
Diversity and Learning: “A Defining Moment”
By Kathryn Peltier Campbell, editor, Diversity Digest

Growth is rarely an easy experience. But it is a necessary dimension of life’s rhythms. In
adolescence, confident children transition to insecure young adulthood; they outgrow their
clothing, their self-images, sometimes even their bodies. Hermit crabs face a similar chal-
lenge: but instead of outgrowing their garments, they outgrow their shells, organic casings
that provide shelter under which they can thrive. Children, of course, adjust. So too do
hermit crabs—but not without initial discomfort as they shift to more spacious shells.

Caryn McTighe Musil, AAC&U vice president for diversity, equity, and global initia-
tives, likened diversity practitioners to these hermit crabs as she addressed the 2006
Diversity and Learning conference. Diversity education has outgrown its frameworks.
Practitioners hesitate to leave the “structural, political, and intellectual shells” they have so
painfully crafted. The diversity movement, Musil says, has reached a “defining moment.”
Like hermit crabs, diversity practitioners must choose: remain cramped inside the case-
ments of established structures, or embrace growth and move toward new forms of engage-
m e n t .

When Musil suggests that diversity educators need to shed their figurative shells, she
speaks specifically of three distinct movements within diversity education: U.S. diversity,
global learning, and civic engagement. Each movement, she notes, has unique strengths,
and each movement has reasonable reservations about collaboration. Individuals in dif-
ferent movements fear that alliances will sap their resources or undercut their missions. In
collaboration, however, these movements can create frameworks that are ultimately “more
encompassing” than those of any single movement. They can accelerate their collective
growth and impact by stepping beyond the casings that have constrained them. 

As Musil recalled, diversity education has always been dynamic and evolving. The diver-
sity education movement has, among other things, moved from a desire to advance social
justice to seeing diversity as a means to promote academic excellence, civic learning, and
engagement. The projects and theories presented at the 2006 Diversity and Learning con-
ference, many of which are revisited in this issue of Diversity Digest, illustrate this process
of change and renewal. They also illustrate the need to celebrate what Musil calls the
“remarkable even if insufficient progress” diversity educators have made—even as the next
generation of diversity education emerges.

Diversity Digest, too, has reached a point of transition. The educational initiatives we
have promoted for over a decade have expanded beyond our structural boundaries. The
next issue of Diversity Digest will introduce a new format, designed to incorporate the dis-
tinct and interrelated movements of civic engagement, global learning, and U.S. diversity.
Growth, indeed, is rarely an easy experience—but we believe it will reward us with more
spacious architecture for doing our transformative work.

To listen to a podcast of Caryn McTighe Musil’s speech “The Shell Game: Regeneration at the
Crossroads,” visit www.aacu.org/Podcast/DL06_podcasts.cfm. ■
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Institutional Diversity in a New Nation:
Lessons Lived, Lessons Learn e d
Based on John Hope Franklin’s address, “Defining Moments: A Historical Perspective on
Higher Education’s Engagement with Diversity,” 2006 AAC&U Diversity and Learning
c o n f e r e n c e

A S HE  O P E NE D T HE  2 00 6 DI VE R SI T Y A ND  L E A RN I NG  C O NF E RE NC E ,  JO HN  HO P E

F RA NK L I N,  JA ME S B.  D UKE  P RO F ES SO R EME R I T US O F HI ST O RY  A T  DUK E

UN I VE R SI T Y,  R E FL E C T E D ON  A  P A ST  W HE N DI VE R SI T Y WA S A BSE N T  F RO M T HE U. S .

E DU C AT I O N A L  SY ST E M “ B EC A U SE  T HI S  C O UN TR Y  F RO M IT S  F OU ND I NG RE JE C T E D

T HE  N O T I ON ”  T HA T  S UC H A  T HI NG  W A S P O SSI B L E .  C ON SI DE R I NG T HE  R A NG E S O F

A GE ,  G EN DE R ,  RA C E ,  A ND  E C O NO MI C  B A C KG RO UN D RE P RE SE N T ED  I N  T HE  A UDI -

E NC E ,  T HE  ST RU GGL E  FO R  E Q UA L I T Y  MI GH T  SE E M A  DI ST A N T  ME MO RY .  Y ET ,  A S

F RA NK L I N RE MI N DE D T HE A UD I EN C E ,  I NST I T U T I ON S O N L Y T OO  RE C E NT L Y  B E GA N

E NR O L L I NG ST UD E NT S OF  D I VE R SE  B A C KGR O UND S.  A S  T HE HI ST O RY  OF  R A C I A L

DI V E RSI T Y  I N  A ME R I C AN  E D UC A T I O N I L L U ST R AT E S,  T H E L O NG JO UR NE Y  T O WA R D

T R UE  E Q UI T Y  I S  FA R  F R OM C O MP LE T E .

As Franklin recalled, racism in U.S. educa-
tion can be traced back to the words of our
founding fathers. When Thomas Jefferson
wrote his Notes on the State of Virginia, he
cast into print an ideology of race that was
long used to justify barring black
Americans from education of any kind.
Although some black children were edu-
cated in northern regions, slave states
(fearing that their workers would revolt
upon becoming enlightened) conceived of
attempts to educate blacks as criminal acts.
Runaways who had “learned about
freedom,” Franklin noted, “were followed
to the end of the earth.”

Within this context, a few brave institu-
tions hoping to “accomplish something
that was greater than themselves” arose to
challenge popular practices. Shortly before
the Civil War, schools for blacks began to
appear in small numbers across the
country. Soon these institutions opened to
welcome all students regardless of race.
Franklin stressed that these “historically
black colleges,” too often viewed as relics of
segregation, have always promoted diver-
sity; they were, in fact, pioneers in insti-

tuting the inclusive policies we strive for
t o d a y .

Despite these courageous early efforts,
when the Civil War began, education for
all was neither a prevalent nor an accepted
practice. Franklin’s words about that time
remain relevant today: “What kind of
democracy was that? What kind of republic
was that, that felt that education was a spe-
cial favor offered to a few people?” It was,
apparently, a democracy and republic

John Hope Franklin



whose legacy persisted (and persists).
When, after the Civil War, black colleges
proliferated, whites supported their efforts
often only because a policy of separatism
would prevent them from having to diver-
sify their own institutions. Thus many
states funded black colleges in an attempt
to sustain segregation in higher education,
and the practice of segregation remained
s t a n d a r d .

Decades passed, and race relations in the
U.S. very slowly shifted; people were perse-
cuted on the basis of invisible bloodlines,
and despite an early twentieth-century push
for “diversity,” little progress was made
until the movement to equalize educational
opportunities took hold. Not until Lyman
Johnson applied for admission to graduate

school in 1948 at the University of
Kentucky was school segregation challenged
in court. When Johnson appealed to the
NAACP, Thurgood Marshall enlisted John
Hope Franklin to investigate the libraries,
curricula, and personnel of Kentucky State
College of Negroes to show that indeed, the
two state schools were separate—but not
equivalent. Brown v. Board of Education f o l-
lowed Johnson’s case; it was notable, as
Franklin said, not for what it accomplished,
but for how much it failed to do. The
immediate aftermath of B r o w n e x p o s e d
weaknesses in the Supreme Court’s
authority; it illustrated that the Court
would quietly retreat when pressed. 

Concluding his summary of the history
of racial diversity in American education,

Franklin stressed the need to revisit lessons
learned. As the case of Brown v. Board of
E d u c a t i o n illustrates, diversity educators
must keep a “constant vigil” to be sure that
equitable laws are made and upheld.
Diversity “can mean many things”; “it can
mean the opening of all doors and
becoming truly diverse, but it can also mean
covering discrimination with the cloak of
diversity.” Institutional leaders have made
many advances in removing that “cloak.”
Nevertheless, many doors remain to be
opened on the journey toward true equity.

To listen to a podcast of John Hope
Franklin’s address, “Defining Moments: A
Historical Perspective on Higher Education’s
Engagement with Diversity,” please visit
w w w . a a c u . o r g / P o d c a s t / D L 0 6 _ p o d c a s t s . c f m . ■
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The following online resources may be
helpful to those wishing to advance their
diversity teaching efforts.

Diversity and Learning, Indiana

University–Purdue University

Indianapolis (IUPUI)

w w w . o p d . i u p u i . e d u / d i v e r s i t y
IUPUI’s portal is a rich and expansive
guide for faculty. Developed as a multi-
modular resource, the Web site
includes a searchable resources guide, a
collection of model teaching tech-
niques, an extensive multicultural
teaching and learning guide (with
attention paid to both theory and prac-
tice), and faculty essays on the experi-
ence of incorporating multicultural
e d u c a t i o n .

Diversity Institute, University of

Wisconsin–Madison 

c i r t l . w c e r u w . o r g / D i v e r s i t y R e s o u r c e s
This resource, housed at the University
of Wisconsin–Madison’s Center for the
Integration of Research, Teaching, and
Learning, recognizes the underrepresen-

tation of women and minorities in the
STEM disciplines (science, technology,
engineering, and mathematics) and aims
to encourage inclusive teaching.
Resources include a self-guided work-
shop to introduce STEM faculty to the
benefits of diversity; a resource book to
guide faculty in planning, conducting,
and improving their courses; and case
studies to encourage faculty to reflect on
the reasons some students retreat from
STEM disciplines and positive steps that
can be taken to address this problem.

Diversity Resource Database,

Virginia Polytechnic Institute and

State University

w w w . d r d . m u l t i c u l t u r a l . v t . e d u
Focusing on diversity resources in various
media (books, articles, Internet resources,
audio and video), this database allows cus-
tomizable searches of materials pertaining
both to postsecondary and to K–12 edu-
cation. Although most useful for faculty at
Virginia Tech, nonaffiliated users may
find its customizable searches helpful in
identifying resources.

Difficult Dialogues Initiative

w w w . d i f f i c u l t d i a l o g u e s . o r g
Launched with the support of the Ford
Foundation, the Difficult Dialogues
Initiative aims to promote intellectual and
academic freedom by encouraging conver-
sation about a diverse range of topics.
Forty-three campuses currently participate
in the initiative through a variety of indi-
vidual projects. This Web site, maintained
by the Thomas Jefferson Center for the
Protection of Free Expression, includes
descriptions of campus projects and an
extensive list of related resources.

Mosaic Cultural Institute,

University of La Verne

w w w . u l v . e d u / m c i
This Web site illustrates the University
of La Verne’s use of community part-
nerships to promote student success and
multicultural awareness. In addition to
describing the Mosaic Cultural
Institute’s programs and grant projects,
the Web site includes a “resources” sec-
tion with information about faculty
grants and student scholarships.

Diversity and Learning Resourc e s

continued on page 23
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The Pedagogy of S e n t i p e n s a n t e: Recasting Institutional Core
A g reements 
Based on Laura Rendón’s contribution to “Envisioning the Next Generation of Diversity Work: Core Agreements and Correspondences,” 2006
AAC&U Diversity and Learning conference

ST A N DI NG  A T  T HE P O DI UM A T  T HE  20 06  DI V E RSI T Y  A N D L EA R NI N G C ON FE R E NC E ,  L A UR A  R E NDÓ N  E VO KE D  A N  E MO T I ON

T HA T  B O T H U NI T E S A N D DI VI D E S T HO SE  OF  U S  I N VO L VE D  I N C A MP US DI V ER SI T Y  W OR K:  F E A R.  W E FA C E  FO R MI DA BL E  BA R -

R I ER S ,  A ND  W E  T A KE  P ER SO NA L  A ND P RO F E SSI O NA L  R I SK S  W HE N W E  D AR E  T O  C HA L L EN GE  T HE M. T HE MO ST  S OL I D  O F T HE SE

BA R RI E R S AR E  P E R HA P S T HE  VE RY  SHE L T ER S T HA T  HO US E US:  O U R I NST I T UT I O N S,  A ND T HE  B E L I EF  SYST E MS  T HA T  S UST A I N

T HE M. YE T  BY  R E C A ST I NG  T HE  CO R E  A G RE E ME NT S OF  OU R I NST I T U T I ON S,  WE  RE ST R UC T U RE  T HE I R  F O UND A T I ON S,  HO USI N G

O UR SE L VE S A NE W A ND O VE R C OMI N G OU R SHA R ED  F E A R T O BE  UNI T E D  I NS T EA D  B Y O UR DE SI R E  F O R C HA NGE .

According to Rendón, revamping our institu-
tional belief systems is the key to moving
diversity work into the twenty-first century.
These belief systems, she says, “are the hege-
monic structures that perpetuate the status
quo.” Sustaining those institutional structures
are our core agreements. Rendón speaks of
two different categories of agreement: agree-
ments about “diversity,” and agreements
about “teaching and learning.” She indicates
the need to “reframe” these agreements. 

Speaking of agreements about diversity,
Rendón cites the agreement of silence: the
refusal to discuss difference for fear of cre-
ating discomfort. She calls us to consider
what things would be like if, instead of
shying away from our “discomfort,” we were
to “embrace” it; she suggests recasting differ-
ence not as a detriment, but as an asset. A
second agreement regarding diversity is the
belief that diversity initiatives can be mini-
mized, that only “cosmetic” changes are
necessary. Rendón recommends that we
rethink this agreement and demand “struc-
tural changes”: new faculty, new recruit-
ment processes, new curricula, improved
campus climates, and accountability for
those in leadership positions. She calls us to
“institut[e] the scholarship of diversity,” to
use “qualitative and quantitative” arguments
as we recruit new workers to our cause.

Just as essential to our rebuilding project
are the agreements about teaching and
learning. Rendón points to the monocultur-

alism that pervades our universities with its
insistence that “Western structures of knowl-
edge” are preferable to any type of “knowl-
edge created by women, indigenous people,
and people of color.” She calls us to dis-
mantle this belief and create an “agreement of
multiculturalism.” Calling into question
Western beliefs about intellectualism, she

insists that “mental knowing” is not the only
type of intelligence—we must promote all
forms of knowledge, including emotional
knowledge, musical knowledge, and espe-
cially the “deep wisdom” that comes with
multifaceted learning. In order to do this, we
must reframe our agreement “to work with
diverse ways of knowing in the classroom.”
Finally, Rendón critiques the “agreement to
avoid self-reflexivity.” She argues that our
tendency to privilege hard work detracts from
our ability to take the time to interrogate our
own complicity with oppression. If we privi-
lege self-reflexivity, she adds, we will be able

to ask the crucial question, “To what extent
am I carrying the oppressor within me?”

If we deconstruct and reframe our core
agreements, Rendón argues, we will develop
institutions that are more inclusive, democ-
ratic, and just. Inspired by the writings of
Eduardo Galeano, Rendón refers to the
new pedagogy she envisions as “s e n t i p e n-
s a n t e,” or “sensing/thinking”: a “multi-
human” approach that “unites what I call
the p o e t r y of teaching and learning with the
r a t i o n a l i t y of teaching and learning.” This
pedagogy, as Rendón imagines it, attends
not only to our entire selves but to all
people; it excludes no one and nurtures all
strengths, regardless of historical privilege. 

Sentipensante may, at this stage, seem like
an impossible ideal. Yet change begins from
within, and it begins at a local level. By
taking Rendón’s lead and examining our-
selves, adjusting our values, revising our cur-
ricula, advising our students, and forming
and nurturing the relationships we need to
promote change in our institutions, we can
strengthen our position as diversity workers,
hands committed to the rebuilding of our
institutional structures. Thus may we recon-
struct our institutions as homes without
fences, shelters without barriers.

Laura Rendón is professor and chair of the
Department of Educational Leadership and
Policy Studies at Iowa State University. To
listen to a podcast of her address, please visit
www.aacu.org/Podcast/DL06_podcasts.cfm. ■
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Tr a n s f o rming Our Institutions for the Twenty-first Century: 
The Role of the Chief Diversity Off i c e r
By Nancy “Rusty” Barceló, first vice president for access, equity, and multicultural affairs, University of Minnesota

I T I S DI FFI CUL T FOR ME T O E XPL ORE  DIVE RSIT Y I N HI GHE R EDUC AT I ON WIT HOUT  THE C ONT EXT  OF MY O WN PRO FESSIO NAL

PA T H. I  HAVE  MA DE MY C ARE ER MOVE S WIT H T WO Q UESTI ONS I N MI ND: HOW DO WE  REFO RMUL A TE  DIVE RSI T Y WORK T O MEE T

C HA NGING NE EDS?  A ND HO W DO  WE I NSTI TUT IO NAL IZE  OUR E FFOR TS SO WE  DON’T HAVE  TO  BEGI N ANE W EVE RY DEC A DE ?

When I joined the academy as a young edu-
cator, diversity work was seen as political
and temporary, and as such it was not
valued as an educational objective. The
academy viewed diversity educators as
tokens or less-than-legitimate professionals
and diversity work as a transitional response
to a “problem” that would one day be
“fixed.” Many scholars, seeing that tenure
reviews did not reward diversity efforts,
demurred from pursuing this work in their
research, teaching, and service. Unfortu-
nately, these attitudes persist today. 

I cannot recall any movement that began
in higher education in the 1960s that still
struggles for legitimacy as much as diversity
does. Even as strategic plans voicing institu-
tional commitment proliferate, new strate-
gies rarely accomspany them. All too often
these plans are reframed versions of early
compensatory programs that primarily
focus on access. They frequently ignore the
need for policies that promote systemic
organizational change—policies that would
push campus diversity efforts to new levels. 

In the face of this persistent leadership
void, institutions grapple with the new chal-
lenges of the twenty-first century: 

• Minority communities are challenging
higher education to be more account-
able for meeting their needs, even as
institutions shift to more competitive
admission criteria.

• The cultural and language issues of
immigrants of color are requiring higher
education to rethink outreach and
retention efforts.

• Student profiles are shifting as we wit-
ness a rise in multiracial students and
students with multiple identities.

• Higher education is recognizing the
need to partner with communities and
schools to ensure students are college-
r e a d y .

• Rising tuition is requiring new
approaches to financial aid and scholar-
ships for low-income students.

• Higher education is struggling with the
concept that diversity is not a
euphemism for assimilation, but a chal-
lenge to transform an educational
system that promotes and values indi-
vidual group differences.

• Definitions of diversity are becoming
more inclusive of such dimensions as
gender, disability, sexuality, and religion.

The Role of the Chief Diversity Officer

Despite the new challenges and ongoing
struggles, I believe that important changes
are on the horizon. Many institutions—
the University of Minnesota, the
University of Virginia, and the University
of California–Berkeley among them—
have appointed senior/chief diversity offi-
cers (CDOs) as vice presidents or vice
provosts. In creating these positions, insti-

tutions not only illustrate their renewed
commitment to diversity but, more impor-
tantly, assert that diversity will be “at the
table,” informing policy in formal ways at
key meetings with senior officials. These
positions also enhance the coordination of
diversity efforts within a campus and with
external communities. 

The CDO trend indicates an accep-
tance of diversity as a reality of this cen-
tury, and an acceptance of the opportunity
to bring diversity from the margins to the
center of the campus. With the CDOs’
help, we can bridge the divides between
student and academic affairs and between
staff and faculty. CDOs provide the type
of vigilance and leadership needed to
ensure that institutions move toward
transformation by developing and imple-
menting accountability measures. When
the role of the CDO is directly aligned
with the institution’s core academic mis-
sion, the CDO is empowered to develop
and implement strategies that position
diversity as a true core value.

In 2001, I joined the University of
Washington (UW) as CDO and in doing
so entered an important conversation. In
response to the passage of laws restricting
UW’s use of race and gender as admissions
factors, UW’s faculty and administrators
began rethinking our diversity models, a
move I believed was necessary to meet the
changing needs of society (even before
anti–affirmative action legislation). The
conversation at UW included the entire
campus, and the successes that arose from
that conversation exceeded anyone’s
expectations. UW saw progress in a range
of areas, from increased diversity of the

The CDO trend indicates an

acceptance of diversity as a reality

of this century, and an acceptance

of the opportunity to bring

diversity from the margins to the

center of the campus. 
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student body to a rise of women’s voices
calling institutions to meet their needs
(from teaching practices to domestic-
partner insurance). 

I believe that the progress made at UW
was due to two key groups of people: a
cadre of leaders, often in mid-manage-
ment positions and frequently concen-
trated in student affairs within such units
as equal opportunity protection and
women’s centers; and a group of faculty
and staff, often concentrated in ethnic,
women’s, and LGBT studies, who sub-
scribed to the values of social justice and
pressed for change at all levels. These
individuals often worked from the mar-
gins, not in key leadership positions. By
engaging with committees and via gover-
nance structures, they helped institutions
advance change. Their efforts to develop
models that move beyond access to true
transformation can provide guidance to
other diversity educators.

The principles I learned from my expe-
rience at UW inform my ongoing work at
the University of Minnesota (UMN),
where I migrated recently to contribute to
a strategic repositioning. UMN’s adminis-
tration has committed to transforming the
university, and it recognizes the need to
reflect the diversity of individuals and
groups in society by drawing upon their

multiple knowledge traditions and per-
spectives. I am excited and buoyed by the
knowledge that UMN wants to address
diversity in systemic ways in order to
reshape higher education and its out-
comes. The president has made it clear to
me that he wants diversity to be an inte-

gral part of transforming the institution.
This is a critical point: diversity, in order
not to be devalued as an “add-on,” must
be included in the earliest stages of institu-
tional transformation. 

Moving toward Transformation

In using the bold term “transformation,”
we are moving beyond access, beyond
boundaries, beyond restrictive definitions

and conceptual frameworks to create new
ways of being, acting, teaching, learning,
and knowing. By transforming our
teaching, research, and service programs,
we will achieve academic excellence,
address social justice, and begin to solve
some of the most challenging problems of
our time. 

Our twenty-first-century diversity
efforts need to be grounded in the new
scholarship emerging from these multiple
forms of knowledge and theoretical per-
spectives. We need to ask again, and hear
from different communities:

• What do we aspire to be?
• What do we value?
• What do we want our students to

know? How do we want them to act?
• What kind of climate do we want at

our university, and how do we get
there?

• How should diversity efforts be orga-
nized to be both inclusive and effective?

As I have said before, to create the
change needed for our continued success,
we must be willing to respond to the chal-
lenges and the tensions that diversity pre-
sents. To be effective leaders we must be
willing to reevaluate the structures of
knowledge, the patterns of relationships,
and the organizing principles of institu-
tional life. 

The entry of new students and faculty
into the academy, and the creation of
ethnic studies, women’s studies, and dis-
ability and GLBTQ studies, have provided
new ways of knowing and being in the
world that have already begun to trans-
form higher education. Our stories, read
together, layered one over the other,
bringing together disparate knowledge and
traditions, can only build a stronger, more
inclusive university. 

This article is part of a chapter of a forth-
coming collection on diversity and institu-
tional transformation in universities edited
by Sylvia Hurtado, copyright Jossey-Bass,
published here by permission. ■

Funding and Staffing a Successful CDO’s Office

The CDO is a position with great promise, but its success depends upon funding
and staffing. The CDO’s office must have a strong infrastructure that includes

• research and data management;
• development and grant writing;
• communications, public relations, and a Web site;
• a senior staff member who focuses on administrative and personnel issues,

community development outreach, faculty and staff development, student out-
reach, and retention; 

• a central budget that is base funded;
• a staff of diverse multiculturalists;
• diversity units that report to the CDO and provide direct services to their con-

stituencies and resources to the campus and community. 
—Nancy “Rusty” Barceló 

We are moving beyond access,

beyond boundaries, beyond

restrictive definitions and

conceptual frameworks to create

new ways of being, acting,

teaching, learning, and knowing.
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C reating Institutional Tr a n s f o rmation Using the Equity Score c a rd
By Abbie Robinson-Armstrong, vice president for intercultural affairs; Derenda King, intercultural associate; David Killoran, professor and chair of

Department of English; Henry Ward, director of intercultural affairs; Matthew X. Fissinger, director of admissions; and Lorianne Harrison, associate

director for residence life—all at Loyola Marymount University

L OY O LA  MA R YMO UNT  U NI VE RSI T Y (L MU) L A UN C HE D T HE  “E Q UI TY  SC O RE C AR D”  I N 200 2 T O  SUP P O RT  T HE  UN IV ER SI TY ’S  N EW

ST RA T E GI C  P L AN , W HI C H A I MS I N P AR T  T O “A C T I VE L Y P RO MO TE  DI VE RSI T Y I N  T HE ST UDE NT  B ODY ,  FA C UL TY ,  AN D ST A FF  A ND

T O C RE A TE  A  MOR E VI BRA N T ST UDE NT  C UL T UR E T HRO UGH A N EN HAN C ED  I NT E LL E C T UA L  E NVI RO NME NT .”  T HE  E Q UI TY

SC O RE CA R D I S  O NE  O F T HE MOST  E F FE C TI VE  DI VE RSI T Y A SSE SSME NT  T O OL S AV AI L A BL E ,  A N D WE  HA VE  U SED  I T  T O  C ON VI NC E

FA C UL T Y A ND ST A F F O F T HE  NE ED FO R CHA NG E A ND T O  P RO VI DE  A  STR UC T URE  O F  A C CO UNT A BI L I T Y.  BY  USI NG  T HE SC OR E-

C A RD TO  ST I MUL A T E DI SC USSI ON  A ND A CT I O N W IT HI N IN DI VI DUA L  ST R AT E GI C  UN I TS,  F AC UL T Y  A ND AD MI N IST R AT O RS HAV E

T RA NSF OR MED  T HE I NST I TU T IO N,  E FF EC T I NG MEA SUR A BL E OU TC O ME S A C RO SS MUL T I PL E  D EP A RT ME NT S A ND P RO GRA MS.

Estela Bensimon’s team at the University
of Southern California designed the score-
card to address the problem “that equity,
while valued in principle at many institu-
tions, is not regularly measured in relation
to educational outcomes for specific groups
of students.” Bensimon describes the score-
card as a diversity assessment tool that
“foster[s] institutional change in higher
education by helping to close the achieve-
ment gap for historically underrepresented
students” (Bensimon 2004, 45). The score-
card encourages institutions to develop a
consultative process that incorporates both
the broad-based needs of the institution
and those of specific institutional units and
strategic programs. By requiring measur-
able accountability, it promotes institu-
tional change. 

LMU’s Use of the Scorecard

Equity scorecards focus attention on edu-
cational equity and use quantitative data
to assess progress in four perspectives: (1)
access, (2) retention, (3) educational
excellence, and (4) institutional viability.
Such units as the registrar’s or financial
aid office collect data, which we disaggre-
gate by ethnicity and gender to determine
an institution’s “score” in each of these
perspectives. The scorecard’s innovation
lies in part in its system for evaluating the
subjective dimensions of excellence and

viability. To evaluate educational excel-
lence, we consider ethnicity and gender in
relation to such factors as the dean’s list,
four-year graduation rates, the top ten
percent in GPA distribution, and pass/fail
rates in gatekeeper courses. We evaluate

institutional viability by considering the
faculty and staff’s ethnicity, gender, and
institutional rank, and identifying how
these are related.

LMU has expanded the use of equity
scorecards by applying the scorecard to
individual strategic units within the univer-
sity: separate colleges and schools, the
honors program, the athletics program, the
study abroad program, and the university

library, for example. Each unit compares
the data in all four scorecard perspectives
to the profile of the overall student body to
determine where education gaps exist. We
then amalgamate these individual score-
cards to create the institutional equity
scorecard. We define equity as the point at
which a particular ethnic group’s represen-
tation across all academic indicators—
majors, programs, honors, graduation, and
degrees awarded—is relatively equal to the
group’s representation in the student body.

LMU’s deans appoint members to serve
on a scorecard team. These members lead
their respective units’ initiatives to review
their data and to implement programmatic
responses where necessary. The team
meets every few months to discuss suc-
cesses and challenges and to provide sup-
port. Through team members, individual
units maintain control of their equity ini-
tiatives: they must identify their action
areas and meet their chosen goals. The
president holds each unit accountable for
change: after a two-year period, the com-
mittee reassesses the data and reports to
the president at a town-hall style meeting.

LMU’s president led the scorecard ini-
tiative, so the administration supported it
from its inception. Nevertheless, we faced
challenges as we began to implement the
scorecard. Often faculty and staff
responded to quantitative data analysis

We define equity as the point at

which a particular ethnic group’s

representation across all academic

indicators—majors, programs,

honors, graduation, and degrees

awarded—is relatively equal to the

group’s representation in the

student body.
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with discomfort, and we had to contend
with a culture that did not support its use.
Five years after the project’s initiation,
however, the LMU community has widely
accepted the scorecard; some departments
have even voluntarily implemented it.

Scorecard Outcomes

With the help of a Campus Diversity
Initiative grant from the James Irvine
Foundation, we responded to the score-
card results by establishing a number of
programs across the university. The syn-
ergy created by the interaction of the
strategic plan, equity scorecard, and diver-
sity initiatives provided ideological and
financial support for transforming the
institution. Although we cannot possibly
describe every new program implemented
or recount every outcome, several exam-
ples illustrate the encompassing scope of
t r a n s f o r m a t i o n .

The student body’s diversity and levels
of achievement have vastly improved.

Before the scorecard was used, Asian/
Pacific Islander student enrollment per-
centages had decreased. After launching
the equity scorecard, Asian/Pacific Islander
enrollment increased from 12 percent in
2002 to 14 percent in 2005. Previously,
we did not collect data on the percentages
of underrepresented students who applied
for national and international scholarships;
as of fall 2005, we established baseline
data, and we now aim to increase the
number of students of color who apply for
and are awarded these scholarships. We
have also increased the percentages of stu-
dents of color invited into the University
Honors Program. In 2002, African
Americans comprised 1.9 percent of stu-
dents in the program; in 2005, they com-
prised 2.4 percent. Latino shares grew
from 6.7 percent to 8.3 percent in the
same period. 

Many departments have likewise made
considerable gains in diversifying their
faculty and curricula. For example, the

history department reported a near dou-
bling in the percentages of female faculty
members since instituting the scorecard.
LMU has instituted new forms of faculty
support, including a popular faculty
development program on inclusive
teaching that provides ongoing pedagog-
ical support for new tenure-track faculty
members in their second year of teaching.
Departments have also instituted curric-
ular change: one example comes from the
classics and archaeology department,
where a professor used a Transformation
of Courses in the Major grant to develop
a new text to engage students of color in
Latin classes.

By using the equity scorecard, LMU
has found a way to draw attention to
inequity and to motivate change. The
equity scorecard inspired us to seek out-
comes that included new departmental
and institutional structures; changes in
policies, pedagogies, curriculum, and bud-
gets, and in student learning and assess-
ment practices; and shifts in the language
campus administrators use to talk about
the university. Not only has the equity
scorecard helped the university make clear
and compelling cases to key stakeholders
about why things must be done differ-
ently, but it has pushed faculty and staff
to craft a sensible agenda that focuses on
improvement without assigning blame.
The equity scorecard has stimulated
debate about critical academic issues
(including academic climate, faculty
retention, faculty recruitment and hiring,
access, and student success). In doing so,
it has allowed faculty and staff to simulta-
neously work within a culture and chal-
lenge that culture’s comfort zone in pur-
suit of change. ■

R e f e r e n c e

Bensimon, E. M. 2004. The diversity score-
card: A learning approach to institu-
tional change. C h a n g e ( J a n u a r y /
February): 44–52. 

Estela Mara Bensimon described the original diversity scorecard initiative upon
which the equity scorecard is based as follows:

“With the exception of historically black institutions and tribal colleges, intra-insti-
tutional stratification based on race and ethnicity is a reality within most higher edu-
cation institutions, regardless of whether they are predominantly white, open-
access, or classified as Hispanic Serving Institutions. However, the specificities of
this intra-institutional stratification are largely invisible because equity in educational
outcomes does not constitute a metric of institutional performance that is continu-
ously tracked. . . . The core principle of the Diversity Scorecard is that evidence
(i.e., factual data) about the state of equity in educational outcomes for African
Americans and Latinos can have a powerful effect on increasing the recognition by
faculty members, administrators, counselors, and others about the existence of
inequities as well as their motivation to resolve them. That is, in order to bring about
institutional change, individuals have to see, on their own, as clearly as possible,
the magnitude of inequities, rather than having researchers, like us, tell them that
they exist.”

For more on the diversity scorecard, see E. M. Bensimon, D. Polkinghorne, and
G. Bauman, “The Accountability Side of Diversity,” Diversity Digest 7 (July 2003):
1–2, www.diversityweb. org/Digest/vol7no1-2/bensimon.cfm. 

The Original Diversity Scorecard: 
Making the Need for Change Visible



Like most American universities and col-
leges, UWM has a token “diversity”
requirement: students must take one
three-credit course that focuses on the
experiences, cultural traditions, and
worldviews of African Americans, Native
Americans, Hispanic/Latino Americans,
and/or Asian Americans. Since most stu-
dents pursuing a bachelor’s degree earn a
minimum of 120 credits in approxi-
mately forty different classes, this one-
class requirement represents the most
minimal of gestures towards multicul-
turalism and diversity. Currently there is
no campus-wide requirement for com-
munity engagement or service learning.
As faculty at UWM, we wanted to pre-
sent an alternative to this approach. As
we reflected on the new realities and
commitments of the twenty-first cen-
tury, two questions stood out:

• Is there a practical way to make
meaningful community engagement
part of the core curriculum at a large
research university in the twenty-first
c e n t u r y ?

• How can multicultural education
best prepare students for engagement
with the diversity of the twenty-first-

century world, given the lack of
diversity that still characterizes our
campuses? 

We responded to these questions by
creating the Cultures and Communities
Certificate Program and its Institute for

Service Learning. Together, the pro-
gram and the institute offer an alterna-
tive general education option that
allows us to mainstream diversity and
community engagement in the core
curriculum. 
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S e rvice Learning, Multicultural Education, and the Core
C u rriculum: A Model for Institutional Change
By Sharon Adams, director of the Institute for Service Learning; Cheryl Ajirotutu, associate professor of anthropology and associate director of the Cultures

and Communities Program; and Gregory Jay, professor of English and director of the Cultures and Communities Program—all at the University of

W i s c o n s i n – M i l w a u k e e

C I T I E S  L I K E  MI L WA U KE E  A R E  HU BS O F I NT E RN A T I ON A L  C O MME RC E ,  S C IE N T I FI C  I NQ UI R Y,  I MMI G RA T I O N,  A N D S OC I O C U L-

T UR A L  E X C HA NG E,  P R O VI DI N G I NC O MP A RA BL E  RE SO U RC E S FO R ST U DE NT S T O  L E A RN  A B OU T , A ND WO R K SUC C E SSF UL L Y  I N ,

T HE  G L O BA L  C O MMU NI T I E S  O F  T HE  T WE NT Y -F I RS T  C E NT U RY .  A S  A  MA JO R P UBL I C  UN I VE RS I T Y L OC A T E D  I N SUC H  A  C I T Y ,  T HE

UN I VE R SI T Y O F WI SC O NSI N –MI L W A UKE E  (UW M) I S  P O SI T I O NE D  T O  C R E A T E A  D I ST I NC T I V E L E A RN I NG E NV I RO NME N T  F OR

ST U DE NT S.  W I SC O NSI N ’S  C U L T UR ES  A N D C O MMU NI T I E S  A R E  R I C H W I T H R E SO URC E S T HA T  C A N  B E  B RO UG HT  I N T O O UR

C L A SSR O OMS .  A T T HE  S AM E T I ME ,  OU R C L A SSR OO MS SHO UL D  E X TE N D I NT O  O UR  C O MMU NI T I E S  S O T HA T  S T UDE N T S B ET T E R

UN DE R ST A ND T HE  W OR L D T HE Y A RE  ST UDY I NG . T HE  P R OG RA M A T  U WM C A N S ER VE  A S  A  C A SE  ST U DY  O F  SU C C ES SFU L  MU L T I -

C UL T U RA L  SE RV I C E L E A RN I NG  F OR  I N DI V ID UA L S A T  O T HE R SC HO O L S T HA T  SHA R E O UR  A C C E SS  T O DI V E RSE  UR BA N

R ES OU RC E S A ND  WI S H T O  R E FO R MUL A T E  T R A DI T I O NA L  PE D A GO GI E S .

UWM students and community members form relationships through 
the Walnut Way oral history project.
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A Model for Diversity and Service

Learning 

The Cultures and Communities
Certificate Program allows undergradu-
ates to fulfill their general education
requirements with a focused set of
courses that engage both diversity and
service learning. The program creates a
new distribution of course rubrics (in
U.S. and global studies, the arts, and sci-
ence and technology), within which
multiple classes carry the Cultural
Diversity (CD) accreditation. Students
who complete the certificate are more
likely to take three, four, or even five
CD classes. Students are required to take
at least one service-learning class,
ensuring that they experience the plu-
ralism that i s Milwaukee. Academic
learning about diversity in the classroom
is tested, expanded, and reflected upon
through “real-world” experiences in the
community. Through these experiential

learning contexts, education takes action
(appropriately, this is the motto of the
Institute for Service Learning).

The Institute for Service Learning
(ISL) assists UWM faculty in designing
the community engagement assignments
for their syllabi and provides logistical
support for student placement and
agency relations. From its inception, ISL
sought to act as a bridge between com-
munities, faculty members, and stu-
dents, connecting UWM students to
Milwaukee’s social and cultural fabric
through their academic course work and
bringing campus resources to local edu-
cation, arts, and social service institu-
tions. Initially, UWM used a commu-
nity service placement model that
focused primarily on providing service
for others. In this model, a service-
learning coordinator connects students
with community sites to perform volun-
teer service. While this approach was

successful in placing large numbers of
students in service, faculty members
were often minimally engaged with com-
munity placement sites, and community
agencies had limited awareness of aca-
demic requirements. Most discon-
certing, students were without means for
critical analysis and often processed ser-
vice-learning experiences in ways that
reinforced racial, ethnic, and social
s t e r e o t y p e s .

Service learning, we came to believe,
must be paired with a multicultural edu-
cation program that targets student
awareness and focuses attention on
structural inequality, cultural identity,
and the historical and systemic nature of
oppression. To give our curriculum this
foundation, we designed a core course
that, although taught across various disci-
plines, emphasizes these topics and incor-
porates service learning as an integral
method of exploring them. To prov i d e

Affiliated Courses: A Cultural Diversity Curriculum Example

In addition to the core Multicultural
America course, over one hundred
affiliated classes, including that of
anthropologist Cheryl Ajirotutu, put the
ideals of the Cultures and
Communities Certificate program into
practice. Ajirotutu collaborated with
the residents and board of the Walnut
Way community, a historically black
neighborhood in Milwaukee, to design
a course in which students conduct
oral histories of residents, docu-
menting the life of the neighborhood
and contributing to the analytic history
of race relations and urban change in
Milwaukee. Early in the semester,
Ajirotutu immerses her students in the
study of anthropological approaches
to oral history and instructs them in the
use of audio and video equipment; stu-

dents also attend orientation events in
the neighborhood, such as volunteer
sessions where they plant new gar-
dens in vacant lots. In collaboration
with the Walnut Way advisory board,
a series of appointments for oral inter-
views is scheduled. Accompanied by
an instructional assistant, students
travel to the homes of residents, who
often greet them with food as well as
conversation. Over the course of the
semester they write and revise the oral
histories, thus gaining valuable skills in
civic awareness, intercultural communi-
cation, composition, and critical
thinking. 

At semester’s end, the course holds
two public forums, one on campus and
one in the community, at which stu-
dents read the narratives to an audi-

ence—including most of their sub-
jects—to whom they then present
copies of their work. These moving
ceremonies are examples of reciprocal
collaboration between the community
and the university and illustrate how
our community partners function as
teachers and sources of knowledge.
The products of this class extend into
other courses as well; recently, faculty
and students in the departments of
dance and visual art read the archive
of oral histories from the class. Dance
professor Simone Ferro choreo-
graphed a production that was per-
formed by students on campus and in
the community, and artist Raoul Deal
involved his students in creating the
backdrop that served as the scenery
for the dance production.



historical background, we chose readings
such as Ronald Takaki’s A Different
Mirror: A History of Multicultural
A m e r i c a that examine the political
economy informing the social construc-
tion of race and ethnicity. 

We mainstreamed the core course,
now called “Multicultural America,” by
inviting departments to design their own
sections in collaboration with us. Today
it is offered in anthropology, English,
film, history, sociology, and women’s
studies. This arrangement provides
departments an incentive to offer the
course, since it meets their obligation to
offer general education classes, adds
diversity, appeals to younger faculty and
faculty of color, and boosts enrollments.

As the core course evolved, we began
to teach about “whiteness” and white
privilege. White student attitudes of
resistance to antiracist or multicultural
education are all too familiar. Often
students believe that America is a place
where anyone can succeed by working
hard and playing by the rules, and thus
that people who are poor, illiterate,
incarcerated, or trapped in dead-end
jobs “got what they deserved.” Readings
and videos on white privilege take the
onus for antiracism off the students of
color and help white students write
reflectively about their service-learning
experience, prompting them to see their
own cultural identities and histories in
a critical light. Crucial to this transfor-
mation are the relationships of trust,
communication, and learning devel-
oped with people in the community.
These relationships help students dis-
card old stereotypes through the inter-
cultural understanding made possible
by engagement.

Program Outcomes

The combined curriculum of service
learning and diversity education has mea-
surable outcomes. In a survey conducted
in spring 2006, 89 percent of students

reported increased awareness of commu-
nity needs; 62 percent felt service

learning had enhanced their under-
standing of course content; and 76 per-

cent felt they had increased their under-
standing of diverse cultures. Students reg-
ularly testify that service learning trans-
forms and deepens their academic
knowledge. Since many are freshmen or
sophomores, they also find that this expe-
rience is vital to their evaluation of pos-
sible career choices and plans of study,
and a number of those surveyed expressed
increased interest in civic service.

By creating a general education pro-
gram with a focus on critical multicultur-
alism and community engagement, we
have revitalized the mission of the uni-
versity, reconnected the campus to the
world, and reinvigorated the academic
experience of both students and faculty.
In uniting several separate components
(multicultural education, core require-
ments, service learning, advising, grants
and fellowships, and special program
events), and in positioning the commu-
nity not as a “problem” or “deficit,” but
rather as co-teacher, we have formed a
new model for engaging students with
diversity and civic affairs.

For full details on these UWM pro-
grams, see www.cc.uwm.edu. ■
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In uniting several separate

components (multicultural

education, core requirements,

service learning, advising, grants

and fellowships, and special

program events), and in

positioning the community 

not as a “problem” or “deficit,”

but rather as co-teacher, 

we have formed a new model 

for engaging students with

diversity and civic affairs.

UWM service learners help plant a garden in the Walnut Way community.
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D rop It Like It’s Hot! Hip-Hop in the Tw e n t y - F i r s t - C e n t u ry
C l a s s ro o m
By Simona J. Hill, associate professor of sociology and codirector of University Honors, and Dave Ramsaran, associate professor of sociology and chair of the

Department of Sociology and Anthropology, both at Susquehanna University

T HE RE  E XI ST S  T HA T  “ E VE R Y ST U DE NT ”  O N  A  C OL L E G E C A MP US,  I N  A  HI GH SC HO OL ,  A T  T HE  MA L L ,  WHO  C HA RA C T E R I ST I -

C A L L Y P A RA D ES  Y OU T H T R E ND S W I T H E A SE ,  C A SUA L L Y  U SE S  U P -T O -D A T E SL A N G, P O PS  HI P  FA SHI O NS  A ND  A C C E SSO R I E S ,  A ND

MI XE S  T HE  HO T T E ST  MUSI C .  W HE T HER  A T RU MP E T I NG T RE N DSE T T E R O R A N OL D  SK O OL  A FF I C I ON A DO , HE  O R  SHE  RE P R E-

SE NT S  W HA T I S  I MPO R T A NT  A T  T HE  MO ME N T  T O  O UR  E V E R- C HA NGI N G YO UT H C UL T U RE .  A  F E W YE A R S A G O,  W E  SP O T T E D

T HA T  “ E V ER Y  ST U DE NT ”  O N  O UR  C A MP U S W EA R I NG  T HE  NO W- C L A SSI C  “ B -B OY ”  L O O K— BA GG Y DE NI M JE A NS SL U NG FA R

BE L O W HI S  BUT T O C K S,  A T HL E T IC  GE A R ,  A ND BR A ND -NA ME  BO O T S,  A L O NG WI T H T HE  R E QU I SI T E  T A T T O O S A N D MO D ER A T E L Y

I C E D- OU T  JE W EL R Y :  A P L A T I NU M ( OR  P L A T I NU M-L I K E )  N E C K C HA I N AN D DI A MO ND (O R  B RI L L I A NT  C UT  C UB I C  Z IR C O NI U M)

ST U D E A R RI N GS.  HA D  HE  AR R I VE D A T  A  C L U B I N A NY  UR BA N  C I T Y ,  USA ,  HE  WO UL D  HA V E BL E N DE D I N S EA ML E SS L Y.  

Our “Every Student,” our “homeboy”
from “around the way,” however, was
white. He grew up in a predominantly
white environment and rarely had any
contact with a person of color before
coming to our private, liberal arts univer-
sity. He sat in our classes, pondered his
selection of a major, and strolled the
campus with an invisible (or at least,
unheard by us) rhythmic beat, emitting a
mass-marketed urban vibe with his essen-
tially store-bought bravado. As two sociol-
ogists in his environment, we were
intrigued by “Every Student’s” modus
operandi and we wanted to know what
motivated him to so thoroughly adopt an
increasingly made-for-MTV, black youth
persona. The vehicle we used to explore
this phenomenon was the hip-hop music
of “Every Student.” As one “Every
Student” said to us: “Growing up where I
did in [upstate] New York, I would hear
DMX rapping about places like . . . where
I’ve been and I think that’s what also
attracted me to rap music. . . . I have
friends whose favorite music isn’t rap, but
they say they like it because it’s something
that is different. Rap has a different sound
than other music.”

The difference (which our student speaks
of with the spirit of an adventurer) is seduc-

tive, and understanding what that differ-
ence means to our students is a complex
and compelling undertaking. For these
white students, rap music provides instant

and easy access to black urban culture; it
serves as something like “cultural fast food”
for students who are either economically
privileged or geographically (and many
times, racially) isolated from personal,
meaningful exchange with a falsely pre-
sumed “exotic” and often socially marginal-
ized “other.” This “other,” while remaining
at a safe distance, is nevertheless only a dig-
ital media click away. How did rap and hip-
hop, which were born out of the experi-
ences of black urban youths trying to “fight

the power,” become cultural currency to
white suburban youths—and more impor-
tantly, how did they become central to cer-
tain aspects of contemporary capitalism? To
answer these questions we must explore sev-
eral issues: the changing nature of contem-
porary capitalism and globalization; the
process by which a subculture becomes part
of the dominant culture/ideology; the
instruments available to dominant elites to
perpetuate the dominant culture/ideology;
and the dynamics of inequality, a central
feature of capitalist accumulation.

In order to explore the art of hip-hop,
then, we must necessarily inquire into sys-
tems of diversity and globalism; in this
inquiry our students’ love of the genre
becomes a pathway to learning. The peda-
gogy of hip-hop assumes several perspec-
tives acting simultaneously in a classroom
environment, as hip-hop is a cultural art
form that sets as its standard the “crunked”
(i.e., crazily energized and heady) currency
of global existence. Hip-hop and rap,
looked at in a systematic way, allow us to
lead our students along a path, not of least
resistance, but certainly of guided opportu-
nity to discuss race, class, and gender in
both obvious and latent terms. Teaching
hip-hop does not demand expert knowl-
edge of rap and hip-hop superstars. We do

Hip-hop and rap, looked at in a

systematic way, allow us to lead

our students along a path…of

guided opportunity to discuss race,

class, and gender in both obvious

and latent terms.
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not require that our students master all
aspects of the hip-hop canon; instead, we
teach our students how to assemble cultural
data to analyze critically what has become
for them a viable part of their everyday exis-
tence. Our classroom goals are threefold:
(1) to explore an art form in popular cul-
ture; (2) to follow its movement from its
subculture roots to its expressions in domi-
nant culture; and (3) to examine the role
one dimension of culture plays in rein-
forcing the hegemonic ideology, thus justi-
fying the social stratification scheme. 

Teaching about issues of power and
inequality presents some notable challenges.
Just as there is no single multicultural peda-
gogical mechanism that is sufficient in
helping teachers meet the challenges of
working with culturally diverse students
(Gomez 1994), there is no one method to
help white students understand the extent
of their privilege. In the classroom, we must
be culturally responsive practitioners who
address these variable dynamics and allow
students to affirm their cultural identities in
a positive manner. We wholly agree with
Gregory Jay (1995), who advocates a “ped-
agogy of disorientation” in which the
“exploration of otherness and cultural iden-
tity should achieve a sense of my own
strangeness, my own otherness, and of the
history of how my assumed mode of being
came into being historically” (125). To this
end, students are exposed to the art of
“Listening with the Third Ear” (Hill and
Ramsaran 2006), and learn to apply this
technique to contemporary music as part of
oral tradition. Listening with “the third ear”
requires critical examination of the under-
pinnings of contemporary culture and its
roots in social stratification. Students learn
to analyze both the manifest and latent
meanings of any form of communication,
and to understand the role of such commu-
nication in systems of power.

Moving toward a contemporary peda-
gogy, then, we engage our students in an
explicit understanding of how their own
power (as consumers in a youth-driven

market) affects global industries. We aim to
facilitate their understanding of how power
works and how critical independent vari-
ables such as race, class, and gender are
important to deconstructing the varied
meanings of hip-hop culture. In the
twenty-first-century classroom, we have
found that a critical analysis of a subject
that appeals to “Every Student” opens
inquiry into topics that affect everyone. ■
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Students dance to the rap/hip-hop sounds of the Collective at 
Susquehanna University’s student social club, TRAX.

Fall 2006 Liberal Education
Faculty Work
AAC&U-member price: $10

This issue fore-
g r o u nds the
need for a
comprehensive
and transfor-
mative
approach to
the reorganiza-
tion of faculty
work. Topics discussed include threats
to professional autonomy, the future
of faculty governance, and support
for faculty in the middle phase of their
careers. 

With articles by Stanley Aronowitz on
faculty governance, R. Eugene Rice
on faculty and the new academy, and
Neil Hamilton on socialization and
faculty professionalism.

Go to www.aacu.org/publications or
email pub_desk@aacu.org for more
information on the “Faculty Work”
issue. 



R E S E A R C HF A L L / W I N T E R  0 2 314 R E S E A R C HF A L L / W I N T E R  0 2 314 C A M P US - C O M M U N I T Y  C O N N E C T I ON SV O L U M E  1 0 ,  N O .  1 314 DI VerSI TYVOLUME 10, NUMBER 2 3141414

When UMKC conducted a series of
campus–community conversations in
2000 concerned with making the univer-
sity more inclusive, diversity emerged as a
core value. Several diversity “breakthrough
projects” evolved, including the cur-
riculum transformation project and its
Diversity Curriculum Infusion Program
(DCIP), established in 2003. The aim of
the DCIP was to provide a forum where
faculty from across campus, in various dis-
ciplines, would come together in dialogue
to collaborate and learn, developing the
knowledge, skills, and dispositions needed
to successfully infuse critical diversity into
coursework for more inclusive teaching. 

With the support of the provost’s office
and the Office of Diversity, Equity, and
Access, select faculty members participate
in the DCIP, a yearlong institute with
four daylong workshops. Guided by
workshop curricula, participants revise an
existing course by infusing the curriculum
with diversity and social justice, imple-
ment the course the following semester,
and make a presentation about the experi-
ence at the campus-wide culminating cele-
bration held in April. The first workshop
serves as orientation; participants focus on
community building, collectively define
critical diversity, and examine their
teaching using the rubric of the six areas

of potential diversity curriculum infusion
(see sidebar). The second workshop
focuses on self-transformation by encour-
aging participants to examine their biases
and their commitment to diversity. The
third workshop provides an opportunity
for participants to present preliminary
drafts of their course revisions and receive
constructive feedback from the group.
The fourth and final workshop is a cele-
bratory experience: participants present
the pre- and post-syllabi and discuss the
implementation experience. 

The outcomes of the DCIP, now in the
planning stages of its fourth year, have
been very encouraging. Faculty members
have not only revised existing courses, but
also created new courses to enhance their
programs. Further, the program has
aroused faculty interest in the scholarship
of diversity. Participants have expressed
appreciation for the opportunity to be
empowered and challenged; for the chance
to discuss diversity and curriculum infu-
sion; for their raised consciousness of
diversity and its enrichment in the cur-
riculum; for their newly energized
teaching; for their increased knowledge of
diversity; for the new teaching strategies
they have learned; and for their heightened
sensitivity and responsiveness to diverse
groups of students. ■

C U R R I C U L U M  T R A N S F O R M A T I O NDI VerSI TY

A Sustainable Campus-wide Program for Diversity 
C u rriculum Infusion
By Omiunota Nelly Ukpokodu, founder and facilitator of the Diversity Curriculum Infusion Program and associate professor in the Division of

Curriculum and Instruction in the School of Education at the University of Missouri–Kansas City

INCL USIVE TEAC HING DOES NOT  C OME EASILY TO  FAC UL TY MEMBERS WHO  WERE THEMSELVES TA UGHT  FROM MONOCULTURAL

PERSPECT IVES AND WIT H LIMITED KNOWLEDGE OF DIVERSI TY.  O FT EN T HE REQUIREMENT TO  I NC ORPORATE DIVERSIT Y GENER-

AT ES FEAR AND RESIST ANCE.  AS A  RESUL T,  MANY FA CULTY AND C OLLEGE INSTRUC TORS CONTI NUE TO BE COMPLAC ENT  A BOUT

MONOCULT URAL  CURRIC UL A,  EVE N AS  THEY INCREA SINGLY INTERAC T WI TH ST UDENTS FROM DIVERSE RA CIAL , ET HNIC,  GENDER,

AND L INGUISTIC  BAC KGROUNDS. IT  I S CRIT ICAL  THAT  WE PROVIDE ST RUCT URE FOR SUCH FAC UL TY MEMBERS T O EASE  T HE

PROCE SS OF INCORPORAT ING DIVERSI TY.  T HE UNI VE RSITY OF MISSOURI–KANSAS CITY (UMKC) HAS RESPONDE D TO THIS  C HAL -

LENGE BY INSTIT UTI NG A CA MPUS-WIDE P ROGRAM T HAT  E MPOWERS IT S FACULT Y T O SUCCESSFULLY ENGAGE IN C URRIC ULA R A ND

PEDAGOGICAL  TRANSFORMAT ION IN A  NON-THREA TENING, SYNERGETIC ,  C OLLEGIA L,  AND COL LABORATIVE ENVIRONMENT.

Six Areas of Diversity Curriculum Infusion: Workshop Questions

1. Course description and objec-
tives that reflect diversity— H o w
does my discipline help prepare students
to live and work in today’s multicultural
democracy and interdependent world?
2. Content integration that
includes multiculturalism— W h a t
issues of diversity, social justice, and
civic engagement are infused in my
course curriculum and how?
3. Instructional resources and
m a t e r i a l s—How inclusive are my
selected materials?

4. Faculty and student world-
views and learning styles— H o w
do student and faculty worldviews,
learning styles, and teaching strategies
match, and how are my students’
learning styles accommodated?
5. Instructional strategies— H o w
diversified are my strategies for facili-
tating instruction and classroom
d y n a m i c s ?
6. Assessment diversification—
How do assessment activities accommo-
date my students’ learning styles? 
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In the early 1990s, Northampton
Community College in Bethlehem,
Pennsylvania, found itself faced with this
problem—it had increasing Latino enroll-
ment, but a small (although somewhat
stable) Hispanic staff. Hispanic staff mem-
bers were located in different academic
departments, creating a silo effect on
campus. This not only isolated individuals,
but also limited efforts to advocate for
campus change and meet the cultural needs
of Hispanic students.

Yet one staff member was inspired by her
experience at professional conferences,
where members of diverse constituencies
formed caucuses to inform, advocate, and
shape the agenda of professional organiza-
tions. If professional organizations could
have a Hispanic caucus, why couldn’t
Northampton Community College?
Within a few months, a caucus was formed
on campus. From its very inception, the
caucus was shaped by the cultural values of
its members. 

Cultural Values

R e s p e t o among Latinos means that the indi-
vidual earns respect—not on the basis of
office, position, or even educational
achievement, but on the basis of character.
In keeping with this cultural value, individ-
uals from all levels of the institutional hier-
archy were invited to participate—faculty,
administrators, support staff, and mainte-
nance workers. This type of committee
raised the eyebrows of many who had rarely

seen such diversity at a meeting before, but
everyone brought something to the table
and participated as an equal. At one event, a
bilingual orientation for students, the sup-
port staff typed correspondence and ran the
registration table, the maintenance workers

drove shuttle buses, and the administrators
and faculty gave presentations and advised
students. All assisted in the planning of the
day. Although some support staff were pre-
vented by their supervisors from attending
meetings unless the agenda clearly outlined
a direct link to the office they represented,
the caucus fought to model the value of
respeto among its members.

P e r s o n a l i s m o was another value that per-
meated the group. The first twenty minutes
of meeting time allowed members to share
their personal lives by passing around
family photographs. This type of personal
sharing differs from that which occurs at
the beginning of other meetings. One
highly ranked administrator in attendance

at one of the caucus’s meetings became
frustrated with the amount of “chitchat”
and announced that he would return when
the meeting started. When members
informed him that the meeting had started,
he was taken aback. Members of the caucus
tried to help him adjust to the cultural dis-
sonance he was experiencing. They knew
the feeling well! Caucus meetings provided
them a refreshing opportunity to participate
in a meeting guided by their culture instead
of having to culturally adapt as they did in
other meetings on campus.

Finally, f a m i l i s m o —the central role of
family—was acknowledged by all caucus
members. Events for students were planned
to include as many family members as the
students deemed necessary. Since extended
family plays a central role in many Latino
cultures, it did not surprise caucus mem-
bers when the eighteen students who
responded to the first bilingual/bicultural
orientation invitation brought along
enough family members to fill a large
r o o m . Administrators outside the caucus
were thrilled by the attendance until they
understood that only eighteen of the more
than one hundred individuals in attendance
were actually new students, and the rest
were just “extras.”

A Model for Success

In the fifteen years since its inception, the
caucus’s success has grown to the point
where it has become embedded in

El Camino Real: Where Culture and Academia Meet
By Virginia Gonzalez, professor in the counseling and psychology departments at Northampton Community College and member of the Board of Directors

of the American Association of Hispanics in Higher Education

R ES P ETO .  P ER S O NAL ISM O .  F AM IL IS MO .  T HE SE  A RE  I MP OR T A NT  VA L UE S I N MA NY  C U L T UR ES ,  BUT  E A C H C U L T URE  I NT E R PR E T S

A ND  E X PR E SSE S  C UL T UR A L  V A L UE S I N A  UN I Q UE  W A Y.  I N  T HE  U NI T E D ST A T E S,  T HE  L A T I N O I NT E R P RE T A T I O N O F  T HE SE

VA L U E S T HR I VE S O N C O L L E GE  C A MP USE S A S  N E VE R BE F O RE .  Y ET  E VE N A S  L AT I N O  ST U DE NT S I NC R E A SE  I N  NU MBE R S A T  MA NY

C O L L E GE S,  T HE  P E R C E NT A GE  OF  L A T I N O F AC U L T Y A ND  A DMI N I ST RA T O R S HA S  L A GG E D B E HI ND . AS  A  RE SU L T ,  T HER E  A R E  N OT

E NO UG H B I L I NG UA L  A N D BI C UL T U RA L  FA C U L TY  MEMB E RS  T O  SE R VE  T HE L A T I NO  ST UDE N T  P O P UL A T I O N,  A ND  T HE  DE A RT H

O F L A T I NO  S T AF F  L I MI T S  HO W E F FE C T I V EL Y  C O L L E GE S A RE  A BL E  TO  RE SP O ND  T O  T H IS  N EW  ST U DE NT  GR O UP .  
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In the fifteen years since its

inception, the caucus’s success 

has grown to the point where 

it has become embedded in

strategic campus planning. 
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Advancing Diversity through a Framework of Intersectionality:
Inclusion of LGBT Issues in Higher Education
By M. Paz Galupo, director of the Multicultural Institute and professor of psychology at Towson University

A  S MA L L  GR O UP  OF  I N DI VI D UA L S I NT E R ES T ED  I N  L GB T  I S SUE S A T T EN DE D T HE  “ T R A NSI T I O NI N G O N  C A MP US ” P RE SE N T A TI O N

A T  T HE  A A C &U DI V E RSI T Y  A N D L E A R NI N G CO N FE R EN C E  I N  P HI L A DE L P HI A .  WE  A L L  HA D A NE C DO T E S T O SHA R E  A ND  I SS UE S

WE  C OU L D I DE NT I F Y A T  O UR  R E SP E C T I VE  C A MP U SE S,  BU T  C O L L E C T I VE L Y WE  HA D L IT T L E  SE NSE  O F SHA RE D  DI R E C T I ON  O R

VI S I ON . L OO K I NG A RO U ND T HE  R OO M DU RI NG  T HI S  R OU NDT A B L E  SE SS I ON  A N D A T  T HE  O T HE R I MP A SSI O NE D “ DI VE R SI T Y ”

DI SC U SSI O NS  T A KI N G P L AC E  A T  T HE  C ON FE R E NC E ,  WE  FE L T  T HE  SE NSE  O F MA RG I NA L I ZA T I O N E XP E RI E N C E D O N  O UR  HO ME

C A MP USE S RE C R E A T ED . A L T HO UGH GE N ER A L  D I SC USS I ON S A B O UT  “ D I VE RS I T Y”  W O UL D SO ME T IM ES  A C KN O WL E DG E “ SE XU A L

O RI E N T AT I O N , GE ND ER  ID E NT I T Y ,  RE L I GI O N,  A B I L I T Y,  E T C . ,”  T HE  C O NVE R SA T I O N MA IN L Y C E NT E R ED  O N R AC E / E T HNI C I T Y .

Y ET  FE W , I F  A NY ,  I NDI V I DUA L S  A T  O U R T A BL E  I D EN T I FI E D  A S  P ER SO NS O F C O L OR  A N D FE W,  I F  A N Y,  I D EN T I FI E D O P EN L Y A S

A L L I E S .  HO W,  T HE N,  C O U L D W E  E XP A N D TH E L A RG E R C ON VE R SA T I O N A B O UT  C A MP U S D I VE RS I T Y T O A L L O W F O R SUC C E SS FUL

I NT E G RA T I O N OF  L GBT  P E RSP E C T I VE S?

The problem we encountered at the
Diversity and Learning conference is symp-
tomatic of the current status and direction
of diversity planning in higher education.
Institutions are held accountable for nar-
rowly defined diversity outcomes, and the
emphasis in diversity planning continues to
center on race/ethnicity. The trend toward
centralizing diversity efforts has helped
campuses to better coordinate efforts across
divisions and levels and serves to elevate the
status of such efforts. For the most part,
however, strategies for integrating LGBT
concerns have not been systematically or
thoughtfully articulated. Because diversity
efforts have historically addressed issues of
gender and race, and because LGBT issues
are unique in a number of ways (sexual ori-
entation cannot be visually detected, insti-
tutional and legal protections are not uni-
formly present or applied, etc.), LGBT
issues present a challenge to many existing
diversity initiatives. 

Effective integration of LGBT issues into
established diversity structures in higher
education requires a larger framework of
intersectionality. Rather than simply advo-
cating for diverse racial communities or
focusing solely on “the” LGBT community,
those of us involved in campus diversity

work need to reframe the ways these diverse
communities intersect and inform each
other. We need to contextualize the work of
LGBT advocacy within the already devel-
oped framework of racial and gender
equity. 

As a biracial Jewish lesbian who “pre-
sents” to many as palatable by virtue of
being “white enough,” “straight-looking,”
and “well educated,” I straddle identity cat-

egories in interesting and confounding
ways. My reality resides among the intersec-
tions of diverse categories. I am accepted as
both insider and outsider, sometimes simul-
taneously, in conversations about race/eth-
nicity, sex/gender, socioeconomic status,
ability, religion, national identity,
sexual/affectional orientation, and gender
identity, but am forced to use a language

and framework that fails to acknowledge
the multiplicity of my being. 

Likewise, diversity efforts in higher edu-
cation fail to address the wholeness of our
communities. As we have moved ahead in
advancing diversity initiatives we have often
recreated false dichotomies and reified arti-
ficial divisions. Below I describe just a few
examples of how diversity efforts have failed
to acknowledge the intersectionality among
diverse communities. These examples are
intentionally situated to elucidate the nexus
between LGBT and diverse racial commu-
nities within higher education, moving
from micro to macro levels of analysis.

Individual level: Many individual LGBT
students of color are exposed to homo-
phobia and discrimination as part of the
accepted “culture” of their respective racial
communities. Likewise, these students
experience racism and exclusion within
LGBT communities. The result is that
these students do not feel a sense of
belonging in either place.

Institutional level: Using a centralized
approach to diversity, student offices are
assigned to ensure that the “diverse” groups
share a suite of offices. The LGBT students
are not able to use the space since they do
not feel safe among the other groups,

We need to contextualize the work

of LGBT advocacy within the

already developed framework of

racial and gender equity.
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At Miami University, a small group of indi-
viduals has developed guidelines to support
those who decide transgender transition is an
appropriate course of action. Created with
the leadership of the Office of Lesbian, Gay,
Bisexual, and Transgender Services and the
Office of the Chief Diversity Officer, a dis-
cussion document like these guidelines can
be a point of departure, especially if the
campus nondiscrimination policy does not
yet include gender identity or gender expres-
sion. To date, our document has been
reviewed by the LGBT advisory group, the
university’s general counsel, and a variety of
other interested parties. The process we have
initiated is gradually educating the university

community and building a cadre of sup-
portive faculty and staff.

Below are some resources for advocates
and practitioners at other campuses wishing
to begin a similar initiative. 

The importance of a common vocabu-
lary cannot be overstated. Miami’s discus-
sion draft begins with an explicit articula-
tion of concepts, following an approach
suggested by the Human Rights Campaign
(see www.hrc.org/Template.cfm?
Section=Transgender_Issues1). 

The American Psychological Association
(APA) has recently released two informative
brochures that are available online.
Produced by APA’s Task Force on Gender

Identity, Gender Variance, and Intersex
Conditions, the first answers basic ques-
tions about transgender individuals and
gender identity (www.apa.org/topics/
transgender.html), whereas the second
focuses on individuals with intersex condi-
tions (www.apa.org/topics/intersx.html). 

The Harry S. Benjamin International
Gender Dysphoria Association has devel-
oped standards of care for transgender
individuals (www.symposion.com/ijt/
soc_2001/index.htm). Although infor-
mative for mental health practitioners, it
is important to note that they are not
unanimously embraced by transgender
communities. ■

Transitioning On Campus: Creating a Welcoming Climate for
Transgender People
By Michael R. Stevenson, associate provost and professor of psychology; Paul Wagoner, a senior majoring in political science; and Leslie Morrow, interim

coordinator of GLBT issues—all at Miami University (Ohio) 

C A MP US L E A DE RS  O FT E N  F A C E UN C HA RT E D T E RR I T O RY  W HE N I N FO R ME D B Y A  S T AF F  ME MBE R  O R  ST U DE NT  O F T HE  I NT E N T

T O  T R A NSI T I O N T O  T HE  OT HE R  G EN DE R .  T RA N SGE ND E R P EO P L E  E N C OU NT E R  A  D I FF I C UL T  E NVI R O NME NT  O N MOS T C O L -

L E GE  C A MPU SE S.  T HE Y C O NF RO NT  I NT E R NA L  PHY SI C A L  A ND E MOT I O N AL  BA T T L E S A ND  A  S OC I E T Y  T HA T  FA I L S  T O  UN DE R -

ST A N D A N D PR O VI DE  FO R  T HE I R  UN I Q UE  N E ED S.  

whose cultures may discriminate against
t h e m .

National level: Historically black universi-
ties typically have no institutionally recog-
nized LGBT student groups.

These examples reveal the real structural
barriers that prevent successful integration
of LGBT communities into larger diversity
initiatives. It is clear that campuses have
failed to recognize the need to contextualize
LGBT advocacy within the existing culture
of diversity work—namely, that which is
framed to address primarily racial and
gender equity. The reluctance to address
homophobia within diverse racial commu-
nities may stem from a desire to be sensitive
to the cultural norms of diverse racial
groups. Part of the inability to have mean-
ingful discussions about sexual diversity and
gender identity, then, arises from our limi-

tations in creating meaningful dialogues
within racially diverse groups. 

Often we diversity workers resist
attending to the whole of our communities
using the same arguments levied against
diversity efforts in general: Why focus on X
because “they” are such a small part of our
community? Why allow “special considera-
tion” for these individuals? Focusing on X
deters us from our main objectives. Instead we
should be asking the harder questions:

• Why do we advocate for LGBT inclu-
sion in general, but remain afraid to
challenge homophobia within our
racially diverse communities?

• How can a dialogue about the experi-
ences of LGBT persons of color
inform, for example, our work within
the larger African American and LGBT
c o m m u n i t i e s ?

• How can our successes in advancing
racial diversity and gender equity
inform our advocacy for LGBT inclu-
sion? And conversely, how can argu-
ments for LGBT inclusion be used to
shift our discussions about race and
gender in creative and more effective
d i r e c t i o n s ?

By attending to the questions framed
by intersectionality we do not merely
make visible the experiences of a few, we
shift the dialogue to move beyond single
labels for us all. We allow a conceptualiza-
tion of diversity that moves beyond binary
dimensions, and expands to include a
three-dimensional sense of self and com-
munity. Keeping central a framework of
intersectionality will better advance a true
and inclusive diversity agenda in higher
education.  ■
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Complicating Diversity Categories: Jewish Identity 
in the Classro o m
By Christopher MacDonald-Dennis, assistant dean and director of intercultural affairs at Bryn Mawr College

BE C A U SE  JE W IS H I D EN T I T Y C O NF OU NDS  E ST A BL I S HE D A N D UND E RST O O D NO T I O NS OF  E T HN I C ,  RA C I A L ,  NA T I O N AL ,  A N D

R EL I G I OU S I DE NT I T Y  I N T HI S  C OU NT R Y,  MA N Y DI V ER SI T Y  E DU C A T OR S FI N D D I SC USS I NG JE WI SH I DE N T IT Y  AN D “ PL A C E ”  I N

T HE  U NI T E D ST A T E S C HA L L E N GI NG . JE WS C A N BE  NE A T L Y C A T E GO RI Z E D N E I T HE R A S  A  RE L I GI O U S G RO UP  NO R A S  AN

E T HNI C / NA T I O NA L  GR O UP ,  A ND A L T HO UG H JE WS  HA V E BE E N R AC I A L L Y  T A R GE T E D I N E URO P E ,  E UR OP E A N  JE WS  HA V E

“ BE C O ME ”  WHI T E  I N T HE  UN I T E D S T A T ES .  RE SE A R C HER S A C KNO W L ED GE  T H AT  SO C I A L  G RO UP  DE SI GN A T I O NS T HA T  R EF L E C T

E I T HE R/ O R C A T EG O RI E S  OF  ET HN I C I T Y,  R E L I GI O N,  O R C UL T U RE  I N T H E UN I T ED  S TA T E S A RE  NO T  E SP E C I A L L Y  HE L P FU L  I N

UN DE R ST A NDI N G T HE  JE WS  A S  A  D I AS P OR A  P E O P L E WHO  HA VE  A  HI ST O RY  O F  R A C I A L I ZE D OP P R E SSI O N.  JE W S A R E  A  R E L I -

GI O U S C O MMUN I T Y,  A  NA T I O N,  A N D A N  E T HN I C  GR O UP .  JE WI S H I DE N T I T Y,  P A R T IC U L A RL Y  I N  T HE  UNI T E D  ST A T E S,  I S  MUL T I -

DI ME N SI O NA L  A N D DE FI E S  S I MP L E  SO C I A L  C A T E G OR I E S .  DI V E RSI T Y  E DU C A T OR S MUST  A SSI ST  ST UD EN T S,  B OT H JE WI SH A ND

NO N -JE WI S H,  I N UND E RST A N DI NG  T HE  DY NA MI C S OF  J EW I SH O P P R ES SI ON , T HE  N A T UR E O F A NT I -S E MI TI S M, A ND T HE  C O M-

P L E X I DE NT I T Y  I SS UE S JE WS FA C E .  I N DO I NG  SO ,  W E C O MBA T  O P P R ES SI ON  I N  A L L  I T S  F O RMS.

Being Jewish is a salient identity for this
generation of college students. The his-
tory of Jewish oppression continues to
inform Jewish identity. Jewish college stu-
dents in diversity education often articu-
late a complex understanding of the posi-
tion of Jews in U.S.-based systems of
ethnicity, religion, race, and class. Some
claim that Jews are both insiders and out-
siders in American society, targeted and
privileged simultaneously in their ethno-
religious and racial identities. In addition,
these students often contend that
Ashkenazi (Eastern European) Jews share
similarities with both white Christians
and non-Jewish people of color. Most
importantly, students claim that anti-
Semitism has affected them on campus,
sometimes within the setting of multicul-
tural programs. Jewish students engaged
in diversity education often express
internal conflict arising from the contra-
diction between their assigned identity
and their self-image. Diversity educators
are frequently uncertain of how to
respond to white Jewish students who vig-
orously contest the ideas that are taught in
U.S. classroom settings. 

Diversity educators often hear from
Jewish students when talking about race
that they do not see themselves as “white,”
but rather as “Jews.” In keeping with this
self-identification, Jews should be under-
stood as a distinctive identity group which
is often described using racialized lan-
guage. Adams (2001) contends that racial-
ized groups are ones in which pan-ethnic
lumping occurs (Ibos and Yoruba became
black, Puerto Ricans and Mexican
Americans became Latinos/as, Chinese
Americans and Cambodian Americans
became Asian Americans); members of
racialized groups are seen as phenotypi-
cally different. Given that ethnic designa-
tions of Ashkenazi, Sephardic (Iberian),
and Mizrahi (Arab/Middle Eastern) are
subsumed under the larger rubric of
“Jewish” and that one often hears that a
Jew with certain features “looks Jewish,”
Jews can be figured as such a racialized
group. 

In fact, anti-Semitism cannot be truly
understood without considering it within
the historical system of racial construc-
tions. Anti-Semitism can even be consid-
ered the prototype of racism (Tessman and

Bar-On 2001). Although most Jews of
Ashkenazi ancestry are now seen as white,
Jews were explicitly regarded as non-Aryan
in nineteenth-century Europe, and U.S.
neo-Nazi and Christian Identity groups
still maintain a fundamental division
between Aryans/whites and all others. In
the U.S., there is a connection between
white racism and anti-Semitism (Langman
1999). Hence anti-Semitism must be
understood within the context of racism. 

Because of this link between anti-
Semitism and broader racism, and because
anti-Semitism still exists in the U.S., incor-
porating studies of Jewish oppression and
anti-Semitism into multicultural education
programs has widespread benefits. By
examining the history of Jewish exile and
oppression, students can begin to under-
stand that Jews are not (as has been histori-
cally claimed) a hyper-privileged group that
has become successful at the expense of
other groups. Students can then begin to
comprehend anti-Semitism as a system of
oppression. While learning the complete
history of anti-Semitism, students can
explore the stereotypes and myths that they

continued on page 22
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We can enhance our effectiveness in
teaching diversity and social justice by
understanding the resistance that happens
when students are unwilling or unable to
meaningfully engage with the material.
Students may reject challenges to the status
quo, avoid critical self-reflection, refuse to
consider alternative perspectives that chal-
lenge the dominant ideology, dismiss the
idea that systemic inequalities exist, or
avoid examining assumptions. Such reac-
tions are different both from having preju-
dices and from engaging in genuine debate.
While I discuss resistance in terms of stu-
dents, many of my observations are applic-
able to people in other contexts, as well.

Reasons for Resistance

Student resistance arises from a variety of
sources, most of which are societal and psy-
chological. In order to combat resistance in
the classroom, we must first examine its
points of origin. 

Our dominant cultural values, institu-
tional structures, and social climate promote
competitive individualism, hierarchy, and
the belief in meritocracy. This leads people
to view dominant groups as normal and
superior, to accept the unearned material
benefits awarded to those groups, and to
blame victims for their misfortune. Our
society encourages us to be self-focused, to
see others as threats, and to protect our own

interests and resources. Thus the drive for
self-advancement can diminish the concern
for greater equity. People in positions of
privilege tend to resist changing a system
from which they benefit. In addition to these
cultural values, which discourage people
from seeking a more equitable society, the
taboo against noticing differences and dis-
cussing oppression leaves people with little
ability or inclination to do so. 

While these social, cultural, political, and
economic factors provide a foundation for
resistance to social justice, people’s indi-
vidual psychological issues also affect their
responses. When people are focused on
their own struggles, on their own identities
as members of oppressed groups, or on pro-
tecting their senses of self, they are often
less open to exploring the oppression of
others and how they contribute to it.
Various theories of social/racial identity
development (Helms 1995; Tatum 1997;
Hardiman and Jackson 1992) describe
stages where people have internalized the
dominant belief system, making them resis-
tant to alternative ways of structuring social
relations. Cognitive dissonance, the discrep-
ancy between what we believe to be true
and contradictory external information, also
causes people to reject new perspectives,
especially when those perspectives threaten
beliefs learned from parents or other
respected individuals. Some students may

react negatively to the teacher (challenging
the educator’s credibility, competence, or
“objectivity,” especially when he or she is a
member of the oppressed group). Many
people also simply fear change. 

Given the depth and range of these rea-
sons for resistance, it is understandable that
some students do not immediately embrace
social justice efforts. Since resistance is an
expression of fear, anxiety, and discomfort,
educators need to create an environment of
“psychological safety and readiness”
(Friedman and Lipshitz 1992). Robert
Kegan (1982) discusses the need for “con-
firmation” (an environment of support)
before “contradiction” (conditions that
challenge current meaning-making sys-
tems). I think most educators jump to
“contradiction,” providing new and chal-
lenging perspectives without first estab-
lishing environments and relationships of
trust (among the students, but especially
with the teacher). 

C o n c l u s i o n s

Let me be clear—real consciousness raising
and social justice education makes people
uncomfortable. Moving people out of their
comfort zones is a necessary part of the
process. However, we need to create condi-
tions that encourage students to begin and
remain on the journey, not retreat (physi-
cally or psychologically). We need to provide

Dealing with Student Resistance: Sources and Strategies
By Diane J. Goodman, diversity consultant from Nyack, New York, and adjunct faculty in the graduate school of education at the State University of New

York–New Paltz

EDUCATION ABOUT DIVERSITY AND SOCIAL JUSTICE IS A DEEPLY EMOTIONAL AND PSYCHOLOGICAL PROCESS , NOT SIMPLY AN INTEL-

LECTUAL ONE. OFTEN WHEN WE ASK PEOPLE TO ENGAGE WITH QUESTIONS OF SOCIAL JUSTICE,  WE ARE ASKING THEM TO QUESTION

THEIR FUNDAMENTAL BELIEF SYSTEMS—HOW THEY SEE THEMSELVES AND MAKE SENSE OF THE WORLD. IT IS THEREFORE NOT SUR-

PRISING THAT,  EVEN WHEN ARMED WITH GREAT INFORMATION, STIMULATING ACTIVITIES,  AND COMPELLING ISSUES,  WE FIND OUR-

SELVES ASKING WHY OUR STUDENTS FAIL TO ENGAGE WITH—OR EVEN ACTIVELY RESIST—OUR COURSE CONTENT. THIS TENDENCY

TO RESIST IS PARTICULARLY COMMON AMONG PEOPLE FROM PRIVILEGED GROUPS—THOSE IN THE MORE POWERFUL POSITIONS IN A

GIVEN FORM OF OPPRESSION (SEXISM, RACISM, HETEROSEXISM, CLASSISM, ETC.) . MANY EDUCATORS FIND RESISTANCE FROM STU-

DENTS FROM PRIVILEGED GROUPS TO BE ONE OF THE MORE CHALLENGING ASPECTS OF TEACHING DIVERSITY AND SOCIAL JUSTICE.  

S T U D E N T  E X P E R I E N C EDI VerSI TY
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students with a balance of challenge and sup-
port: too much support, and students don’t
learn; too much challenge, and students shut
down. 

By considering the range of societal and
psychological reasons for resistance, we can
be more compassionate and more skillful in
how we work with others. It is not always
easy to develop and sustain compassion for
our students, but I believe it is necessary to
reach our educational goals. When sufficient
trust and support have been created, and
interesting material and activities presented,
students often become engaged in the lessons
of diversity and social justice despite them-
selves. Only by meeting resistance head on,
with critical understanding of its sources and
sensitive, thoughtful responses, can we hope

to enlist our students in the ongoing battle
for social justice and diversity.

For a more thorough discussion of these
issues, see Diane J. Goodman, Promoting
Diversity and Social Justice: Educating
People from Privileged Groups (Sage
2001). ■
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Just as there are numerous reasons for
resistance, there are several possible
tactics to address it. The following
methods can prevent or reduce resis-
tance from the start and throughout the
class:

1. Build relationships and envi-
ronments that allow risk taking.
This may involve talking with individ-
uals beforehand (especially if you
expect resistance) or making an effort
to get to know students who show signs
of resistance. Build a safe, supportive
classroom climate (have guidelines, do
group-building activities) and provide
clear structure and expectations. Self-
disclose appropriately about who you
are, your process of “unlearning
oppression,” and mistakes you’ve
made—make yourself human, and
demonstrate that unlearning oppression
is an ongoing experience for all of us. 

2. Affirm, validate, and convey
respect for students. People are
more likely to care about others when
they feel respected. Acknowledge their
feelings, experiences, and viewpoints.

Acknowledgment does not necessarily
mean agreement—it means that you
hear and respect what students say and
refrain from judging them. Affirm
people’s self-esteem (e.g., through activ-
ities that highlight cultural pride or times
they challenged injustice). Validate and
build on current knowledge and let
people discover information for them-
selves. Consider designing classes and
sessions that incorporate the issues that
most interest students. Discuss common
reactions and social identity develop-
ment. When students are aware of how
people typically react while learning
about diversity and oppression, they
can be reassured that their feelings are
normal and can anticipate how to
address these feelings as they arise.
Provide opportunities for frequent feed-
back (through various and sometimes
anonymous means).

3. Heighten investment. Frame
diversity issues in terms of shared princi-
ples, values, or goals (e.g., fairness,
democracy). Explore students’ self-
interest in social justice to encourage

them to envision greater equity posi-
tively. Foster empathy for those in
oppressed groups so students can
develop personal connections, leading
to genuine moral concern.

4. If resistance does occur,
consider these options. Try not to
get hooked—avoid focusing on the
resistant individual(s), know your own
triggers and what impedes your ability
to respond effectively. Assess the rea-
sons for the resistance so you can
develop an appropriate response.
Invite an exploration of the issue
raised—guide the class in discussion
about the conflict. Contain the
behavior (set a time limit, summarize,
and move on). Provide a time-out—let
people freewrite, share reactions in
pairs, take a break. If the group is
resistant, go with the flow—let them
air the issue. Finally, if necessary,
arrange a private meeting so you can
understand the underlying conflict and
build rapport with the resistant student
or students.

—Diane J. Goodman
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The English do not automatically associate
blackness with America. Within their
society I became one of three things on
sight: Afro-Caribbean, Nigerian, or biracial
English. I was accepted as a citizen in some
respects because I was not considered truly
American, at least until I opened my
mouth. Because of this, I was able to partic-
ipate in more mundane racial interactions
that infused city living, and thus, in part,
view how people of color live and exist in
London’s many boroughs. Though I had
previously learned about the different
ethnic groups that composed the city, it
wasn’t until I lived among them that I truly
understood their importance. I was forced
to learn the accents, dialects, and customs
that formed the cultural space around me
in order to not be “outed” as a foreigner. I
became intimately familiar with not only
the physical space of London and other
parts of England, but its people as well. I
learned to understand the madness that is
English culture; it was no longer “quaint”
or “exotic,” but a space with which I could
truly interact and which I could help to
shape. I was no longer a transitory entity
but a stationary one, able to take on the
freedoms and responsibilities that living in a
city entailed. I became an inhabitant, not
only because of my shared experience
within those few months, but also because I
recognized that from then on, I was affected
by what occurred in the city, that it had

become an indelible part of my personal
l a n d s c a p e .

Through this cultural transformation, 
I also gained a heightened form of what 
W. E. B. DuBois termed “double con-
sciousness.” Not only did I have to reassess

what it meant to be American in a different
cultural context; I had to learn what it
meant to be black in England. In many
ways, it was race coupled with ethnicity that
formed national consciousness. In London,
I was most surprised by my own interac-
tions with the black populace.
Unencumbered by the presence of different
ethnicities within the States, I realized,
shockingly, that the centuries of shared
experience that united black Americans did
not exist for British blacks. Even my rou-
tine transactions in public spaces differed
according to whether I was speaking with a
Caribbean, a Nigerian, or a first- or second-
generation citizen. I found that when con-

fronted with a host of nationalities with
such a strong remembrance of their own
histories, “African American” as an identity
became problematic. For possibly the first
time I recognized what it meant to have a
country, to be both American and black.
From that small epiphany I started to view
race relations in a completely different
manner. For all our differences, minorities
in America were still completely American;
in England there was, quite literally, a
struggle to figure out what British identity
meant in a place that could host thousands
of differently identifying groups. My sense
of basic racial dichotomy, black and white,
was completely shattered in light of all the
groups I learned to live beside. 

I was also able to view the dynamics of
globalization as it affected the local environ-
ment. Globalization ceased to be some
amorphous, all-encompassing entity and
gained specificity and a sense of locality.
Through student life especially I learned
how many of my peers, even the ones from
small towns and rural areas, had grown up
with a dizzying array of cultures around
them. It became commonplace for me to see
signs in both English and Hindi, to walk
past not only churches and temples, but also
beautiful mosques all over London. Even
tragic events like the 2004 tsunami gained
resonance as I realized that for a large popu-
lation of the country, this was no faraway

Beyond Tourism: Race, Space, and National Identity in London
By Idroma Montgomery, recent graduate of Arcadia University and editorial assistant at an independent academic publishing company.

I  C O U L D S A Y T HA T  I  BE C A ME  A  T RUE  I NHA B I T A NT  O F  L O ND ON  W HE N I  ST A R T E D T O  RE C O GN I ZE  A N D OB SE RV E  T HE  FA UL T

L I NE S O F SO C I A L  E XC HA N GE S A ND RA C E  RE L A T I O NS T HA T  R E ST E D UNE A SI L Y  B E NE A T H T HE  P RI D ED  MU L T I C UL T UR A L I SM O F

T HE  C I T Y .  L O NDO N  R EM AI N S ON E  O F T HE  MO ST  DI VE R SE  A N D PR O GR E SSI VE  C I T I ES  T HA T  I ’VE  S EE N ,  A ND I T S  C O N ST A NT

SO C I A L  T E N SI ON  P U SHE S I T  FO R WA R D I N  B O T H P O SI T I VE  AN D NE GA T I V E  WA Y S.  T O  B E  A  T OU RI ST  WA S T O  N OT  UN DE RS T AN D

T HI S  E NE RG Y T HA T  I N FU SE D TH E L A ND , T O NO T  S E E T HE  P O SSI B I L I T Y OF  T R A NS FO RMA T I O N.  A S  A N A FR I C A N A ME RI C A N

F EMA L E ,  I  WA S NO  S T RA NG E R T O T HE  E F FE C T S O F MA RG I NA L I ZA T I O N A ND  B EI N G RE ND E RE D “ OT H ER ”  I N  MY  O WN  C O UN T RY .

I  O F T E N WO RR I E D HO W  MY  R A C E  WO U L D A F FE C T  MY P RE SE N C E WHI L E  I N BR I TA I N .  BE I NG  A  BL A C K  A ME RI C A N , HO WE VE R ,

A L L O WE D ME  T O  N A VI G AT E  T HE  C I T Y  I N  A  W A Y T HA T  MA N Y O F MY WHI T E  C O U NT E RP A R T S C O U L D N O T.  

DI VerSI TY
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For possibly the first time 

I recognized what it meant 

to have a country, to be both

American and black.
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strategic campus planning. Members
have advocated for necessary changes on
campus, initiated valuable programs, 
and earned the respect of the college
c o m m u n i t y .

What might the success of one com-
munity college’s Hispanic caucus mean
for other campuses? First, even though a
campus community may have few fac-
ulty members and employees of Hispanic
heritage, a community of identity pro-
vides support for staff members and ben-
efits the college community as a whole in
a way that isolated individuals cannot.

Second, having a group that allows an
individual to function within his or her
own cultural framework provides a sense
of validation that may be missing in
other arenas (where other cultural values
prevail). Finally, the synergy that cultur-
ally relevant programs, services, and
events create benefits both students and
the campus as a whole. Although this
may require some adjustments to normal
campus processes, aren’t the corre-
sponding values—inclusion, respect, and
caring—what higher education should
be about? ■

El Camino Real: Where Culture and
Academia Meet
continued from page 15 

have learned about Jews. This process of
interrogating myths about Jewish identity is
especially important for Jewish students
who may have internalized anti-Semitic
beliefs or who might collude with their
own oppression by downplaying the impact
of these beliefs on the lives of Jews. 

Because Ashkenazi Jews are both
racially privileged whites and targeted
ethno-religiously, they offer interesting
and nuanced ways to conceptualize diver-
sity education. Aware of being simultane-
ously categorized as not-quite-white in
the U.S. and as an “other” in Europe,
Ashkenazi Jews question the unnuanced
designations used in most diversity pro-
grams. Their unique and competing his-
torical narratives (oppressed versus
oppressor) both affect their social position
in this country and make their history
particularly relevant to discussions of U.S.

diversity. If we do not teach students
about Jewish identity and history, we are
doing a disservice to our students in the
fight against all forms of oppression. ■
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Complicating Diversity Categories: Jewish
Identity in the Classroom 
continued from page 18

occurrence but one that could easily involve
family and a life left behind. I heard Indian
boys address each other as “brown soul
brother” and listened while South Asians
and Asian Muslims discussed how much
they had been affected by leaders such as
Malcolm X. I began to feel a kinship with
the South Asian population as I noticed
how they were influenced not only by their
own culture and heritage but by black
American and Caribbean cultures as well. 

This culture blend extended into aspects
of my life outside of academia. In music it
was not unusual to hear traditional Punjabi
bhangra folk songs merged with reggae and
rap, or French artists who combined pop
music with Spanish melodies. I heard rap
from all over Western Europe and parts of
Asia that reconfigured American patterns in
order to reflect their own cultural realities.
In museums, in the Tube, and on the street
I saw paintings and photography from all
over Africa that tried to come to terms with
what it meant to be African and European
in a postcolonial environment utilizing tra-
ditional and Western methods. I saw that
while American culture did have a global
influence, in most cases this influence
became transformed to suit the culture it
resided in. It was no longer completely
American but something forged by each
local community, made foreign and com-
pletely unpredictable through each inter-
pretation. American culture became a vessel
in which these countries could modernize
themselves; it became both subject and
object. ■

Editor’s Note: This article is included
with thanks to Jeffrey Shultz and Ellen
Skilton-Sylvester of Arcadia University.

Beyond To u r i s m :
Race, Space, and
National Identity in
L o n d o n
continued from page 21
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Graduate and Professional Degree Attainment 
for Students of Color

In a recent issue of D i v e r s e , Victor M. H.
Borden and Pamela C. Brown analyzed
preliminary data from the Integrated
Postsecondary Education Data Set col-
lected by the U.S. Department of
Education’s National Center for Education
Statistics. This data is based upon graduate
degrees awarded by accredited institutions
in the U.S. during the 2004–5 academic
y e a r .

Analysis of the data showed the 
following: 

• Both the number and share of students
of color who earn graduate and profes-
sional degrees is increasing (up to
nearly 138,000 from 73,000 ten years

ago, with an increase from 15 percent
to 21 percent of all degree recipients).

• Students from particular groups—
African Americans, Hispanics, and
American Indians—are still less
likely than their peers to attain first
professional and doctoral degrees,
particularly in the STEM fields (sci-
ence, technology, engineering, and
m a t h e m a t i c s ) .

• Achievement rates vary across disci-
plines according to race/ethnicity
(Asian Americans, for instance, obtain
engineering degrees in higher numbers
than other non-white ethnic groups;
African Americans, meanwhile, earn

almost half of their doctoral degrees in
education). 

The authors analyzed the data according
to race/ethnicity, type of degree earned, and
discipline. Charts included with the data
analysis rank institutions by the total
number of graduates in 2004–5. They also
detail the number of male and female gradu-
ates, the percentage of the graduating class
indicated, and the percentage change since
the 2003–4 academic year. 

For the full report, see “The Top 100:
Interpreting the Data,” by Victor M. H.
Borden and Pamela C. Brown, D i v e r s e :
Issues in Higher Education 23, no. 11 (July
13, 2006): 34–103. ■

Affordability of Postsecondary Education
for Students of Color
Citing several recent reports, including
that of the Spellings Commission on
the future of Higher Education, the
authors of Postsecondary Education
O p p o r t u n i t y identify a “crisis” in
affordability of U.S. higher education.
The lack of college affordability typi-
cally affects students whose parents are
in the bottom half of the income distri-
bution. Consequently, it adversely
affects students of color in dispropor-
tionate numbers.

By analyzing data gathered for the
2004 National Postsecondary Student
Aid Study conducted by the National
Center for Education Statistics,
Postsecondary Education Opportunity
found that “collectively minorities
[were] 29.4 percent of the full-time,
full-year, single institution, dependent
undergraduate students in 2003–2004.
But they bore 45.3 percent of the unmet
need burden.” Financial need is defined
as the difference between the cost of

attendance and the family’s expected
contribution; unmet need is the amount
of financial need not met through
grants, loans, work studies, etc. The
report details the relationship between
race/ethnicity, income, and college
affordability through charts and textual
a n a l y s i s .

Postsecondary Education Opportunity
attributes the disparity between need and
assistance to state, federal, and institu-
tional policies that disregard both the
needs of individuals and the United
States’ economic future. The authors
indict these policies for their discrimina-
tory effects and call for policies that make
education available to all. 

For the full report, see “College
Affordability by Race/Ethnicity and
Family Income 1990 to 2004,”
Postsecondary Education Opportunity 1 7 2
(October 2006).

To obtain a copy of this report, visit
www.postsecondary.org. ■

Intergroup Relations Program, University

of Michigan

w w w . u m i c h . e d u / ~ i g r c
The University of Michigan’s Program on
Intergroup Relations is a multidisciplinary initia-
tive designed to promote social justice through
understanding of the dialogic relationships
between cultural groups. The Web site includes
helpful models for educators (course descrip-
tions, course syllabi), as well as a list of online
resources related to intergroup relations.

AAC&U Meetings: Diversity and Learning

2 0 0 6

w w w . a a c u . o r g / m e e t i n g s / d i v e r s i t y a n d l e a r n i n g /
The 2006 “Diversity and Learning: A Defining
Moment” conference took place in October in
Philadelphia. AAC&U’s Web site describes
conference presenters and events, and includes
links to numerous auxiliary resources. Podcast
recordings of featured speakers are available for
anyone contemplating this key moment in
diversity education. ■

Diversity and
L e a rning Resources 
continued from page 3 
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About AAC & U
AAC&U is the leading national association concerned

with the quality, vitality, and public standing of undergrad-
uate liberal education. Its members are committed to
extending the advantages of a liberal education to all stu-
dents, regardless of academic specialization or intended
career. Founded in 1915, AAC&U now comprises more
than 1,100 accredited public and private colleges and uni-
versities of every type and size.

AAC&U functions as a catalyst and facilitator, forging
links among presidents, administrators, and faculty members
who are engaged in institutional and curricular planning. Its
mission is to reinforce the collective commitment to liberal
education at both the national and local levels and to help
individual institutions keep the quality of student learning
at the core of their work as they evolve to meet new economic
and social challenges.

Information about AAC&U membership, programs, and
publications can be found at www.aacu.org.

From AAC&U Board Statement 
on Liberal Learning

AAC&U believes that by its nature...liberal learning is
global and pluralistic. It embraces the diversity of ideas and
experiences that characterize the social, natural, and intel-
lectual world. To acknowledge such diversity in all its forms
is both an intellectual commitment and a social responsi-
bility, for nothing less will equip us to understand our
world and to pursue fruitful lives.
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Enrollment in the Associate Program provides an opportunity for indi-
viduals on AAC&U member campuses to advance core purposes and
best practices in undergraduate education and to strengthen their col-
laboration with AAC&U’s Office of Diversity, Equity, and Global
Initiatives. Associates pay $60 per calendar year and receive the same
benefits as AAC&U Campus Representatives, including subscriptions
to our print publications, Liberal Education, Peer Review, and D i v e r s i t y
D i g e s t , electronic copies of our quarterly On Campus with Women,
invitations to apply for grant-funded projects, and advance notice of
calls for proposals for institutes and meetings. For more information,
please visit www.aacu.org or call Renee Gamache at 202-884-0809.

AAC&U Associates

Civic Learning at the Intersections: 
U.S. Diversity, Global Education, and Democracy’s
Unfinished Work
Denver, Colorado
October 18–20, 2007

Sharing Responsibility for Essential Learning
Outcomes:
New Partnerships Across Departments, Academic
Affairs, and Student Affairs
Savannah, Georgia
November 1–3, 2007 


