a patriarchal
tradition have
given me a
perspective into
the issue of gender
in the classroom
that is quite
distinct from the
one I have since
developed as a
student in the
United States.

Gender and Pedagogy

To investigate the relation be-
tween gender and pedagogy, we
need to situate this relation in a cul-
tural context. A broad cullural
framework can illuminate the corre-
lation between the treatment of
women in society and their treal-
ment in the classroom. This study is,
therefore, informed by my personal
experiences in the classroom both as
a student and as a teacher. My expe-
riences as a female student from the
Indian sub-continent and as the in-
heritor of a patriarchal tradilion

have given me a perspective into the
1ssuc af gender in the classroom that
is quite distinct from the one [ have
since developed as a student in the
United States.

Since coming to the United
Staltes, 1 appreciate even more than
previously, the personal advantage
| had of attending a private co-pdu-
cational school in my own coun-
try — one thatis obviously denied io
students graduating from stale-
funded institutions there, and v
people who belong to a racial mi-
nority. Class and race status, when
enhanced by familial support, can
provide an invincible barrier
against the “other” thal constitlutes
the rest of the world outside of the
“1” thal cach of us inhabils. Despite
Lhe privileges of class, race, and fam-
ily status tha! enhanced my per-
sonal, academic, and professional
aspirations, both in school and in
college (in India}, lalways noted the
difference in treatment by teachers
of their women and men students.
Not only were the male teachers
usually more encouraging to the
male students, so too, were the fe-
male teachers. Though such callous-
ness was not excusable in the male
teachers, it was cspecially incxcus-
able in the female teachers. N
showed an inability to acknowledge
their own gender or to relate as
women to their own female slu-
dents.

In America, my experience hos
been somewhat different. Here, [
have become aware of the signifi-
cance ol my gender when caombined
with my minority status at a state
[unded institution. Though I have
seen that often the teachers treat fe-
male students in ways similar to
that of their Indian counterparts, [
have also scen that American
women students, in many ways,
have tu cope with an additional
handicap. Since discrimination
hased an gender is a polilically
charged issue, many so-called advo-
cates assert their correctness pub-
licly only to practice their discrimi-

nation more privately. For the fe-
male sludent, such a dichotomy be-
tween the publicly stated and the
privately practliced beliefs of teach-
ers is extremely difficult lo prove.
Thus, lhough gender equity von-
vorns are more overtly espoused
and vonfrented in this country, stu-
dent-teacher relations continue to
be marked by old but unacknow-
ledged stereotypes. This perpelu-
ation of past behaviors is particu-
larly duc to the fact that, though
there have been enormous legal
changes in the education system, it
still continues ta be male domi-
nated.

One of the most
COMMOn ways
that a female
student’s response
is devalued is
through
interruption of
speech. Studies
show that the
responses of
female students
are often
interrupted both
by teachers and by
the male students;
thus mimicking
gender relations
and relations of
power in the
world outside the
classroom.

While teaching has traditionally
been acceptable as a “respectable”
profession {or women, teaching at
the university level continues to be

36

Thresholds in Education

November 1995




the stronghold of men. This fact is
evident in the make-up of both the
faculty and the administration of
universities (Howard, 1978). With
higher education still in the hands of
the old guard, then it is inevitable
thal lhey should continue to per-
peluate  old  attitudes toward
women and men students. Where
women educalors abound — such as
in  grade school and high
school — often, as inheritors of a pa-
triarchal tradition, they repeat patri-
archal attitudes. Today, appropriat-
ing a feminist terminology, | realize
that often women are among the
foremost upholders of the patriar-
chy.

Before we can iniliate decp
change in the allitudes of teachers
toward students, both the teachers
and the students must become
aware of this need. Many leachers,
however, refuse to acknowledge
therr — witting or unwitting— per-
petuation of sexist attitudes toward
their female sludents. Students
themselves ofien refuse 10 acknow-
ledge the existence of any problem
in the classroom or the need for any
change. For example, Koma-
rovsky’s (1985) test results on beliefs
about psychological sex differences
among freshmen demonstrate a
common denial of society’s ten-
dency to stereotype women nega-
tively; although this lendency is less
evident than it had been in previous
studies conducted by Broverman et
al (1970). There, reports Koma-
rovsky, “the evidence is abundant
that stereotypically masculine traits
are more often perceived as socially
desirable than are attributes that are
stereotypically feminine” (p. 88). As
a result of this perception of differ-
ences between male and female
traits, teachers tend to value more
the responses of male students. By
conlrast, the responses of female
students may be overlooked or un-
dervafued.

One of the most common ways
that a female student’s response is
devalued is through interruption of

speech. Studies show that the re-
sponses of female students are often
interrupted both by teachers and by
the male students; thus mimicking
gender relations and relations of
power in the world outside the
classroom. Interruption practices
commonly mark gender relations in
culture. For instance, Wesland Zim-
merman in Language, Gender and So-
ciety (1983), refer to the study of Eak-
ins and Eakins (1978) that shows
how “male faculty members con-
tribute more interruptions to de-
partmental faculty meetings than
females” {p. 102). Eakins and Eak-
ins’ study shows that “the ‘most in-
terrupted” female was a faculty
member who did not yet hold a
Ph.D. degree, while the ‘least inler-
rupted’ male was the chairman of
the departmenl” (p. 102). Wesl and
Zimmerman's own study (1973)
demonstrates that while “interrup-
tions are initiated very rarely in
same-sex conversations,” in “cross-
sex conversations,” males interrupt
“more in every exchange” (pp. 102-
3). They, therefore, sugges! thal “re-
peated interruption by one’s con-
versational partner might be not
only a consequence of one’s lesser
status, but also a way of cstablishing
and maintaining that status differ-
ential” {p. 103). Such interruption
practices not only violate the
speaker’s right to talk (West & Zim-
merman, 1977; 1973), but they make
women students feel self-conscious
and stupid for voicing an idea with-
out being sure of il. Furlthermore,
they ensure their subsequent si-
lence.

Teachers and male students
even interrupt the conversations of
hesitant female students more often
than they do the ideas expressed by
males who show a similar uncer-
tainty in articulating their thoughts.
In fact, male students are often en-
couraged by being given lime, {or
instance, to further develop their
tentative ideas. By not interrupting
them, both the teachers and the fe-
male students show respecl lo the

egos of the male students and create
an almosphere that facilitates the
growth of their inlellectual and
creative abilities, The female stu-
dent, however, is seldom extended
the same respect or opportunity to
develop herself. As in the larger cul-
ture, so in the classroom the male
(student) often gains by silencing
the female {student).

Fearing judgement
and undue
attention, many
minority students,
especially at the
undergraduate
level, cease to
contribute to class
discussion at all.
This behavior is
especially evident
in females whose
quiet demeanor
and downcast eyes
often conceal a
keen sensibility
and intelligence.

Racial and class differences
serve to magnify this silence. While
private institutions may eliminate,
or at least minimize, differences in
student economic status, such dif-
ferences can’t be controlled in state-
funded institutions. I have studied
and presently teach in a state school
in the Midwest where 1 have en-
countered racisl and class attitudes
among both students and teachers.
While the Black-White divide is
mosl obvious in Lthe United States,
other groups have also been caught
up in the “color war,” especially in
certain disciplines. As a conse-
quence, these newer ethnic/racial
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minoritics are beginning to face
what the African-Americans have
confronted {or centuries. Itis notmy
intention here to recapitulate the
history of this country except to note
thal history is living within each of
us as we participate in American
institutions. Qur c¢lassrooms in sub-
tle ways continue to perpetuate the
past. While teachers certainly call on
minority students and thus ascribe
them a presence and a voice, such
tcacher attitudes are not universal
and are more evident in certain dis-
ciplines than in others. For instance,
a minority student in a mathemal-
ics, economics, or science depart-
ment is more likely to be heard than
aminority student within a humani-
ties department. This may be be-
cause many studies indicale the
greater aptitude of cerlain minori-
ties in cerlain ficlds., Nonetheless,
teachers in liberal arts departments
do place high value onlinguistic fac-
ulty. Too often, they attribute the
cause of a minority studenl’s wril-
ing difficulty to his/her ethnic
status. Such a judgement, assuming
that it is valid, should nevertheless
be used to assist the student. In-
stead, il functlions to invalidate the
acceplabilty of the individual differ-
ence and, therefore, engenders an-
ger and resentment rather than a
desire to learn.

Fearing judgement and undue
attention, many minority students,
especially at the undergraduate
level, cease to contribute to class dis-
cussion at all. This behavior is espe-
cially evident in females whose
quiet demeanor and downcast eyes
often conceal a keen sensibility and
intelligence,

At the graduate level, the prob-
lem of gender prejudice manifesis
itself a little differently. Here, it is
speech rather than writing that may
be the problem. A teacher who may
never permit verbal reticence in
male students sometimes mutely
permits il in the female students,
mistakenly considering it humane
to do so. By so colluding with female

students in their silence, not only is
the teacher partly responsible for
the consequent lessening of self as-
sertion, but also for the lower level
of mentlal siimulation and chal-
lenge.

Teacher altention places addi-
tional pressure on any student, but
il also motivates her or him to per-
form. When a female studenl re-
ceives both less blame and less
praise lhan her male student col-
leagues, she may well have less mo-
tivation to realize her potential.
Such “negative teacher behaviors”
thus preserve, not reduce, stereo-
types about women and men stu-
dents (Titlle and Denker [1980] dis-
cuss Astin’s study [1977) on this is-
suc). Under co-educational condi-
tions, therefore, what looks like an
equal education may only be a re-
production and ratification of gen-
der inequality. What then, can be
done?

|
While it may be
true that initial
segregation by
gender tends to
consolidate
self-worth within
those communites,
we also know that
ultimately, the
strategy of
segregation merely
perpetuates
marginalization.

Special Educational
Institutions for
Women?

Several feminist thinkers have
suggested that what is needed are

separate institutions for women.
Within a gendered world, this may
be one way to establish a spave
within which to encourage the
needed harmony for true learning
in the classroom. “Education” then
would represent more than the ac-
quisition of a ship of paper; it would
also represent the teaching of self-
worth and self-esteem in a world of
equal opportunity. Through their
exclusive attention to women, surh
institutions might offer more oppor-
tunities in the ficld of academics as
well as m extra-curricular activities.
These opportunities would, in lurn,
promote confidence in women lo
participate more actively in society
and {o rightfully appropriate more
positions within the social structure
of power.

During the 1970s, such senli-
ments led to the Sagaris (Bunch,
1983; 5t. Joan, 1983; Sherman, 1983)
and Califia (Murphy, 1983; Silva,
1983) experiments on the East and
West coasls, respectively. Though
thesc experiments in separate insti-
tutions and (ommunities for
women did nol survive, some of
their ideas have had continued in-
fluence. Following these experi-
ments, and responding to the grow-
ing despair over the continued dis-
crimination  against female stu-
dents, some women's schools
around the country have begun
adopting new strategies in teaching.
By accommodating teaching meth-
ods and styles to the learning pal-
terns of female students, and by fo-
cusing on ¢ollaboration ralher Lhan
on competition, these schools seem
to be making great strides in the
cducation of their students (Krusch-
witz. & Peter, 1994; Brosnan, 1994;
Allen, et al., 1994).

Though the efforts and visible
results of these schools are laudable,
I, nonetheless, believe that we need
to find answers lo the problem of
gender discriminalion within the co-
educational classroom and not re-
sort lo placing the iwo genders into
separate institutions or classrooms,
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While it may be true that initial seg-
regation by gender tends to consoli-
date self-worth within those com-
munities, we also know that, ulti-
mately, the strategy of segregation
merely perpetuates marginaliza-
tion. Further, because we inhabit a
gendered world, the world of the
classroom should prepare us for
what we undoubtedly shall encoun-
ler outside. Segregating the sexes
into separale schools will only post-
pone women's  encounters  with
gender discrimination, not erasc
them.

Conclusion

If the answer does not lie 1n seg-
regation of female studenis {rom
male students, how else can we
change our present system of educa-
tion? I propose three things.

First, like many feminist educa-
tors, 1, toa, believe we need to in-
crease female faculty enrollment
and to hire more women in posi-
tions of power in order to fulfill the
demand for [emale role models,
Like many of the women’s schools
who are hiring outstanding women
faculty to teach courses in science
and mathemalics, we need to in-
crease this hiring trend in coeduca-
tional tax-supported schools and
across all disciplines, Further, by in-
cluding more faculty women of
color, we can create role models for
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Survey of Chinese Students’ Level of
Participation/Interactions in the U.S. Classroom

Abstract

In spite of the high number of
Chinese students (both foreign and
American cilizens) sludying in
American colleges and universities,
few studics have been conducted
concerning Chinese students and
their learning experiences in the
American educalional system. Fac-
ulty members who want to assist
Chinese students to become part of
the campus community should be
aware of the values, worries, and
mannerisms that Chinese students
bring to their classroems (MacDou-
gall & Corcoran, 1989). A survey
was conducted during April, 1994,
to assess the current situation at
Northern lllinois University (NIU)
in DeKalb. Chinese students were
guestioned about their atliludes lo-
ward interactions with Americans
in general, their classmates, and in-
structors. In addition, Chinese stu-
dents were asked to make sugges-
tions as to how faculty might best
help them feel more comfortable
participating in the American class-
room and the campus community.
This survey provides some valuable
information about Chinese stu-
dents’ level of participation/inter-
actions in the US5. classroom. In ad-
dition, some worthwhile Lips have
been given to inslructors who want
to hetp their Chinese students feel

by Susan A. Timm and Shouyuan Wang

Susan Timm is with the University Resources for Latinos, Northern Ilinois
University. Shouyuan Wang is a doctoral candidate, Adult Continuing

Education, Northern Illinots University.

more comfortable participating in
the educalional community.

Rationale for the
Study

hinese students come lo

American  colleges 1o

study from many differ-

ent areas including Hong
Kong, People’s Republic of China,
and Republic of China {Taiwan).
According o the New York-based
Institute of International Education
{(as cited in Cole, 1994), the People’s
Republic of China sends more stu-
dents to the U5, than any other
country (45,130). Taiwan ranked
third in this study with 37,430 stu-
dents in America.

In addilion, a large number of
American students are of Asian
heritage. The 1988 Digest of Educa-
tional Statistics {(as cited in Beamer,
1994) slated these American-Chi-
nese students account for 448,000 of
the U.S.student population. Beamer
(1994) mentions how immigration
from Asia more lhan doubled in the
1980s; thus, many of these Asian-
American students are recent immi-
grants. Also, Zhao {1993) remarks
that Chinese-speaking studenls
make up the largest group of inter-
national graduate scholars in the

Chinese students
are more
accustomed to
listening to the
instructor and
reading a text
than they are to
researching
information on
their own. They
are not
accustomed to
questioning the
instructor’s
expertise sthce
they prefer to be
good listeners
rather than talkers.

United States. Yet, in spite of the
high number of Chinese students
{both foreign and American citi-
zens) studying in American colleges
and universities, few studies have
been conducted concerning Chinese
students and their learning experi-
ences in the American educational
system.
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Problem

Although each individual Chi-
nese cannol be categorized, some
commonalilies of the Asian, and
more specifically the Chinese, cul-
ture can be determined (Hollzman,
Murthy, & Gordon, 1991). A study
by Hartung {as ciled by MacDougall
& Corcoran, 1989) found that inter-
actions of the Chinese student are
forced. These students may become
stressed while anticipating and par-
ticipating in such everyday tasks as
making friends and relating to stu-
dents and instructors. Although
“shyness” may be a common char-
acleristic of the Chinese, part of this
reserve may be attributable to their
lack of proficiency in the American
mode of communicating (Green-
baum, 1985}.

In addition, Chinese students’
anxiety in the American classroom
can be aggravated because of the
differences in cultures and educa-
tional systems. Yao, in studies in the
late 1970s and early 1980s (1983)
found that Chinese students’ learn-
ing styles as a whole are different
from those of Americans. Chinese
students arc more accustomed to lis-
tening to the instructor and reading
a text than they are to researching
information on their own. They are
not accustomed to queslioning the
instructor’s expertise since they pre-
fer to be good listeners rather than
talkers. Chinese students often ap-
pear shy to Americans. Even when
they have concerns about course re-
quirements, they rarely ask ques-
tions of faculty (Yao, 1983). Their
Chinese teachers wusually asked
their need if students appeared to be
confused.

Holtzman, Murthy, and Gor-
don (1991) report that such cultural
gaps between members of two so-
cieties can be a significant cause of
misunderstandings that interfere
with successful student/teacher re-
lationships. One difference in ex-
pectations concerns teacher use of
praise and criticism in the classroom

(Salili, Hwang, & Choi, 1989). Al-
though Chinese professors tend to
be openly critical of their students,
their remarks are viewed as helpful.
The less pointed responses of
American professors may be per-
ceived by Chinese students as con-
fusing or dismissive,

Such conlrasts go o the heart of
educational  ideologies (Upton,
1989). Many experls argue that what
counts as scholastic attainment can
only be understood within an indi-
vidual's cultural framework (Le-
ung, 1991). Erbaugh (1990) found
that having students study China’s
literary tradition is one way instruc-
tors can integrate key Chinese be-
liefs into their teaching. Thus, fac-
ully members who want to assist
their Chinese students o become
part of the campus community
should be aware of the thought tra-
ditions, values, worries, and man-
nerisms that Chinese students bring
to the classroom (MacDougall &
Corcoran, 1989).

Chinese Students at
Northern Ilinois University

NIU 15 a state-assisted, coeduca-
tional, four-year university located
in Northwest lllinois 65 miles wesl
of Chicago. Approximately 25,000
students are enrolled in on-campus
and off-campus programs {Office of
the Provost, 1994). The university
consists of seven colleges, and un-
dergraduates can major in approxi-
mately 75 fields of study throughout
these colleges.

According to the NTU Office of
Institutional Research (1993), Chi-
nese students from Hong Kaong,
People’s Republic of China, and Tai-
wan, who are enrolled in programs
at NIU, amount to 30, 144, and 71,
respectively. Most Chinese students
and laculty at NIU are members of
either the Mainland Chinese Stu-
dent and Scholars Association or the
Chinese Student Association,

A survey was conducted during
April, 1994, to ascertain how Chi-

nese students assessed their current
situation at NIU. They were ques-
tioned about their attitudes loward
interactions with Americans—both
classmates and inslructors. In addi-
tion, Chinese students were asked
to make suggestions as to how fac-
ulty might better help them [eel
more comfortable participaling in
the American classroom and cam-
pus community as a whole.

We surveyed Chinese students
during meetings of their two asso-
ciations. Hung-Bing Lin, treasurer
of the Chinese Student Association,
assisted by personally assuring that
most of his group’s members com-
pleted a copy of the survey. A tolal
of 61 surveys were finished. This
number represents a return rale of
36%.

Findings

The number of years the re-
spondents had been studying in the
U.S. ranged from 3 months lo 3 12
years. When asked whether or not
they had social contact with Ameri-
cans oulside of the classroom envi-
ronment, 75% said “yes,” while only
25% answered “no.” Of this 75%,
however, 45% described their inter-
aclions with Americans as negative
experiences, They referred to these
encounters as “confusing” (13%),
“frustrating” (15%), or “unevent-
ful” (17%). On the other hand, 59%
marked “interesting,” and 74%,
“friendly.” {Because sludents were
allowed to mark more than one cate-
gory, in some cases the percentages
given add up to more than 100.)

Those who chose not to social-
ize with Americans (25%) gave the
following reasons:

® feel uncomfortable interacting
with Americans (73%);

*  too busy (60%);
*  not interested (47% );

® Chinese are available to social-
ize with (29%); and
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¢ languagce barriers (27%).

Socialization With
Classmates

When asked to describe their
overall classroom interactions with
fellow students, a majority of the
Chinese believed they were “maod-
erately successful” (62%). However,
22% viewed these interactions as
“not very successful.”

Reasons given as to why the in-
teractions with their classmales
were successful included:
®  lheir ideas and opinions were

respected {(63%);

e {heir classmates had interest-
ing ideas (50%); and

® classmates respected and were
interested in their culture
(44%).

Only one person identified a
personalily issue.

Since the Chinese
are community
oriented, some

may interpret the

American
entrepreneur spirit
as a form of
arrogance.

Chinese studenls gave scveral
explanations for why interactions
with their classmales were not suc-
cessful. Many (54%) believe that
their classmates don’t have interest-
ing ideas or opinions. Twenty-three
percent believe that their classmates
don’t respect or are not interested in
Chinese culture. Another com-
mented that American students are
too individualistic. Since the Chi-
nese are community oriented, some

may interpret the American entre-
preneur spirit as a form of arro-
gance. Still another voiced a lack of
confidence in the ability lo use Eng-
lish perfectly to communicate. Only
one student admitted not being ac-
tive in the classroom.

When asked to comment on the
quality of their interactions with
their instructors, 30% indicated that
they were “very successful,” 55%
said “moderately successful,” and
15% said “not very successful.” Suc-
cessful interactions occurred if:

®  “They encourage me to ask
queslions, express my views,
and/or participate in class ac-
tivities,” (67%);

& “They respect my ideas/opin-
ions,” {54%);

*  “They make me feel welcome
in seeking help/advice in or
outside of the classroom,”
{(50%);

e  “They show concern for my
studies,” (344%);

e  “They respect and are inter-
ested in my culture,” (27%);
and

®  “They care about my life here
in the US.,” (14%).

Only one Chinese student re-
marked that it was dependent on
the individual instructor. The main
explanation Chinese students gave
for unsuccessful interactions with
their instructors was that, “They
don’t show concern for my studies”
(67%). Lack of understanding was
another common reason given.

Suggestions to Faculty

Students who completed the
survey presented some useful sug-
gestions for instructors who have
Chinese in their classes. Their ad-
vice can be divided into six main
categories,

1) Show patience when answer-
ing questions. Sixty-seven percent
marked this category.

2) Ask if student has something
lo say. Almost half (43%) recom-
mended that instruclors ask them if
they have something to say without
pressing them.

3) Encourage interaclion, Forly-
eight percent think the instructor
should encourage  inleraction
among the students in the class-
room.

4) Make references to culture
when appropriate. Thirty-four per-
cenl want the instructor to make ref-
erence to their cullure when possi-
ble and appropriate during class-
room leclures and discussion.

5} Be moure directive. Sludents
who marked this suggestion (25%)
believe the instructors should be
more directive in organizing groups
far projects.

6) Additional suggestions Lhat
Chinese believe will help them feel
comfortable in the classroom envi-
ronment include:

a) Show care and concern about
their lives in the U S,

b) Try to be more under-
standing of their needs.

¢) Try to learn and usc their Chi-
nese names.

Conclusion

Chinese students, bath foreign
and American, conlinue to increase
in numbers in the U.5, especially
since the Chinese government
opened its doors in the late 1970
(Chu, 1990). To assist Chinese schol-
ars to be contributing members of
their institutional communities,
they must consider this popula-
tion’s special characteristics and
needs. This survey provides some
valuable information about Chinese
students’ level of participation/in-
teractions in the US. classroom.
Also, some worthwhile tips have
been given to instructors who want
to help their Chinese students feel
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more comfortable participating in
the educational community.

We will continue to gather data
in this all-important area. Hopefully
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The Internet: A New Responsibility for Education

Times change and with them
their possibilities

Times change and with them
their demands.

[ Ching

¢ all understand that

the Internet is an

ocean of information

resources. But most
novices desperately want life-
guards, swimming lessons, and
Mae West life preservers. (Quint,
1993)

When the Clinton Administra-
tion launched the National Informa-
tion Infrastructure, or NIlI, the so-
called Information Superhighway
on the Internet in September 1993,
the initiative was promoled as
something to provide “all Ameri-
cans with access to information and
lo communicate with each other us-
ing voice, data, image, or video any-
time, anywhere” (United States. In-
formation  Infrastructure  Task
Force, 1993). While “universal” ac-
cess may be only a dream, access for
many citizens will eventually be
possible. At this time, we are a long
way from that reality. Worldwide,
the Internet has more than 20 mil-
lion users, more than half of whom
are in the United States. This means
that only approximately 2 percent of
the U. S. population use the Internet
{(Williams, 1994a).

Neverlheless, the growth rate of
electronic information, particularly
the Internet, is exponential.

Byron Anderson

Byron Anderson is Acting Head of Reference, Founders Memorial Library,
University Libraries, Northern lliinois University

Whereas, in 1983, there were 310
million bibliographic records avail-
able through online access, by 1993
there were 5.6 billion (Williams,
1994b). Today, more than 2,700
newspapers are experimenting with
ene or more kinds of electronic ven-
ture, compared to only 42 in 1989
(“Electronic Newspapering,” 1994},
Traffic on the NSFnet, the backbone
network for the Internet, grew a
whopping 110 percent in 1994, and
the number of countries online in-
creased from approximately 137 in
1993 o approximately 159 in 1994
The Internet is expecled Lo evolve
with a growlh ralc of from 8 to 9
percent a month during the next
year and beyond, and is targeted 1o
involve 25 percent of the population
by the end of the decade. The
growth of the Internet will not be a
passing trend, and as it expands it
will take on new roles, changing
communication in our society.
Eventually, il is predicted that the
Internet will become the world’s
primary means of communication.
As Mark Gibbs, co-author of Navi-
gating the Internel, said, “Not
knowing how o use the Internet
will be as grave a deficiency as not
knowing how to read.”

While one must agree with
Gibbs regarding the growing im-
portance of the Internet, one may
slill wonder why there is Lhis rush to
get connected, what is the big
hurry? First, the Internetis hyped in
the media and strongly market
driven. Global economic interests
are pressing for the advances in

communication technology that are
rapidly changing the world, and
much of their attention is forused on
the Internet. Futurists, such as Alvin
Toeffler and John Naisbitt, have
long since forecast the so-called
third wave, the social fransition
from an industrial-based 1o an infor-
mation-based economy. Now the
Clinton Administration, betung
that much of the nation’s economic
recovery will be generated by the
development of communications
technology, is strongly interested in
developing the Inlernet,

Global economic
interests are
pressing for the
advances in
communication
technology that
are rapidly
changing the
world, and much
of their attention
is focused on the
Internet.

There are high educational
stakes in all this activity. While edu-
cators are beginning to realize lhat
the Internet can be a powerful tool
in the classroom, they also know
that the use of the Internet presents
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a unique set of challenges and new
responsibility for educators. As the
Internet expands and more indi-
viduals come to rely on electronic
delivery of information, the educa-
tional demands will become acute.
A number of issues must be faced by
educators which have profound im-
plications for sustaining democratic
possibility in the United States.

Issues Of Equity

There are two dimensions to the
equity issuc on the Internet. On the
one hand, there is an inherent tilt
toward equity in a system applica-
ble to all users. For example, the
Internet does not recognize one’s di-
abilities or limitations. The system
doesn’t know if a person is ex-
tremely shy, home-bound, or has a
speech impediment. It does not
know the 1Q or personality of a user.
The Internet permits anyone to in-
leract, needing only their curiosity
and creativity to explore and con-
nect freely. It can give new life to
those who lack other acceptable out-
lets for expression.

On the other hand, the Internet
confronts educators with an ineq-
uity in the form of barriers to access.
[tis naive to assume that the benefits
of electronic information will even-
tually spread evenly to the entire
population (Postman, 1992). To
date, there are a number of barriers
preventing this equity. First, there is
inequity between Inlernet access
and income levels. Internet access
requires a personal computer with
online capability and an account.
All this costs money. A 1994 survey
found that households with in-
comes of $50,000 or more are five
limes more likely to own a PC and
ten times more likely to have access
to online services. In the same year,
similar results were found in Can-
ada. A survey there found that 40
percent of Canadian homes had
PCs, but upper income earners were
three times more likely to have a PC
than those earning less than $30,000

annually. This shouldn’t come as a
big surprise. After all, disposable in-
come often chases after the latest
electronic gadgets. What these fig-
ures suggest, however, is the poten-
tial growth of an information elite.
Educators have a responsibility to
deal with this inequity. Profession-
als in schools, colleges, universities,
libraries, and other service instilu-
lions will have Lo lobby rigorously
for broad-based public access and
supporl to counler a lrend o ex-
clude those among our citizens who
are less well-off,

Schools can
reverse this trend,
and prevent the
Internet from
becoming a
learning tool
limited largely to
“bright” students,
compulter scietice
majors, or
advanced classes.
Access must be
open to all
students in classes
across the
curriculum.

Second, there is an inequity in
Internet use based on levels of edu-
cation. A survey of college gradu-
ates with children, showed that 49
percent had PCs, compared to 17
percent of homes in which the par-
ents had only high school diplomas
(Furger, 1994). According to re-
search done during 1994 at MIT, of
the estimated 120,000 te 140,000
daily recipients of electronic docu-
ments issued by the White House,
75 percent were college educated.

Schools can reverse this trend, and
prevent the Internet from becoming
a learning tool limiled largely 1o
“bright” studenls, compuler science
majors, or advanced classes. Access
must be open to all students in
classes across the curriculum; other-
wise, American sociely will develop
a significant gap between informa-
tion haves and information have-
nots.

Third, there is a gender ineg-
uity. Cyberspace is dominated by
males. A recent poll found that 95
percent of Internet users are male
and only 5 percent female (“"Chron-
icles,” 1994). According lo the MIT
research mentioned above, 80 per-
cent are male, Educalors must find
ways to encourage all students to
use the Internet.

Fourth, there is an urban-rural
inequity. As a rule, larger popula-
tions will have more of the informa-
tion infrastructure, thal is, casier
and less costly options of connect-
ing. Rural areas will be among the
last connected. Lightly populated
areas are less profitable to commu-
nications companies, and federal
subsidies are not likely to be forth-
coming. To connect to the Internet,
many rural and smaller urban arcas
users will have to rely on long dis-
tance dialing, a costly venture,

Finally, there is an age incquily
that has serious implications for
adult educators. A survey which
chronicled Internet users by age
found that 29 percent were aged 21-
25, 27 percent were 26-30 years old,
17 percent were 31-35, 11 percent
were 36-40, only 8 percent were 41-
50, 6 percent were 16-20, and only 2
percent were over 50 (“Chronicles,”
1994). Mareover, an MIT study pre-
dicted that the median age of In-
ternel users would drop from 26 to
15 within the next five years. This
may be good news to those teaching
children and adolescents, but il
demonslrates a serious need to be
addressed by adult educators. Tt will
take extra program and curriculum

46

Thresholds in Education

November 1995




efforts to bring Lhe benefits offered
by the Internet to adult learners,

Issues Of Connectivity

The initial connection to the In-
ternet is often difficult. Many
schools lack the necessary technical
expertise and financial resources,
Schools will have to choose from
among the many avenues leading to
Internet access in both the public
and private domains. Some schools
may be fortunate enough to have a
plan developed and paid for by the
school system or state deparlment
of education. If not they will have to
choose and determine the most cost
effective and efficient conneclion.

Third, schools will need to have
up-to-date computer equipment.
The Internct is quickly developing
applications that require PCs to
have more power, speed, and disc
space. Many Internet applications
are moving toward a Windows en-
vironment. School leaders quickly
discover that their old Apple IIEs, or
comparable PCs, are minimally ade-
quate for Internet access. New
equipment costs money, and used
PCs have little or no trade-in value.
Accessing the Internet means add-
ing more line items to the budget

The final problem for connect-
ing is staying connected. Terminals
go down, and this means requiring
expert help to keep workstations up
and running. Some schools may be
able to depend on a knowledgeable
staff member, but most will need to
work with a consultant. Fortu-
nately, good consultants can be
used in a variety of ways, for exam-
ple, addressing equipment needs,
and implementing a reliable and
cost efficient connection.

Issues Of Training

As schools get connected, ad-
ministrators have a responsibility to
provide adequate staff training. If
teachers can’t use the technology,

students won't. Teacher training
will also become increasingly criti-
cal (Pack, 1994). In the business
world, a survey of thirty five com-
panies equipped with networking
capability, found that nearly half of
the total system expense could be
traced to “futzing,” thatis, end users
playing around with their machines
and trying to do things for which
they were not trained. In contrast,
hardware and software for this net-
working combined accounled for
only about 15 percent of the cost.

Internet training
is not a one-time
instruction, but an
evolving system
that is rapidly
growing and
changing. It will
require continuous
learning to keep
up with
navigational
tools, software
utilities, and
online resources.
With the Internet,
one must expect to
perpetually be a
student.

School staffs generally get mini-
mal training, The big picture of the
Internet is not easily grasped, and in
the beginning, it can impose a high
learning curve, The larger anticipa-
tion of gaining access to so much
information quickly disminishes
once one realizes how difficult and
time consuming it can be to learn
and navigate the net, let alone actu-
ally locate desired information. For

professionals, learning the Internet
may become one more chore in an
already overloaded schedule. When
one has little time for such things,
the learning may become more of a
catch as catch can experience. The
necessary release time to learn a
new technology is rarely provided
by schools. For every dollarspenton
technology another dollar should be
spent on training (Pack, 1994). This
simply is not the rule, and if it were,
schools would still be among the
least able to afford the cosl. Beyond
the initial lraining there remains the
need to keep current. Internet train-
ing is not a one-time instruction, bul
an evolving system that is rapidly
growing and changing. It will re-
quire continuous learning to keep
up with navigalional lools, soltware
utilities, and online resources. With
the Internet, one must expect lo per-
petually be a student.

Successful technical and navi-
gational training for teachers wili
also depend on a psychological ac-
ceptance of the technology. Accord-
ing to a recenl survey by the U.S.
Department of Education, 84 per-
cent of America’s teachers consider
only one type of information tech-
nology absolutely “essential”: a
photocopier with an adequale pa-
per supply. Communications tech-
nology appears lo be running a dis-
tant second, and without any ur-
gency. Many see the Internet as im-
posing on one’s time and routines.
Indeed, electronic informalion
changes the way things are done,
and may even be seen as a threat
(Kilian, 1994).

A personal adaptation to the In-
ternet means more than only an at-
titudinal change, it also will require
a paradigm shiftin one’s thinking, It
may even mean Lthat teachers be
willing to concede some of their as-
sumed teaching responsibilities,
and let the Internet provide the in-
struction. Rather than being at the
center of the classrcom, the teacher
will be more on the side guiding the
student in efficient ways of locating
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information. Tt has been suggested
that the new communication tech-
nelogies will gradually bring to an
end the old chalk-and-talk school
systems (Kilian, 1994).

Issues of Curriculum
Integration

Once educators are motivated
to learn and keep up with the In-
ternet, they can then begin to apply
this knowledge to teaching. The In-
lernet can be a learning tool for
every class across the curriculum. I
is a broad-based information access
tool equally serving learning in the
humanities, social sciences, and sci-
ences.

Itwill bea
complex
responsibility for
educators to teach
students how to
use the Internet as
a true educational
resource. There
are, unfortunately,
plenty of
opportunities for
non-educational
and even
miseducational
uses, some are
even destructive,

There are a number dimensions
involved when teaching the Internet
as part of the curriculum. Teachers
need to be comfortable with ambi-
guity and uncertainty, and be able
to think on their feet. This is neces-
sary because the Inlernet is an
evolving system, said to be in the

i

“palecelectronic  era,” Informa-
tional resources may appear and
disappear with no advance warn-
ing. Certain rescurces will be un-
available during prime hours of the
day. At other limes, the entire sys-
tem may go down! Instructors will
have lo overcome or breakdown a
number of barriers, beginning with
learning an entry level vocabulary.
Internet jargon is so rampant that it
will need to be reduced by the
teacher to a student's wunder-
standing. A ieacher’s working
knowledge of basic terms will be
vital. Finally, teachers must find
ways to become immune to the
stresses caused by constant de-
mands for help, as there will be
many.

Teaching must begin with the
instruction of technical skills re-
quired lo connect to and navigate
the system. Beyond that are the
more abstract and challenging is-
sues of intelligent Internet use, in-
cluding how to think critically about
information, how best to use the sys-
tem toward educational advantage,
and how to control for information
overload. It will be a complex re-
sponsibility for educators to teach
students how to use the Internet as
a true educational resource. There
are, unfortunately, plenty of oppor-
tunities for non-educational and
even mised ucational uses, some are
even destructive. For example, stu-
dents venturing into cyberspace
may wander into toxic-waste
dumps: neo-Nazi newsgroups, por-
nographic files, sexual harassers,
and even pedophiles (Kilian, 1994).
Internet users can access MUDs, or
Multi-User Dungeons, where play-
ers assume character identities and
go adventuring in labyrinthine
worlds. MUD games consume a
great deal of online time, and have
caused a number of colleges and
universities to ban MUD access
from their Internet connection.
There are olher potential abuses
that could be listed, but the point is
made— users have access to nega-

tive resources which can be time-
consuming, money wasling, great
for procrastination, and potentially
addictive.

On the other hand, when used
properly, the Internet can play arole
in the education of a student. It
would be irresponsible for a teacher
to ignore the promise of harnessing
Internet technology into the curricu-
lum. Doing so properly is a chal-
lenge. One possible approach is to
turn what we have learned about
television to the Internet. As onec
educator stated, “By modifying the
curriculum to include educating,
about television, teachers can do
much lo eliminate many of the nega-
tive side effects . . . (Walker, 1995).
By giving students a beller under-
standing of lhe effecls of the In-
ternet, teachers may be able to bring
about a change in the student’s
“surfing” habils. When use prop-
erly, the Internet is certainly a vital
educational tool.

Nonetheless, teachers must
guard against students becoming
overly reliant on the computer as a
source of informalion. Students can
potentially fall into a trap of think-
ing, “It's not in the computer, so
there’s no information on this
topic.” Or, “They don’t have any-
thing, it's not in the computer.”
There probably is something, but it
needs o be searched elsewhere, for
example, in books; however, this
takes longer and lacks instant grati-
ficalion. The Internet needs to be
taught as one tool, useful to comple-
ment other nonautemated reference
sources. The Internet is not an end
in itself and students need to de-
velop this awareness.

Finally, students should be
taught how to control information.
The Internet has been described as
an ocean of information, one that
can easily drown users. Localing
and retrieving relevant information
will be difficult, and knowing how
to evaluate and use information
even more difficull. There is oo
much undigested information on
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the Internet pretending to be knowl-
edge. Information overload re-
quires critical thinking, a skill
needed to function in an informa-
tion-intense society; a skill to be
taught as part of an electronic infor-
mation-based curriculum.

Students need to become critical
consumers of electronic informa-
lion. One of several scenarios can be
presented when surfing the Net for
information. First, the Internet will
generate mountains of data on a
topic, easily overwhelming a user.
Second, mountains of data on a
topic may exist on the Internet, but
students still will not locate any. Fi-
nally, there is a more likely and
problematic scenario, A student will
locate something of interest (which
is what keeps many hooked), bul
will not search further. It's very dif-
ficult to assess whal's been missed
{Smalley, 1994). Knowing how to re-
stale or narrow a search statement,
how to determine the reliability of
information, and how to locate al-
lernale resources—online or in
print, are examples of the cognitive
skills we need to teach and advance.

Issues Of Evaluation

A final challenge for educators
will be to develop the ability to
measure results. Because informa-
tion can be digitized and accessed
through a computer does not mean
that it is turning outa better student.
[f the Internet does not help schools
meet their pedagogical goals, then it
will be reduced to a gadgety means
to unimproved ends. Assessment
and evaluation experts mustuse so-
phisticated tools to measure learn-
ing outcomes. Before any educa-
tional improvement can be demon-
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Educators cannot
wait for others to
supply their
solutions for
them. The Internet
was built by
technicians for
technictans, not
with the ordinary
person in mind.
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Intersubjectivity or
Multiculturalism?

Dr. Harriet Morrison, in her Au-
gust 1995 Thresholds article, “Mul-
ticulturalism: Intersubjectivity or
Particularism in Education?”op-
poses the implicit particularism she
sees in some versions of multicultu-
ralism. She interposes ‘intersubjec-
tivity” into the discussion to counter
both the conformist position as es-
poused by the Right, and the danger

I disagree with
Morrison that the
concept of
intersubjectivity
is helpful as an
alternative to
what she terms
‘extreme’
positions.

of balkanization she sees in mul-
ticulturalist recommendations on
the Left. I disagree with Morrison
that the concept of intersubjectivity
is helpful as an alternative to what
she terms “extreme’ positions. Inmy
view, multiculturalism by defini-
tion adequately names processes of
group communication which al-
lows for multiple perspectives
grounded in historical and cultural
realities, Multiculturalism therefore
does not balkanize, rather as a con-
cept that reflects concrete experi-
ence, it provides space for individu-
ality and inclusiveness. It turns out
that intersubjectivity as Morrison
describes it, is merely about rela-

tionships between two abstract sub-
jects.

Students cannot learn to be ef-
fective citizens if they are led to a
preoccupation with their own iso-
lated personal uniqueness. Educa-
tors must help them strengthen
their identitities as rooted in within
their own communities. The best
avenue to this lies in Multicultural
Education.

Monique Germain

Whose Universalism?

In “The Relativity of Values and
the Implications for Multicultural
Values Education,” David B. Annis
proposes that, within the context of
a constitutional democracy, a
framework of limited universalism
can support many of the goals of
multiculturalism while at the same
time providing “an overall structure
for political and social unity’ (p. 19).
This framework of limited univer-
salism is built on the belief that even
when practices ditfer, they may be
based on common ethical stand-
ards. As he puts it, “ The same
moral values may map onto very
different practices, given different
factual beliefs and environments”
(p- 16).

While Annis hopes to avoid a
slide into relativism by these selec-
tive appeals to universalism, he
risks a more dangerous slope. He
suggests that the core values of “our
framework™ preclude forms of re-
constructionism that seek equality
of result rather than equality of op-
portunity. This is a neat response to
amessy dilemma; unfortunately, re-
sult and opportunity are often not
so easily separated. In the case of
minority representation (equality of
result), the numbers of “minority
group” members in prominent or

influential positions may impact the
real and percieved opportunities of
minority youths. Thus, the “equal
outcomes” sought by the recon-
structivist may speak to opportu-
nity as well as to result. This obvious
point may be entirely missed when
reconstructivist perspectives are
dismissed at the outset as logically
inconsistent with the tenets of a lim-
ited universalism.

While Annis hopes
to avoid a slide
into relativism by
these selective
appeals to
universalism, he
risks a more
dangerous slope.

[am not suggesting that distinc-
tions between opportunity and re-
sult are irrelevant. [ am suggesting
that questions of individual rights
and individual freedom are not so
easily dismissed by appeals to “uni-
versal values” which are. in prac-
tice, interpreted in different ways,
and, therefore, not completely
shared. Some multicultural issues
may reflect more than different
practices mapped onta the same
moral values. If we underestimate
the significance of the value ditfer-
ences inherent in our deepest com-
mitments, desires and fears, we may
also fail to discover those things we
can indeed hope to share.

Linda O'Neill
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In Recognition

he publication of this issue

brings to fruition the final

project initiated by Dr. By-

ron Radebaugh as Execu-
tive Editor of Thresholds. His recent
retirement as Professor of Educa-
tion at Northern Illinois University
in June of 1995, marked the end of
an era. Byron was the last active
founding member of The Thresh-
oldsin Education Foundation estab-
lished in 1973. After assurning the
editorship in 1980,he has steered
this journal through good times and
lean. Not enly did he provide out-
standing editorial direction, but as
Business Manager, he enlarged ciru-
clation, established a co-publishing
agreement with the College of Edu-
cation, and led the Thresholds
Foundation to become a co-sponsor
of the Annual LEPS Research Sym-
posium with the Department of
Leadership and Educational Policy
Studies. Because of these efforts,
Thresholds now rests upon a secure

Byron Radebaugh

financial basis and enjoys a reputa-
tion for quality among educational
professionals.

It is with a deep sense of grati-
tude therefore, that the Thresholds in
Education Board of Directors, Dean
Thurman of the College of Educa-
tion, and Dr. Glenn Smith, Chair of
the LEPS Department, all join in
wishing Byron and Millie Rade-
baugh, good health and happiness
in their much deserved retirement.
As Assistant Executive Editor, Mil-
lie also rendered much service to
Thresholds. We will strive to sustain
the tradition of excellence they have
established.

We must also say good-bye to
Caryn Rudy, who has served so well
as Technical Assistant. The Board
wishes to acknowledge her help in
bringing us into the era of desktop
publishing. Her skill in computer
typesetting has distinctly improved
the format and appearance of the
journal. After Byron’s retirement

last summer, she agreed to help
with the preparation of the August
1994 issue even though she had al-
ready assumed a new position as a
computer prograrnmer with Baxter,
[nc. This meant spending week-
ends and evenings at her old desk
while adjusting to a new set of re-
sponstbilities. For this, and for all
her help over the past five years, she
has our thanks and best wishes.

Finally, we welcome two new
members to our managerial staff.
Donna Smith has agreed to assume
the role of Technical Assistant and
Betty Lahti serves as our new Assis-
tant Executive Editor.

Members of The Thresholds
Board of Directors and its manage-
rial staff reaffirm the mission to en-
gage reflective educators in a dis-
course concerning the central trends
and issues facing education world-
wide.

Millie Radebaugh
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