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DIVERSITY AND THE UNIVERSITY OF TENNESSEE
A FRAMEWORK FOR ACTION, 2005-2010

CONTEXT AND BACKGROUND

The University of Tennessee, Knoxville is the state’s flagship research institution, a campus of choice
for outstanding undergraduates, and a premier graduate institution. As a land-grant university, it is
committed to excellence in learning, scholarship, and engagement with society. In all of its activities,
the University aims to advance the frontiers of human knowledge and enrich and elevate society. The
University intends that all members of its community promote the values and institutions of a
representative democracy and lead lives of political integrity, civic engagement, and responsibility.

Therefore, the University holds intellectual curiosity and the thirst for knowledge to be among its core
values and recognizes that intellectual and academic freedom and integrity are essential components of a
campus atmosphere that fosters the pursuit of knowledge and understanding. The University further
recognizes that the pursuit of knowledge and understanding is enriched by an environment in which
people of diverse backgrounds learn together and from each other, and participate in free and genuine
exchanges of views. It recognizes that all members of the University community benefit from diversity
and that the quality of learning, research, scholarship and creative activities is enhanced by a campus
climate of inclusion, understanding, and appreciation of differences and the full range of human
experience. The University of Tennessee must prepare students to function successfully in a diverse
society. A university diverse in its people, curricula, scholarship, research, and creative activities
expands opportunities for intellectual inquiry and engagement, helps students develop critical thinking
skills, and prepares students for social and civic responsibilities.

Consequently, the University aspires to be an institution that celebrates diversity by welcoming all
students, staff, and faculty as respected and valued participants in the University’s educational mission.
In furtherance of these goals, the University welcomes people of different races, ethnicities, religions,
creeds, national origin, genders, sexual orientations, physical abilities, age, veteran status, and social,
economic, or educational backgrounds. The University is particularly committed to welcoming groups
who have been historically underrepresented, discriminated against or excluded. The University also
supports and encourages the promotion of diversity in its curricula, programs, faculty research,
scholarship, and creative activities.



The Legacy of Discrimination and Segregation

During the past half century the United States has moved steadily to address issues related to equality of
opportunity. Building on such earlier successes as the women’s voting rights movement and the
integration of the armed forces, equal rights movements have focused on legal and moral issues related
to ethnicity, race, gender, disabilities, sexual orientation, and intellectual freedom. The result has been
the elimination of many legal barriers to equality and the promotion of justice for historically under-
represented groups.

Despite progress, however, the legacy of discrimination remains. The University of Tennessee,
Knoxville, thus reaffirms its intention to create a campus environment characterized by respect for
diversity in all its forms. We begin by reviewing the impact of racial segregation upon the institution.

Public education in the state of Tennessee was segregated by law from 1870 to 1956. Although
not legally segregated thereafter, de facto segregation continued. In 1968, Rita Sanders (now
Rita Sanders Geier) filed suit against the state, alleging that segregation continued in violation of
Title VI of the 1964 Civil Rights Act. The immediate occasion of the lawsuit was the University
of Tennessee’s decision to grant degrees and build a new facility for its Nashville campus. In
1968, the federal court ordered the state to develop plans to eliminate segregation in higher
education. In 1977, UT-Nashville was merged with the historically black Tennessee State
University, and in 1984 a Stipulation of Settlement was implemented with the intention of
upgrading the Tennessee State campus and stimulating further integration of the historically
white campuses. While the Stipulation of Settlement made progress toward these goals, more
needed to be done. On January 5, 2001, the Court approved the Geier Consent Decree. The
Decree sets out expectations for desegregation that if achieved within five years will relieve the
state of the desegregation order. The state provides significant funding for the desegregation
efforts, which have been progressing energetically since 2001. The possible termination of this
lawsuit provides both an opportunity and a critical need to recommit to the value of a diverse
University and to plan for the post-Geier University of Tennessee.

Consequently, The University of Tennessee, Knoxville, asserts that diversity is integral to the
stated mission, culture, and goals of the institution. Intercultural and international understanding
enriches the quality of education for all students and provides them with the skills they need to
cross multiple cultural boundaries and communities. We live in a global village where the
interests and actions of diverse peoples impact daily on our lives.

The University of Tennessee Board of Trustees affirmed its commitment to this mission in 2001:

“The primary mission of The University of Tennessee is to provide quality educational
opportunities for the people of this state. Essential components of a quality education include an
outstanding and diverse faculty [staff and students], first-class facilities, and an environment
conducive to learning. The Board of Trustees is committed to achieving each of these essential
components at The University of Tennessee. The Board of Trustees expressly reaffirms the
University’s policy of nondiscrimination in all aspects of university life including financial aid,
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extracurricular activities, hiring, promotion and retention of employees, and the recruitment,
enrollment and retention of students.”

In many ways, The University of Tennessee, Knoxville, has become a more diverse institution in
the past decade, striving for improved communication, addressing racial incidents forthrightly
and openly, demanding respect for all individuals, accepting and celebrating differences as
integral to institutional life and practice, and recruiting and retaining more diverse students,
faculty and staff.

The following are examples of recent improvements:
Increasing ethnic and racial diversity

In 2002-03, of the 4,536 regular UTK employees, 50% were females, and 13% were
minorities (of whom 61.5% were African American). At the upper administrative level,
51% of persons in the executive/managerial/administrative ranks were female.

The percentage of African American students in the entering freshman class continues to
rise, from under 8% three years ago to nearly 10% in fall, 2004. This reflects the
successful implementation of the African American Achievers and African American
Incentive Grant programs under the Geier Consent Decree.

Persons are filling higher administrative positions from historically under-represented
populations, including six academic deans, a director of a school, two vice chancellors,
two associate vice chancellors, three academic associate deans, and a dean of students.

Programmatic development

The African and African-American Studies Program has a new director and enhanced
quarters and operating funds.

The revised General Education Program includes a specific requirement in intercultural
studies.

The Life of the Mind Program for entering freshmen introduces students to diverse
cultural and ethnic perspectives through the reading of a book in common and supporting
academic and public programs.

The Africa Semester in Spring 2003 was a resounding success for both academic
programming and student development.

The Programs Abroad Office has expanded study abroad programs and greatly increased
the number of students studying abroad.

Physical facilities

The elegant new Black Cultural Center building, which opened in 2002, is fast becoming a
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gathering place for peoples of all colors and creeds.
The International House brings together international and domestic students in a wide
variety of intercultural programs and activities.

Advocacy

Religious diversity is well represented by numerous campus organizations.

Advocates of diverse sexual orientations have generated broad campus support from
faculty and students.

As greater numbers of Hispanic/Latino students come to the University, a Hispanic/Latino
Task Force, a Hispanic/Latino fraternity and sorority, and a Hispanic/Latino speaker series
support them.

The Chancellor’s Commissions for Women and for Blacks are actively engaged in
assessing the status of blacks and women and are advocating on their behalf.

The Imperative for Action

Even with these achievements, the University must work to ensure that the practice of
discrimination does not continue. It is clear that the University needs to create a more inclusive
community within the University and to reach out to the people of the surrounding community.
Many groups still encounter barriers to the promise and achievement of equality, justice, and the
unprejudiced quest for knowledge. A land-grant institution founded upon principles of access and
opportunity, the University is still too often perceived as ineffectively serving a society that is
daily growing more diverse. We must redouble our efforts to erase barriers based on differences
in race, ethnicity, gender, religion, class, age, ability, and sexual orientation.

In April 2004, the Knoxville chancellor and vice chancellors announced plans for a
comprehensive initiative based on a plan to enhance diversity, with the primary goal of creating a
civil society that prepares students to function effectively in our increasingly complex global
society. The campus leaders enunciated four fundamental perspectives:

The University is committed to respecting diversity in all its forms: different ideas and
perspectives, age, ability, race, ethnicity, gender, sexual orientation, religious beliefs,
political persuasions, and the socioeconomic and geographic composition of its faculty,
staff and students.

We approach cultural differences with an attitude of learning from others in order to
enrich our own experiences, thus making progress toward creating a genuinely civil
society in which all peoples are welcomed and honored.

When our ideals fall short in daily practice, we will redouble our efforts to achieve a
university community that reflects the pluralism of our society and of the world at large.
As a free marketplace of ideas, the University believes that spirited discussion of diversity
in all its manifold aspects and an acknowledgment of the complexity of the issues will
lead to positive change.



Summary of the Action Plan’s Goals

The University’s Action Plan will focus on six broad goals, supported by more detailed plans
advanced by departments, colleges, and administrative units. Accountability is the key to success
and will be articulated at every level of the plan.

Goal One: Create and sustain a welcoming, supportive and inclusive campus climate.

The University aims to become a model academic community that promotes diversity and
excellence and incorporates diverse perspectives in all its campus and community
activities and communications.

Goal Two: Attract and retain greater numbers of individuals from under-represented populations
into faculty, staff, and administrative positions (particularly department heads, directors, deans,
and vice chancellors).

Increased success in recruiting and retaining diverse persons is critical. Success requires
genuine commitment, persistence, and intentional planning on the part of the entire
university community. An inclusive campus climate fosters retention.

Goal Three: Attract, retain, and graduate increasing numbers of students from historically under-
represented populations and international students.

The University intends that its students will reflect the diversity of qualified students
graduating from Tennessee high schools. The University will increase the retention and
graduation rates of historically underrepresented students. The University will engage in
increasing the recruitment and inclusion of international students into all facets of the
university community.

Goal Four: Develop and strengthen partnerships with diverse communities in Tennessee and
globally.

Alliances with civic, business, community, educational, and ethnic organizations will
enable the University to strengthen its intercultural programs and will promote the
productive exchange of ideas and resources. Because of its intimate linkages with global
affairs, the University will seek to internationalize its programs and curricula to enhance
both domestic and international cultural understanding.

Goal Five: Ensure that undergraduate curricular requirements include significant intercultural
perspectives.

Because the world is made up of diverse peoples, the University academic curricula must
ensure that all students study diversity. The University intends to strengthen academic
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preparation of all students by infusing curricula with reputable scholarship and critical
thinking skills regarding diversity. Courses incorporating diversity perspectives may be
offered at any level, and will be incorporated in general education requirements as
appropriate.

Goal Six: Prepare graduate students to become teacher, researchers, and professionals in a
diverse world.

In today’s world, learning communities and research groups are pluralist, heterogeneous
entities typically characterized by high levels of diversity. The University intends that its
graduate students leave the University well-equipped to serve as teachers, researchers, and
professionals in environments and institutions that are increasingly diverse.

THE ACTION PLAN: A CAMPUS-WIDE FRAMEWORK

The following goals and objectives will guide the action plans to be advanced by departments,
colleges, and administrative units. Each vice chancellor will coordinate the planning for his/her
unit. A comprehensive University-wide plan including near- and longer-term strategies and
responsibility for implementation and oversight will be in place by October 1, 2005.

The University seeks to ensure that genuine progress is made in intercultural and international
understanding in all sectors of the institution. Successful implementation of the action plans
requires individuals to take personal responsibility for improving diversity. To that end, all
administrators will be held accountable for developing, implementing, and assessing diversity
plans.



Goal One: Create a welcoming, supportive and inclusive campus.
Obijectives:

Develop and implement a campus-wide Quality Enhancement Plan focused on the
enhancement of intercultural and international awareness.

Ensure that the University’s academic curricula prepare students to prosper in the
pluralistic world of the 21* century.

Develop strategies to oppose and eliminate all aspects of discrimination on campus.
Foster professional development and advancement for all employees.

Review and improve all elements of campus safety and security.

Improve internal and external communication regarding diversity issues.

Create and implement policies, and design physical facilities to support the family needs
of faculty, staff, and students.

Involve all campus constituencies — students, faculty, staff, and alumni — in promotion of
diversity.

University strategies and benchmarks:

Streamline and coordinate all African-American student support services.

Develop support services for other historically under-represented populations.

Support faculty efforts to infuse intercultural and international perspectives into courses
across the curriculum.

Appoint by nomination a campus-wide Council on Diversity to establish benchmarks,
monitor, and update the action plan.

Develop comprehensive procedures to assess and monitor annually the progress and
effectiveness of diversity initiatives.

Support student, campus, and community advisory groups working on diversity initiatives.
Develop a diversity-training workshop for students, faculty, and staff.

Protect the rights of all parties involved with allegations of discrimination.

Develop procedures for reporting diversity-related incidents.



Goal Two: Attract and retain greater numbers of individuals from under-represented
populations into faculty, staff, and administrative positions.

Obijectives:

Provide career advancement mentoring opportunities for faculty, staff, and administration.

Increase the diversity of personnel at all levels.
Ensure that University policies and procedures reflect and promote diversity.

University strategies and benchmarks:

Require that all units conduct aggressive searches, including strategic hiring, and
emphasize developing pools that include under-represented individuals.

Require that each unit implement hiring plans that aggressively enhance the identification
of diversity within their disciplines.

Employ aggressive hiring, training, and promotion programs to increase the number of
individuals of historically under-represented populations in all University positions.
Develop a central revolving fund to support the strategic recruiting and hiring of diverse
individuals.

Annually evaluate administrators and hold them accountable for success in promoting
diversity in their units.
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Goal Three: Attract, retain and graduate increasing numbers of individuals from
historically under-represented populations and international students.

Obijectives:

Develop need-based academic scholarships in order to increase student diversity.
Prepare students to engage in the complex world of the 21% century.

Through intensive recruitment, increase and retain the number of undergraduate and
graduate ethnically and culturally diverse students, including international students.
Bring the retention and graduation rates of diverse students to the same level as the
University average.

Provide career development mentoring opportunities for graduate, undergraduate, and
professional students.

University strategies and benchmarks:

Evaluate all existing minority recruitment and mentoring/retention programs, including
Geier activities, to determine their effectiveness. Reallocate resources as necessary.
Develop a plan and secure the funds needed to maintain progress after successfully
meeting the Geier Consent Decree provisions.

Ensure that classroom materials, methods, and climate reflect the imperatives of
intercultural and international knowledge and awareness.

Provide a wide range of cultural and intellectual programs that demonstrate a connection
between academic and extra-curricular activities.
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Goal Four: Develop and strengthen partnerships with diverse communities in Tennessee
and globally.

Obijectives:

Identify and promote exchange of ideas and resources with civic, business, community,
educational, and ethnic organizations devoted to intercultural awareness.

Create a campus organizational structure to develop and support community linkages.
Expand international agreements and relationships to increase opportunities for student,
faculty, and staff engagement with global issues.

University strategies and benchmarks:

Work with local and state communities to provide a cultural environment conducive to
recruiting and retaining persons from diverse backgrounds.

Create a Chancellor’s Community Council to strengthen the relationship between the
University and the communities it serves.

Strengthen the University’s minority procurement program to increase the participation
of female- and minority-owned businesses contracting with the University.

Strengthen and support faculty outreach to K-12 schools and post-secondary institutions
serving historically under-represented populations.

Develop a comprehensive communication and marketing program to promote diversity
internally and externally, including a proactive media strategy.

Collaborate with community groups in identifying and writing grants that support
diversity initiatives.

Support and recognize community activities of faculty, staff, and administrators.

Make annual University awards to University employees whose leadership in diversity-
related programs and services are outstanding and worthy of additional support.

-11-
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Goal Five: Ensure that undergraduate curricular requirements include significant
intercultural perspectives.

Because the world is made up of diverse peoples, the University academic curricula must
ensure that all students study this reality. The University intends to strengthen academic
preparation of all students by infusing curricula with reputable scholarship and critical
thinking skills regarding diversity. Courses incorporating diversity perspectives may be
housed in any discipline and may be offered at any level.

Obijectives:

Ensure that the University’s academic curricula prepare students for the pluralistic world
of the 21% century.

Ensure that students from diverse orientations and underrepresented populations and
backgrounds are recognized as essential participants in the life of the University and
society.

University strategies and benchmarks:

Assure that a wide range of undergraduate courses, including general education
requirements, address one or more of the following subjects: races, ethnicities, religions,
creeds, national origin, genders, sexual orientations, physical abilities, age, veteran status,
and social, economic, or educational backgrounds.

Develop, implement, and support professional development opportunities and programs
to assist faculty and staff in transforming curricula to integrate diversity-related themes.
Support, expand, and encourage interdisciplinary programs and partnerships that focus on
diversity in their curricula.

Encourage historically underrepresented students to participate in education abroad
programs.

Encourage and support the integration of study abroad into curricula.

Ensure that faculty are equipped with tools and strategies to make their classrooms
welcoming to diverse student populations.
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Goal Six: Prepare graduate students to become teachers, researchers, and professionals in
a diverse world.

In today’s world, learning communities and research groups are heterogeneous entities
typically characterized by high levels of diversity. The University intends that its
graduate students will leave the University well-equipped to serve as teachers,
researchers, and professionals in environments and institutions that are increasingly
diverse.

Objectives:

Ensure that graduate students have the training necessary to participate fully in the
pluralistic world of the 21% century.

Ensure that graduate students with teaching responsibilities are acquainted with the
diverse range of learning styles found in today’s classrooms.

University strategies and benchmarks:
Assure that a wide range of graduate courses address one or more of the following
subjects: races, ethnicities, religions, creeds, national origin, genders, sexual
orientations, physical abilities, age, veteran status, and social, economic, or educational
backgrounds.

Develop and encourage diversity-related training for units to use in graduate teaching
orientation sessions.

Develop continuing education opportunities to prepare graduate teaching assistants to
teach effectively in diverse classrooms.

13-
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« DIVERSITY

A Plan for Cultural Diversity in Tennessee Extension

Introduction
Emphasis on Diversity

The goal of this plan is to achieve
and sustain pluralism as an integral part of
every aspect of Extension work, including
work force, programs, audiences and
relationships with other people, groups and
organizations. Tennessee’s Cultural
Diversity Plan is designed to move the
organization toward becoming a
multicultural organization that values
diversity and pluralism.

Diversity, as defined in this plan,
recognizes and values differences among
people based on age, education, gender,
spiritual practice, race, family status,
ethnicity, social and economic class,
geographic location, physical and mental
ability and other human differences.

Pluralism is defined as an
organizational culture that incorporates
mutual respect, acceptance, teamwork and

productivity among people who are diverse.

Muilticultural organizations are
organizations that: (1) consider human
differences to be an advantage; (2) value a
pluralistic culture that reflects the interests,
contributions and values of members of
diverse groups; (3) encourage full and
influential participation by all members of
the organization in decisions and policies
that shape the organization; and (4)
eliminate discrimination throughout the
organization.

The plan for diversity is not a
renamed or repackaged version of
Extension’s Civil Rights programs. It goes
beyond Equal Employment Opportunity/
Affirmative Action (EEQ/AA) to develop

an environment in which diversity is valued
and pluralism is achieved. However, an
effective Equal Employment Opportunity/
Affirmative Action program forms an
important part of the foundation for
Tennessee Extension’s plan for diversity.
The diversity plan should in no way be
viewed as a substitute for EEQ/AA
programs.

The distinguishing features
between EEO/AA programs and Tennessee
Extension’s plan for diversity are:

® EEO/AA outlines specified legal
requirements for “nondiscrimination,”
a complaints process to address
discriminatory employment and
program practices and a process to
encourage work force and program
representation of under-represented
groups.

® The Cultral Diversity Plan includes
activities beyond EEO/AA that are
needed to achieve and sustain diversity
and pluralism.

® Tennessee’s Cultural Diversity Plan is
Extension-initiated, emphasizes
productivity and effectivenes, and is
opportunity-focused, proactive and
relevancy-driven.

® Tennessee Extension’s plan for cultural
diversity is self-imposed. It is a response
to the changes taking place in the state
and nation’s work force and is designed
to maintain an effective and productive
work force in Extension as well as
programs that are relevant to the people
of the state. Tennessee Extension’s
Cultural Diversity Plan assumes
pluralism and creates an environment in
which human differences are valued. 5
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Definitions

Cultural diversity: Differences among
people based on age, education,
gender, spiritual practice, race, family
status, ethnicity, social and economic
class, geographic location, physical and
mental ability and other human
differences.

Pluralism: Organizational culture that
incorporates mutual respect, accep-
tance, teamwork and productivity
among people who are diverse.
Pluralism is a condition of society in
which numerous distinct ethnic,
religious and cultural groups coexist
within one nation.

Multicultural organizations: Organiza-
tions that: (A) consider human differ-
ences to be an advantage; (B) value a
pluralistic culture that reflects the
interests, contributions and values of
members of diverse groups; (C)
encourage full and influential participa-
tion by all members of the organization
in decisions and policies that shape the
organization; and (D) eliminate
discrimination throughout the organiza-
tion.

Discrimination: Systematic, intended or
unintended denial of recognition,
power and privilege to certain people
based on the groups to which they
belong.

Affirmative Action: Action taken to
provide equal opportunity, as in hiring,
for members of previously disadvan-
taged groups, such as women and
minorities.

MiISsSion

of the Diversity Plan

Extension’s audience has never
been so diverse. A preliminary task in
implementing a Cultural Diversity Plan is
to identify people who need and want our
educational programs. Who are they?
Where do they live? What is their lifestyle,
age, sex, race, level of education, income,
religious belief, physical and mental
ability?

How do cultural variables affect
Extension’s staff, volunteers, audiences and
programs? Tennessee’s three distinct
geographic divisions have presented a
long-time challenge in terms of program-
ming within the state. Can we continue to
successfully educate Tennesseans amid
changing variables such as shifts in popula-
tion, an increase in the elderly population,
drastic changes in the structure of the
family and poverty among one out of four
of our children?

The answers to these questions and
many more will hinge on our ability and
willingness to incorporate cultural diversity
in everything that we do, starting with our
hiring practices and ending with the
effectiveness with which we are able to
address the many needs of the people in
this state.

The overall mission of cultural
diversity is to achieve and sustain pluralism
as an integral part of every aspect of
Extension. Defining who we are in pluralist
terms will automatically increase our
visibility and scope.

Although the initiative has been

-
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taken to address the needs of non-tradi-
tional audiences by certain individual
Extension staff members, we acknowledge
the need for comprehensive in-service
training organization-wide. Flexible and
creative programs will only evolve from
staff who are aware, motivated and com-
mitted to the concept of pluralism.

Vision

for the Future

The state committee on cultural
diversity envisions Tennessee Extension as
a catalyst for change. This will be created
in an environment which fosters diversity at
all levels of the organization by meeting
audience needs through diverse program-
ming. Extension will promote respect for
self-worth and equality.

The delivery of diverse and
innovative educational programs is ex-
pected to effectively meet the demands of
traditional and non-traditional audiences.
Our organizational values include:

people who are aware of cultural differ-

ences;

@ programs which respond to the needs of
changing clientele;

® Extension personnel who use appropriate
technology and research-based informa-
tion in developing and delivering
programs to diverse audiences;

@ cooperation and networking with other
organizations and agencies;

@ multicultural training for staff at all
levels;

® recognition of staff who are successfully
implementing innovative programs
designed for new, diverse audiences;

® educational materials which feature
diversity among staff, audiences and

programs.

Implementation

Goal I

Promote the importance of
diversity as it relates to
Tennessee Extension’s mission,

Situation: Preliminary data from the 1990
census show an increasing racial diversity
in the state. In addition, there is growing
variety in family status, a shifting distribu-
tion by age and changes in many other
demographic categories. An awareness and
understanding of cultural diversity are
important to the achievement of our
mission, which is to improve the lives of
Tennesseans by addressing selected needs
and issues. Respect and appreciation for
diversity in the state will affect staffing and
staff development, as well as program
development, promotion and delivery.

A Action: Present the plan for cultural
diversity and the issues of cultural diversity
to all staff.

Means: 1. Present plan at annual
conference to professional
staff.

2. Present plan at other staff
gatherings.

When: Begin at Extension conference and
follow up with other staff members.

Where: December 1992 Extension
conference and at other staff gatherings
during FY93.

B. Action: Increase awareness of cultural
diversity issues through in-house publica-
tion articles.
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Means: 1. Review available cultural
diversity resources.
2. Showcase programs and
activities that contribute to
cultural diversity.

When: Begin December 1992.

Where: New Directions, FYI, UT
AGRICULTURE and Tennessee Alumnus
publications.

C. Action: Communicate to stakeholders
the importance of cultural diversity as it
relates to Extension’s mission.

Means: Develop educational materials,
including news releases, feature stories,
videotapes and brochures, to be used in
group presentations.

D. Action: Familiarize staff with demo-
graphic changes related to cultural diversity
that are taking place in Tennessee and the
U.Ss.

Means: Provide Census Data Center
information along with annual report
information regarding Tennessee’s Exten-
sion audience.

Goal Il

Recruit, hire and support an
Extension staff that reflects the
cultural diversity of Tennessee.

Situation: Tennessee’s Extension staff is
diverse in socioeconomic and family status,
race, gender and age. The administration
supports staff development through a
variety of in-service training options. These
are primarily subject matter and process
skill sessions which do not include issues of
diversity.

A. Action: Identify and actively recruit
qualified individuals for employment who
bring diversity to the organization.

Means: Attract potential employees by:

a. Using referrals from current
employeces;

b. Using targeted advertising and
recruitment methods (publica-
tions, databases, colleges or
universities which target under-
represented groups);

c. Providing job announcements;

d. Providing information to
placement offices;

e. Providing career day displays
and materials regarding careers
in Extension which reflect
diversity of all types (age,
gender, disability, race, etc.);
and

f. Providing Extension career-
related materials to high school
counselors.

B. Action: Include awareness of the
organization’s commitment to diversity in
new staff orientation.

Means: 1. Conduct presentation/discus-
sion based on cultural diversity.
2. Distribute copies of the plan for
cultural diversity to new staff.

C. Action: Provide training skills related
to management of culturally diverse
employees to those responsible for hiring.

Means: 1. Provide in-service training
sessions.
2. Provide information to manage-
ment about outside diversity-
related seminars.

"\a—
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Goal IlI

Goal IV

Create and maintain an organi-
zational environment that re-
spects diversity among staff,
volunteers and clientele.

Situation: Many Tennessee families no
longer consist of an employee or self-
employed individual, a non-working spouse
and dependent children. Single parents
head more and more of today’s families.
The male is not necessarily the primary
bread-winner and many families include
elderly parents who need care. Family
relationships are diverse today.

A. Action: Support a balance between
personal and professional responsibilities
that respects the values of diverse employ-
ees.

Means: 1. Review current personnel
policies and identify those
which respect diverse value
systems.

2. If need exists, develop person-
nel policies to meet diverse
issues.

B. Action: Adapt performance review
format to reflect expectations regarding
cultural diversity.

1. Adapt individual performance
appraisal format to include
integration of diversity into
programming.

2, Train all supervisors and revise
performance review format.

Develop and expand programs
that will meet the diverse needs
of potential Tennessee Extension
audiences.

Situation: Although selected programs,
~+«ch as EFNEP and UT Next Door, target
diverse audiences, many others do not plan
for culturally diverse audiences. Current
programs generally meet the needs of a
small percentage of the total Tennessee
population. Even in areas where racial and
ethnic diversity exists, many programs
attract primarily white, middle-class
audiences.

A. Action: Identify issues and needs of
culturally diverse audiences in keeping with
the Extension mission.

Means: 1. Identify and/or develop
assessment tools for use with
advisory groups, agencies and
organizations in identifying
needs and issues of a culturally
diverse clientele.

2. Conduct assessments of
advisory groups, agencies and
organizations regarding needs
and issues.

B. Action: When planning, marketing
and delivering programs, determine impact
of delivery modes, accessibility, timing and
cost (user fees) for participation. Revise
these as necessary.

Means: 1. Provide in-service on leaming/
teaching styles and cross
cultural dynamics of learning/
teaching for county, area and
state staff.

23



A==

e

R T e e ]

10

2. Develop checklist for evaluat-
ing program delivery methods,
accessibility, timing, cost, etc.,
to integrate with various
aspects of cultural diversity.

Goal v

Provide recognition to staff
members for innovative pro-
gram development and delivery
for new, diverse audiences.

Situation: Presently Tennessee Extension
does not have a means of recognition for
innovative educational programs designed
for diverse audiences. Recognition of
faculty who conduct outstanding programs
for diverse audiences would serve as an
incentive for other faculty members.

Action: Incorporate diversity into guide-
lines of existing program recognition.

Means: 1. Include recognition for teams
and individuals at all staffing
levels.

2. Include recognition for pro-
gram adaptation or develop-
ment of new programs to meet
needs of more diverse audi-
ences.

The goals of Tennessee Extension’s
plan for diversity will be reviewed and
updated on a continuing basis. As needs
change, the goals will be revised to reflect
organizational changes as well as state
demographic changes.
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The Dominant Culture

The Dominants’ culture
is invisible to them;

it is the water in which they swim,
the air they breathe.

To the Dominants,

how they speak

is the way one speaks,
how they dress

is the way one dresses,
their values

are the values,

their history

1S the history.

To the Dominants,

the culture of the Dominated
1s not merely different,

it is wrong —

wrong speech,

wrong dress,

wrong emotionally,

wrong spirituality,

wrong values.

The culture of the Dominated is seen
as strange,

sometimes comical,

usually lesser,

inferior.

The Survival of the Dominated

To the Dominated,

the culture of the Dominants

is oppressive —

there is no space for their voice,
their dress,

their values,

their history.

How to survive as a Dominated
within the Dominant culture?

Adopt.
We can suppress our culture

and adopt their culture,
become more like them;
white-ish Blacks,
man-ish women,
Gentile-ish Jews,
straight-ish gays.

We can walk like them,
talk like them,

dress like them,

think like them.

We can make our way
as best we can

as one of them

in their world.

Embrace.

We can accept our fate —

the Dominated within the Dominant.
This is our life;

we can choose it,

love it,

embrace it,

and make it our way

as best we can.

Separate.

We can separate from them —
from their businesses,
their schools,

their churches,

their government.

We can reject their ways
and elaborate our ways,
our culture;

create our own businesses,
churches,

schools,

government.

We can make our way

as best we can

without them.

Rebel.

We can attack the Dominant culture —
try to destroy it,

discredit it,

tear down its heroes,

revise its history

and ours,

paint ours as good

and theirs as evil.

We can try to dominate “Them,”
pass laws to constrain “Them.”
We can try to make our way

the dominant way.

Drop Out.

We can withdraw from both
cultures —

into drugs, alcohol,

insanity,

Crime.

Since the Dominant culture is
unfair —

its rules are their rules,

its laws, their laws,

its opportunities, their opportunities -
we can take what we can,

we can steal,

cheat, lie.

We can break their laws,
which isn’t crime,

only doing what is fair,
making our way

as best we can

in their culture.

Adopt.
Embrace.
Separate.
Rebel.
Drop Out.

" Crime.
. All struggling to survive

as the Dominated
among the Dominant.

-over
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The Possibility of Transformation

Or we can choose to end the old dance —
first to see it,

then to end it —

to transform the culture

so that it embraces the cultures
of both the Dominant

and the Dominated;

the customs of each,

the speech,

the emotionality,

the history,

the spirituality,

of both the Dominant

and the Dominated.

The Dominants will resist —
powerfully.

They will wonder what the fuss is all about.

For them there is no problem,
nothing to solve,

nothing to fix.

Their culture is invisible to them;
it is the water in which they swim,
the air they breathe.

=
B here is

The Dominants are offended

when their culture is made visible,

when it becomes an option

rather than the way things are.

The Dominants will resist,

and if the Dominated persist,

there will be chaos;

A mess,

the disruption of the familiar energy pattern.

And in the chaos,

there is nothing but possibility:

The Dominant crushing the Dominated —

that’s possible!

A settling back into the old comfortably uncomfortable
dance —

that’s also possible.

A complete rupture of the relationship —

that, too, is possible.

And there is always the possibility of transforming the
culture into some new and unthinkable form.
(Remember when it was unthinkable that women and
Blacks would vote.)

There will be resistance,

but is resistance just resistance?

Or is it the sound of the old dance shaking?

\ I
no ‘We,’
There is no "Them,"

There is only You

and Me
and all of Us.

And then the Dance begins. .«
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THE

MILLWRIGHT DIED

My father is ninety-six years old. He
is the founder of Herman Miller, and much
of the value system and impounded energy of
the company, a legacy still drawn on today, is
a part of his contribution. In the furniture
industry of the 1920's the machines of most
factories were not run by electric motors, but
by pulleys from a central drive shaft. The
central drive shaft was run by the steam
engine. The steam engine got its steam from
the boiler. The boiler, in our case, got its fuel
from the sawdust and other waste coming
out of the machine room—a beautiful cs__rfle.

another room, came back with a bound book,
and for many minutes read selected pieces of
beautiful poetry. When she finished, my
father commented on how beautiful the
poetry was and asked who wrote it. She
replied that her husband, the millwright, was
the poet.

It is now nearly sixty years since the
millwright died, and my father and many of
us at Herman Miller continue to wonder:
Was he a poet who did millwright’s work, or
was he a millwright who wrote poetry?

The millwright
was the person who
oversaw that cycle and
on whom the entire
activity of the
operation depended.
He was a key person.

One day the gverything‘
millwright died.
My father,

being a young manager at the time, did not
particularly know what he should do when a
key person died, but thought he ought to go
visit the family. He went to the house and
was invited to join the family in the living
room. There was some awkward
conversation—the kind with which many of
us are familiar.

The widow asked my father if it
would be all right if she read aloud some
poetry. Naturally, he agreed. She went into

Understanding and accepting
diversity enables us to see that
each of us is needed. It also
enables us to begin to think
about being abandoned to the
strengths of others, of admitting
that we cannot know or do

In our effort to
understand corporate
life, what is it we should
learn from this story? In
addition to all of the
ratios and goals and
parameters and bottom
lines, it is fundamental
that leaders endorse a
concept of persons. This
begins with an
understanding of the

diversity of people’s gifts and talents and
skills.

Understanding and accepting
diversity enables us to see that each of us is
needed. It also enables us to begin to think
about being abandoned to the strengths of
others, of admitting that we cannot know or

do everything.

The simple act of recognizing
diversity in corporate life helps us to connect
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the great variety of gifts that people bring to
the work and service of the organization.
Diversity allows each of us to contribute in a
special way, to make our special gift a part of
the corporate effort.

Recognizing diversity helps us to
understand the need we have for
opportunity, equity, and identity in the
workplace. Recognizing diversity gives us the
chance to provide meaning, fulfillment, and
purpose, which are not to be relegated solely
to private life any more than are such things
as love, beauty, and joy. It also helps us to
understand that for many of us there is a
fundamental difference between goals and
rewards.

Reference:

In the end, diversity is notonly real in
our corporate groups but, as with the
millwright, it frequently goes unrecognized.
Or as another poet, Thomas Gray, put it,
talent may go unnoticed and unused.

Full many a gem of purest ray serene,
The dark unfathomed caves of ocean bear:
Full many a flower is born to blush unseen,
And waste its sweetness on the desert air.

When we think about leaders and the
variety of gifts people bring to corporations
and institutions, we see that the art of
leadership lies in polishing and liberating and
enabling those gifts.

DePree, Max. (1989). Leadership is an Art. Bantam Doubleday Dell Publishing

Group, Inc., New York, p. 7-10.

Max DePree is chairman of the board of directors of Herman Miller, Inc., the primary innovator in
the furniture business for sixty years and regularly included among the top twenty-five firms on
Fortune’s list of the most admired companies in the United States. He is the author of the bestseller
Leadership Jazz. Max DePree was recently elected by Fortune magazine to the National Business

Hall of Fame.
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DIVERSITY

What Is Diversity?

Kathy Castania

Introduction

Despite all the talk about cultural differences
and diversity, confusion remains. Behind
these words still lie the basic underlying as-
sumptions about the people who make up
this nation, how they get along with each
other, and how well they are living up to ide-
als of equality.

The words cultural differences and diver-
sity conjure up different impressions depend-
ing on peoples own past experiences. Some
who feel historically excluded respond to the
notion of diversity with the question, “Dif-
ferent from what?” Others question what the
fuss is all about and want to quickly tum
attention to similarities—with the good in-
tention of easing interpersonal tension and
strain. And some people have attended a
workshop, talked to a friend, or read an ar-
ticle that made them think about differences
in a new way.

The dynamics of these differences and
how we have been taught to perceive them
are what we will explore in this series of fact
sheets to bring clarity to a complex subject.
This clarity will allow us to work to elimi-
nate discrimination from our personal and
professional lives, learn to be in more au-
thentic relationships with members of other
groups, and ensure that we are inclusive,
rather than exclusive, in all that we do. The
first two fact sheets will explore some of the
dimensions of diversity and later ones will
discuss specific oppressions.

This fact sheet begins by acknowledging
that most people think diversity means cel-
ebrating different international identities. But
diversity also encompasses all the differences

among groups in the United States. Then it
explains how all people have both individual
and group identities which affect their per-
ceptions and how they are treated. Follow-
ing that is a discussion of how group preju-
dice combined with institutional power leads
to social oppression.

Next is an explanation of how individu-
als take on the imposed roles of their group
identities and how some people have tried
to reject those roles—dominant groups tak-
ing on ally roles and excluded groups be-
coming empowered. Then the fact sheet de-
scribes the elements of oppression and how
people can learn to overcome them, with the
ultimate goal of all groups sharing power.

International Diversity

The idea of cultural differences has been con-
nected primarily to ethnic cultures outside
the United States and has focused on exam-
ining the values and belief systems of cul-
tural groups from many countries. Experi-
ences in other cultures are important because
they can heighten people’s awareness of dif-
ferences and give them the experience of be-
ing outsiders in a group of people who look,
behave, and think differently than they do.
Some people in the United States have ex-
periences with international cultural diver-
sity when they travel to other countries to
study or visit or when they have extensive
interactions with newly arrived immigrant
groups. But these experiences, if limited, can
lead to the “tourist approach” to diversity,
only examining different cultures from their
most evident manifestations: food, celebra-
tions, dance, etc. People can get the impres-

sion that everything that is different is also
“exotic,” apart from the norm.

Many white people in the United States
were reared with television and film images
of people in other countries, particularly Af-
rica, that were shaped and framed from the
white perspective only. Africans, in stories
like Tarzan, were shown in inferior roles to
white people. This approach negates genu-
ine relationships and knowing the depth and
substance of another culture. It can also lead
people to avoid learning about differences
within the domestic United States. Some
people are more willing to go to another
country than to bridge the divisions in their
own communities.

Domestic Diversity

Domestic cultural diversity has evolved to
mean not only differences among ethnic and
racial groups within the United States but
also differences among groups defined by
gender, religion, age, abilities, sexual orien-
tation, education, and class. The focus here
is U.S. socialization—what we learned about
differences growing up in our society. Al-
though many of us are interested in and
would like to know more about people from
other countries, there is an urgency for a simi-
lar interest in domestic intercultural relations,
yet sometimes it feels more uncomfortable
and threatening to deal with differences so
close to home. Despite this feeling, aware-
ness of our domestic intercultural relations
will improve our sensitivity to international
cultures and give us a larger identity with
which we can more accurately represent the
United States.
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Every country has a unique history of how
minority and majority populations get
along—some with similarities to us, but
some also very different. Understanding our
uniqueness in this regard is an important first
step for people in the United States.

Many communities are composed of
people who have been a part of this nation
for generations and are still not considered
part of mainstream U.S. culture. The United
States mostly has maintained a system of
separation between groups despite ongoing
civil rights legislation for equality and inte-
gration.

Defining Diversity—Group and
Individual Differences

Cooperative Extension gives a working defi-
nition of diversity in the document Pathway
to Diversity: a Strategic Plan for the Coopera-
tive Extension System’s Emphasis on Diversity;
it states: Diversity is defined as differences
among people with respect to age, class,
ethnicity, gender, physical and mental abil-
ity, race, sexual orientation, spiritual prac-
tice, and other human differences.

Implicit in this definition is the aware-
ness of our group identities as well as our
individual differences. We are unique as in-
dividuals, while our group identities deter-
mine our historical inclusion or exclusion.
We often see ourselves only as individuals,
even though historically we have been treated
based on our group identities.

For example, for a long time in schools,
women have been guided into certain occu-
pations that have been considered more ac-
ceptable for them, and men have been en-
couraged to feel and show some emotions
and avoid others despite their individual dif-
ferences and attributes.

When learning about racial and ethnic
differences, we have been taught the com-
mon misconception that once we learn about
each other’s groups, our future relations will
be harmonious. This may be true to some
degree between individuals, but societal di-
visions based on our group identities have
been maintained through legal, educational,
religious, and other institutions. Therefore,
in thinking about diversity, we also consider
the historical power imbalance among
groups, allowing us to move toward a view
of diversity that values equality.

Perceptions and Attitudes

One common myth is that by talking about
and examining our differences, we are en-
couraging divisions. Most people in excluded
groups are aware that divisions have always
existed and do not believe that talking about
divisiveness encourages it but instead re-
moves the veil and allows change to begin.

In my workshops, for example, partici-
pants are asked to discuss the treatment they
get in their daily lives based on color differ-
ences. White people examine the privileges
they are afforded in the society, and people
of color look at their lack of privileges. In-
evitably, people of color come up with long
lists of privileges that they didn’t get, while
white people can only name a few that they
got. Both groups operate in the same society
but get and perceive different treatment.

So when we discuss differences, we need
to consider not only how we are different
but also how we are treated because of our
differences. Clearly, differences themselves
are not the only issue; the value we place on
differences presents more challenges. These
value judgments have consciously and un-
consciously helped shaped our deep-seated
attitudes and beliefs about others. Working
on diversity issues involves attitudinal change
as well as organizational change.

Group Prejudice + Institutional
Power = Social Oppression
Because of a long history of separation of
groups and domination by one, we now have
institutionalized forms of exclusion. In their
article “Social Oppression: an Operational
Definition,” Rita Hardiman and Bailey Jack-
son contend that ours is a system of domi-
nation with many interlocking parts that are
mutually reinforcing. Discriminatory indi-
vidual behavior is a part of this system asis a
common ideology that asserts one groups
superiority over another. For example, when
current individual acts of racism are elimi-
nated, then public policies intended to right
the wrongs of the past can be dropped.

In one community, for example, there has
been an effort to get jobs in school districts
for more people of color. Superintendents
were encouraged to assure equal access to
employment by distributing job postings
more widely in the community of color. In
the past, jobs that became available were

quickly known to the people working within
the system, who were predominately white
and tended to socialize with other white
people only. Therefore, the job openings in-
advertently were known about faster and
easier in the white community. There was
no intended racism, but this example shows
that a form of historic racism in modern in-
stitutions continues to exist. To change these
systemic and institutional forms of racism,
temporary public policies to bring these
subtleties to light are needed as well as an
approach to help individuals become aware
of the daily harmful effects of their uncon-
scious attitudes and actions.

Group Identities and Prescribed
Roles

All of us have learned to play roles that per-
petuate the power imbalance. These roles
seem natural and normal to us because we
were born into them and they were taught
and reinforced through our families, schools,
and other institutions. People in dominant
groups (such as men, able-bodied, white,
native-English speakers, adults, Christian,
wealthy) assumed roles of superiority.

Much of our learning came in subtle
forms and without language, so we often
learned from nonverbal communication as
well as media images. The lack of positive
models left us without guidance about how
to think and act toward others and how to
think about ourselves.

Lillian Smith in Killers of the Dream writes,
“This process of learning was as different for
each child as were his (sic) parents’ vocabu-
lary and emotional needs. We cannot wisely
forget this. And we learned far more from
acts than words, more from a raised eyebrow,
ajoke, a shocked voice, a withdrawing move-
ment of the body, a long silence, than from
long sentences.”

For example, white people were taught
the hierarchy by witnessing acts of racism
and negative images of people of color in the
media. People who attended schools or lived
in neighborhoods with no people of color
may have felt it was normal to be separated
from people who looked different from them.
They assumed that the distorted view of his-
tory based only on the white perceptions and
deeds was true, and this reinforced their
learned assumptions about racial inferiority.

32



Many people deny this conditioning and its
power and assume that because they also
heard words of brotherhood and equality that
they now only act from that perspective.

White people caught up in these contra-
dictions often act from unconscious superi-
ority. A white teacher may have lower ex-
pectations of the students of color and offer
help to their families instead of looking for
what they could teach him or her. The
teacher may feel unconsciously that if only
she or he could teach the students to be more
white and/or middle class then they would
be successful and the pain of their lives would
stop. With the well-intentioned desire to see
the injustice end, the teacher falls into the
colorblind trap of denying differences to
avoid dealing with the historic devaluing
messages that he or she carries.

Most people have fallen into this trap at
some time, even some people of color who
want the devaluing to end and feel that a
shortcut is to pretend that the differences
don't exist, thus denying all the good things
that cultural differences bring to us as indi-
viduals and a society. What we all want is for
each of us not to receive mistreatment based
on the lower status we have been given in
the hierarchy, which is different from just ac-
knowledging our group’s uniqueness.

The following assumptions help us un-
derstand ourselves and how we learned our
roles as members of groups:

* All people are born with an enormous ca-
pacity to be powerful, loving, caring, coop-
erative, creative, curious, and intelligent.

* We have learned the “isms” (all the forms
of social oppression). We can't be blamed
for having learned them because we got the
information when we were young people.

* As adults we now have responsibility to
change.

¢ The “isms” hurt all of us—the oppressor
as well as the oppressed.

* We all have the experience of being in both
dominant and excluded groups, so we have
knowledge about both sides.

* We are taught not to see the ways we are in
roles, so our behavior appears “normal” and
“natural.”

* We may learn to respond to differences
with guilt and pity. Guilt leads to inaction,
and pity doesn’t allow us to see the strengths
in other identities.

Changing from Agent to Ally

In our dominant roles, we can choose to act
on the misinformation that we received and
be an agent of the continued perpetuation of
the system of inequality or we can be an ally
and work to change the way we think and
act. The process of moving from agent to ally
is long. It requires commitment and con-
scious behavior. It means making mistakes
and continuing to act in alliance with people
in target groups.

The first meeting of a racial equality group
provides an example. In attendance was a
quiet and wise African American woman.
When it was her time to talk, the white
people there expected praise for helping to
form such a group in her community. In-
stead, she looked at them with all the years
of struggle and survival in her eyes and said,
“Where have you been all these years?” Act-
ing in an agent role, the white people would
have felt guilty and ashamed, feeling that they
should give up on what seemed like a hope-
less endeavor, wallowing in their sense of
powerlessness to make change. As emerging
allies, though, they listened intently and
without defense to her stories of exclusion
and mistreatment. This deepened their level
of commitment to overcome their fears and
make changes in their community.

There have always been people who have
acted to some degree outside of their agent
role—abolitionists, white students involved
in civil rights struggles, people who were part
of the Underground Railroad, white people
working with other white people to elimi-
nate racism, men who supported and encour-
aged women in education, wealthy people
who have financially supported publications
by working class and poor people, to name
a few. To become allies, people need to over-
come their fears of rejection by members of
their own group and their learned power-
lessness in their excluded identities.

Changing from Victim to
Empowered

In our excluded identities such as women,
differently abled, African American, Asian,
Latino(a), Native American, native speakers
of other languages, poor, or working class,
we assumed roles of inferiority. The degree
to which we assumed inferior roles depends
on our individual experiences. For example,

aworking class, Italian woman might find it
difficult to sort out which identity assumed
the messages of inferiority. She could have
internalized stereotypes about all her groups
and the ability of people in them to think
well and to take on positions of leadership.

When people act on their internalized
oppression and believe they are not capable
of achieving certain goals, they are choosing
to act as victims instead of empowered. This
journey from the role of victim to empow-
ered is a long process, just as is the journey
from agent to ally. It requires knowing our
true nature outside the societal limitations
placed on us. Much of our behaviors that
limit our aspirations and the aspirations of
other members of our group are victim be-
haviors often born out of our need to sur-
vive.

Teaching each other to stay in our “places”
and be submissive has been necessary for
many groups to protect themselves from bat-
tering or lynching. As empowered people,
we see the difference between learned sur-
vival behaviors and behaviors that help us
to thrive and grow. Being powerful in this
way does not mean having power over oth-
ers; although, because of its newness, this
power may appear threatening to members
of dominant groups who are acting as agents
and who expect victim behaviors such as sub-
mission, passivity, and aggression.

An example from a Puerto Rican woman
illustrates this journey. As a young girl she
internalized symbols of beauty from the
dominant culture: hairless women with small
features and light skin, hair, and eyes. She
felt invisible in the mainstream view of beauty
with her hairy face and dark eyes and hair.
As a teenager, she withdrew and developed
behaviors that hid the hair on her face, ones
that reflected low self-esteem and helped her
assimilate. Through encounters in her twen-
ties with both Puerto Rican and white people
who challenged the negative notions she had
adopted and who reflected to her a broader
definition of beauty, she began to reclaim her
own personal regard. She became more con-
fident and readopted the symbols of her cul-
ture. She tells a heartfelt story about how at
this empowered stage she encountered a
white man who had been socialized to have
avery narrow definition of beauty. At a party
he explained that he was in an organization
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that raised money for people in need of help.
He offered to help her get money to have the
hair removed from her face so that she could
be beautiful. She hypothesizes that as a vic-
tim she might have slunk away with all the
restimulated hurt from earlier experiences,
or she might have released the stored anger
she felt from previous insults. Instead, she
thanked him for his offer and informed him
that she was already beautiful and didn’t need
help. He stood stunned at first and then re-
adjusted his lens to see her beauty.

Elements of Oppression

In our workshops on diversity and power
with a variety of groups, some universal ele-
ments of oppression have been identified.
Some of these are listed here:

People in dominant groups
e are given inaccurate information about
people in the excluded groups.
* discount people from excluded groups be-
cause of a lack of expectation and belief in
their abilities.
* can make change by working to eliminate
prejudice among people in their own group.
* can work more effectively on the oppres-
sions of others when working on understand-
ing our own oppression, i.e., as women,
young people, working class, etc.
¢ learn to mistreat others when young and
feel powerless to change the system; there-
fore, adultism is important in instilling all
other oppressions. (Adultism is the institu-
tional power used by adults over young
people, including anything from physical
abuse to ongoing systemic disrespect for
young people’s thinking.)
e can change the dominator system by
changing their agent role to an ally role.
People in excluded groups
* often take out their anger and powerless
feeling on each other, within their groups,
and between excluded groups.

o feel that the closer they become to the
dominant group, the safer they are.

¢ need to know how people in dominant
groups think and act in order to survive.

o are hurt by subtle, covert forms of preju-
dice such as invisibility and invalidation just
as they are by more overt behaviors.

* internalize misinformation about their own
group and can use it to oppress members of
the same group.

e can change the dominator system by
changing their victim role to an empowered
role.

Shared Power

The field of empowerment addresses not
only paths to reclaiming individual power,
but also ways institutions can empower all
people. One aspect of this work is aimed at
transforming our institutions into models for
shared power—moving from “power-over”
dominator models (aggressive) to “power-
with” partnership models (assertive) which
value individual and group differences, team-
work, and the development of all human
potential. Pathways to Diversity defines plu-
ralism as an organizational culture that in-
corporates mutual respect, acceptance, team-
work, and productivity among people who
are diverse in human differences. This vision
challenges us to build interpersonal relation-
ships and institutions that are not structured
on domination and subordination.

Sonia Nieto, a leader in the multicultural
education field, suggests that it is time to go
beyond tolerance and embrace acceptance,
respect differences, and move toward genu-
ine solidarity—which would lead to con-
structive conflict and critique of all our cul-
tures. Elimination of destructive conflict
among groups will allow the talents, creativ-
ity, and power of each individual to be real-
ized, ultimately strengthening all of society.
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Dimensions of Diversity

Disability

National

Gender Origin

|| Secondary Primary

Every person 18 1n many
respects...

...like other people,
...like some other people,

...like no other people.

Source: Kluckhahn & Murry,

(1948), Personality in Nature, Cuifure
and Sociely.
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DOMINATOR MODEL

Worksheet

Dominator Model
Power Over

Roles

Dominant
Agent " Ally

Excluded
Victim " Empowered

Identify your primary excluded identity:

Identify your primary dominant identity:

Source: Cornell Migrant Program
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KEY CONCEPTS AND BEHAVIOR PATTERNS IN
DOMINANT & SUBORDINATED GROUPS*

DOMINANT GROUP MEMBERS

¢ See themselves as individuals

See their behavior as normal

* See subordinated groups as
substandard

* See subordinated members as a
part of a group or carries negative
judgements about them
(Projection)

* See own group as superior or sees
a “good one” as an exception to
the subordinated group’s norm

* See incidents of disctimination as
individual actions of other people
that have nothing to do with them
(Splitting)

* Subtly require other dominant
members not to get too close to
subordinated members
(Discretionary Power)

* Encourages subordinates to
develop behaviors pleasing to
dominants

* Focuses on one’s intent rather
than outcome

SUBORDINATED GROUP
MEMBERS

Are aware of their “groupness”

See themselves as “outsidet” or
different from norm

Internalize dominant group’s belief of
their lack of worth (Internalized
Oppression)

Often know more about the
dominant group’s than about self
(Survival)

Sometimes imitate dominant
members and/or act destructively
toward other subordinated group
members

See patterns of behavior quickly
because repeated treatment happens
over and over again (Collective
Impaci)

Do not give direct and honest
reaction to negative treatment,
reactions are often expressed in
indirect or covert ways (Collusion)

Develop characteristics in an effort to
please dominant group members

Focuses on the outcome of
behaviors

*These behaviors are linked...once evoked, Power is the issue.

Source: Elsie Y Cross Associates, Inc. Collective work of many, 1998
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DYNAMICS OF THE DOMINATOR MODEL

vV V VvV VY V

The Dominator Model dynamics have shaped every institution of our society.
Institutions ask us as individuals to play the role of "agents” and "victims" of oppression.

We are affected personally, institutionally and within the society. It confuses, isolates and
divides us.

Adultism is a key oppression because it is through being hurt as children that we learn to
oppress others.

To be an oppressor we need to have first experienced being oppressed. Then given the
two choices, we are forced to pick the oppressor end of the oppression, because everyone
hates to be the victim.

We are taught to continually measure ourselves against others to determine our self-
worth.

Each oppression has features in common with all other oppressions (i.e. lack of respect).
Each oppression is also unique and needs to be understood in its uniqueness.

We are all on both sides of this chart - oppressor and oppressed.

We are experts about how this works - we all know it and we are taught not to see it.

People in excluded groups often take out their anger on each other, within their groups
and between excluded groups -horizontal oppression.

For survival people in excluded group learn to operate in the culture of the dominant
group; people in dominant groups are often given inaccurate information about people in
the excluded groups.

One of the outcomes of oppression is mistrust and an inability to communicate with
people who are different than us.

The oppressed often take care of their oppressors by not showing their true feelings.

We are so accustomed to power-over, so seeped in its language and its implicit threats,
that we often become aware of its functioning only when we see its extreme
manifestations (i.e. mistreatment by police, migrant farmworker communities, domestic
violence victims etc.)

Prepared by: Kathy Castania and Betty Garcia Mathewson
Cornell Migrant Program, P.O. Box 181, Alton, NY 14413
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DYNAMICS OF THE PARTNERSHIP MODEL

YV VvV Vv ¥V Y V VYV VY V¥V

Initiate interactions which encourage and support the personal power of all people. On an
interpersonal level the dynamic is "power with."

Difference is neither judged nor measured but acknowledged and considered when
solving problems, creating programs, managing people, teaching students, etc.

Equivalent outcome is the goal, and different treatment based on individual and group
differences may be necessary (i.e. language difference, communication with parents,
literacy levels, building skills, etc.)

Individual and institutional power is assertive and empowered.
When problem solving only win-win thinking and strategies are employed.

Negotiating the common ground becomes the operating process for collective action.

Total society stresses opportunities for cooperation over competition.

Respect and dignity are key values.

Power is dependent on personal responsibility, and on our own creativity and daring.

Major time investment up front results in a quicker implementation process.
Consider different roles and responsibilities.

This requires dedication and commitment.

Prepared by: Kathy Castania and Betty Garcia Mathewson
Cornell Migrant Program, P.O. Box 181, Alton, NY 14413
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Hoopes Intercultural Learning Process

David S. Hoopes (1979) as adapted by John Leppo (1987)

.

Ethnocentrism

A human survival response that tells us our
own culture is best. Individuals at this
stage may exhibit intolerance and outright
hostility or aggression towards other
cultures. Individuals who do not move beyond
this stage tend to feel their culture is
superior and impose it on others. "isms"

TRANSITION STAGES

Awareness

__given people's ways of thinki

A first step out of Ethnocentrism, this
stage involves the acknowledgement that
other cultures exist and the awareness that
they have a culture. The individual at this
stage becomes aware that differences are
culturally based and that they are part of a

Understanding

ng & acting.
This stage involves the acquiring o

knowledge and information about other
cultures on a rational, cognitive level.
The individual begins to piece together the
"puzzle"” of the other culture from pieces of
information about values, customs, ete.
Occurs in a detached & separate way.

Acceptance/Respect

(tolerance)

Individuals at this stage accept the
validity of other cultures without
comparing or judging them against one's own
culture. A change in attitude of "It's (K
for them" occurs, a relativistic approach.
A "live and let live" attitude results and
the value of other cultures is for others,
not me.

TRANSITION STAGES

Appreciating/
Valuing

At this stage, one begins to understand that
cultures have strengths and weaknesses; such
an understanding leads to appreciation and
valuing of speciflic aspects of other
cultures. A change occurs from objectivity
to subjectively considering cultural aspects

Selective Adoption

adopts new attitudes and behaviors from
other cultures which are believed to be
useful and desirable to emulate. Aspects of
another culture which have value & worth for
me personally are integrated into my way of

H

Multiculturalism

thinking, feeling, or acting. .
An ideal state and an ongoing PROCESS where

a person is able to feel comfortable in and
communicate effectively with people from
many cultures and in many situations.
Identities, self concepts, outlooks, and
value formation transcends cultural consid-

in terms of one's own identity & values. .
The individual at this stage tries and

erations. Very open to new experiences.

es, David S. "Intercultural Conmunication Concepts and the f’sychology of Intercultural

Experience” in Multicultural Education: A Cross Cultural Trainin%approach.
9.

M.D. Pysch (ed.

ange park,

] ntercultura twork Inc.,
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Attitudes Towards Differences:

The Riddle Scale

Repulsion

People who are different are strange, sick, crazy,
and aversive. Anything which will change them to
be more normal or a part of the mainstream is
justifiable.

Pity

People who are different are somehow born that way
and that is pitiful. Being different is defin-
itely immature and less preferred. To help those
poor individuals, one should reinforce normal
behaviors.

Tolerance

Being different is just a phase of development
that people go through and most people "grow out
of .™ Thus they should be protected and tolerated
as one does a child who is still learning.

Acceptance

Implies that one needs to make accomodations for
another's differences and does not acknowledge
that another's identity may be of the same value
as their own.

Support

Works to safeguard the rights of those who are
different. Such people may be uncomfortable
themselves but they are aware of the climate and
the irrational unfairness in our society.

Admiration

Acknowledges that being different in our society
takes strength. Such people are willing to truly
look at themselves and work on their own personal
biases.

H H Values the diversity of the people and is
AppreCIatlon willing to confront insensitive attitudes.

Nurturance

Positive Levels of Attitudes| Negative Levels of Attitudes

Assumes the differences in people are indispensi-
ble in society. They view differences with
genuine affection and delight and are willing to
be advoeates of those differences.

ADAPTED from Dr. Dorothy Riddle's Seale of Homophobia for the following
session: "Appreciation of Differences,™ presented by J. Ann Hower (Michigan

State University), Marian Bankins (University of California at Santa Barbara),

and Sheari Crahen (California at Fresno). ACPA/NASPA Celebration, Chicago

1987,
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FIGURE 1

VISIONS, Inc.
Assumptions and Definitions

MULTICULTURAL PROCESS OF CHANGE

Process of Change
(at all levels)

Rejection of differences and a belief
in the supenonty of the dominant
group at the following levels:

Acceptance, appreciation, utilization
and celebraton of sirmlanties and
differences at these levels!

= Recognize
« Undarsland
= Appreciate

+ Personal

« Interpersonal

+ Persenal

« Instituti onal/Systemic Diferances + Interpersonal
+ Cultural « Instituti onal /Systemic
" Cultural
Monoculturalism (" Bmancipatory-Conscigtaness”) Pluralism
. Social/BEconomic Justice ;
{ “Meliing Fot”) ( “Salad Bowl/Frutt Salad”)

Assimitation Dxversity
Exclusion Inclusion

*Desgned by: Valede A, Batts, PhD ; John Cspitman, PhD ; and foycelyn Lendrum-Brown, PhD.  @1991 VISIONS, Ine.

Several social activists in recent history have described how this multicultural reconciliation process plays
out in oppressed/oppressor contexts. Diane J. Goodman in, Promoting Diversity and Social Justice: Educating
People from Privileged Groups refers to the dynamic as the “intertwined fate of the oppressor and the oppressed.”"
She quotes from the work and experience of several critical leaders in this field:

According to Paulo Freire (1970), humanization is the vocation of human beings: ‘As oppressors dehumanize
others and violate their (the oppressed’s) rights, they themselves also become dehumanized.” Freire further
states, ‘Dehumanization, which marks not only those whose humanity has been stolen, but also (though in a
different way) those who have stolen it, is a distortion of becoming more fully human.”*

Nelson Mandela, in his book, Long Walk to Freedom, adds:

I knew as well as I knew anything that the oppressor must be liberated just as surely as the oppressed. A man
who takes away another man’s freedom is a prisoner of hatred, locked behind the bars of prejudice and narrow-
mindedness. I am not truly free if I am taking a way someone else’s freedom, just as surely as I am not free
when my freedom is taken away from me. The oppressed and the oppressor alike are robbed of their humanity.’
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THE MASK
By: Maya Angelou

We wear the mask that grins and lies,

It shades our cheeks and hides our eyes-
This debt we pay to human guile;

With torn and bleeding hearts we smile
And mouth with myriad subtleties.

Why should the world be over-wise,
In counting all our tears and sighs?
Nay, let them only see us while

We wear the mask.

We smile, but oh my God, our cries
To Thee from tortured souls arise.
We sing, but oh the clay is vile
Beneath our feet, and long the mile;
But let the world think otherwise,
We wear the mask!

When | think about myself

I almost laugh myself to death.

My life has been one great big joke

A dance that’s walked, a song was spoke.
I laugh so hard I almost choke

When | think about myself.

Seventy years in these folks” world
The child I works for calls me “girl.”
I say, “Yes ma’am,” for workin’ sake

I’m too proud to bend and too poor to break.

So I laugh until my stomach ache
When | think about myself.

My folks can make me split my side

I laugh so hard I nearly died

That tales they tell sound just like lyin’
They grow the fruit but eat the rind.

I laugh and then I start to cryin’

When | think about myself

And my folks and the little children.

My fathers sit on benches

Their flesh count every plank.
The slants leave dents of darkness
Deep in their withered flank.

And they nod like broken candles

All waxed and burnt profound.

They say, “But sugar, it was our submission
That made your world go ‘round.”

There in those pleated faces

| see the auction block.

The chains and slaveries’ coffles,
The whip and lash and stock.

My fathers speak in voices

That shred my fat and sound

They say, “But sugar, it was our submission
And that made your world go ‘round.”

The laugh to shield their crying,
They shuffled through their dreams.
They step and fetch their country
And wrote the blues and screams.

| understand their meaning

It could and did derive,

From living on the ledge of death
They kept my race alive.

By wearing the mask.
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TAKING RESPONSIBILITY for
OURSELVES and for CHANGE in
the SYSTEM

e Becoming more aware of our roles

in the perpetuation of oppression

e Taking stands in our lives:
personal, interpersonal (group), in
organization / institution structures

e Unlearning misinformation

e Learning correct information

e Consciously working toward
change

¢
ne Wy %

BORNINTO

e relative status

e group Membership
within dominant &
subcultures

e history

MAINTAINING THE STATUS
QUO

Protecting & justifying privileges
Justifying inequities & unjust
treatments

Doesn’'t make waves; be
thankful for what one has

Not questioning structures,
norms, messages, ideologies,
etc.
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TAUGHT

e interpretations of
history

e explanations for
injustices

e misinformation
e myths & stereotypes
e norms

BY SIGNIFICANT
PEOPLE IN OUR LIVES

e parents

e teachers

e brothers, sisters,
. relatives
===~ role models

e political leaders

e religious authorities

e reinforced by peers

REINFORCED &
SANCTIONED BY:

e culture, traditions,
family

Institutions — media,
legal system,
government, education,

PEOPLE ACT OUT
PRESCRIBED ROLES

ROLE OF THE OPPRESSED

working class & poor, differently abled, etc.)

behaviors, violence, intra-group hostility, etc.)

» Externalized Oppression — subordination, exploitation, &/or mistreatment of a
person by an attitude, action or institutional structure because of her/his membership
in a ‘target’ group (women, blacks, asians, latinos/as, native people, GLBT, children,

* Internalized Oppression — inaccurate. hurtful info we receive from others about
ourselves (our group), which we take responsibility for (internalize, e.g. we assume it
to be true against our better judgment). This affects our attitudes & feelings about
ourselves & other groups, as well as our behaviors (e.g. dominant/submissive

health care, banks,

economy, language,
religious institutions,
etc.

ROLE OF THE OPPRESSOR

Belief about our superiority to members of ‘target’
groups guaranteeing privilege & creating a pain of
separation from others and our own humanity. Beliefs
are maintained despite daily painful realities because of
their foundation on a distorted view of history, & blatant
(teachings, taboos, etc.) and subtle forms of
conditioning (e.g. a look, a joke, a shocked voice, long
silences, a raised eyebrow, etc.).
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Reflections on Oppression,
Its Cause and Its Cure

by
Juan C. Moreno
Student Diversity Institute
University of Minnesota

"There are thousands hacking at the branches of evil to one who is striking af the rools.” - Thoreau

Among the many evils which confront humanity, oppression clearly holds a privileged
position. Our desire and capacity to inflict physical, psychological or spiritual pain on others
has to be recognized as a fundamental flaw in human nature. We must find, therefore, new
strategies to help alleviate a human condition which has been allowed to persist largely
unchallenged--due in no small measure to the fact that historically we have been treating the
symptoms and not the cause of this grave character disorder.

Oppression, as defined here, embodies what appears Lo be an inherent human need to
subjugate others in order to affirm our own place in the cosmos. Itis asif, in order to build our
personal or institutional sense of self-worth, we need to maintain ourselves in a superior
position with respect to others.

Among the many manifestations of oppression are the well known "isms" which are at
the forefront of human conflict, namely: racism, sexism, ageism, ableism, heterosexism,

classism, etc. and other, lesser known relatives, such as: beauty, marital status, intelligence,
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body weight, level of education, etc.

No matter what form oppression ultimately takes, the end result is always the same--
dehumanization.

One of the most exciting new developments in the struggle against oppression is
embedded in the concept of Multiculturalism. Multiculturalism is defined as the celebration
and nurturance of differences. Multiculturalism assumes that difference or diversity is to be
advocated and relished, that differences in people are to be viewed as indispensable 1o every
society. But, Multiculturalism does not come naturally, unfortunately, ethnocentrism--the
tendency to view difference with fear, repulsion, or pity--seems Lo be a more typical human
tendency.

In a country as heterogeneous as the United States, the concept of Multiculturalism
takes on a further dimension of urgency as we approach the 2lst century. Given the
predictable pressure of ethnic demographic change and the increasing global character of all
enterprises, it is essential that we develop educational paradigms that will help prepare our
populatioﬁ for the cross-cultural challenges that we will inevitably face, both domestically and
internationally.

Since one of the loftiest purposes of the university in the "civilized" world is to create a
home which challenges, inspires, liberates, and ultimately transforms the hearts, minds and
actions of individuals from the prejudices which obscure the search for truth, it is appropriate

that the university should be the place where Multiculturalism is allowed to flourish.
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This, however, has not always been the case, considering that many students enter the
university but, unfortunately, that which is truly "universal" about the "university" never seems
to enter in them.

One model used experimentally within the Student Diversity Institute at the University
of Minnesota, may shed somelight on the future role of Multiculturalism in Higher Education.
The philosophy behind this model has been deeply rooted in some basic, tried and time-tested
principles and practices which can best be described as follows:

I Human beings must come to a deeper realization that all of us,

without exception, are active participants in the dynamics of
oppression both as victims and as villains. An awareness of how
a given society assigns privilege or prejudice to various forms of
human difference and experience will, in all likelihood, foster a
greater appreciation for the various roleswe play individually and
collectively in the maintenance of oppression. Furthermore, this
_process may also permit us to see ourselves as contributing to the
solution or to the problem by revealing to us how the things we
do and fail to do either destroy or maintain the systems that
perpetuate human oppression and prevent us from embracing all
of humanity. (W e have drawn here from the writings of Nancy

Schlossberg and others on Mattering and Marginality.)
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The vast majority of the population of the United States has
undergone a generational loss of culture caused primarily by a
historical national tendency toward assimilation. It is therefore
vitally important, for most of us, to finally come to terms with
that gradual but significant loss in our lives--namely the loss of
previous cuitural roots, languages and traditions. Only then, will
we be able to fully acknowledge, appreciate and celebrate the
cultural traditions of others. (We are indebted here to the work

of Kubler-Ross and others on death and dying.)

The United States, as a nation, possesses a unique culture which
clearly sets it apart within the neighborhood of nations. The
discovery of a common set of values shared by the majority of our
population, can reveal to us the very essence of what makes us
distinctively American. Integral to this discovery are elements of
a rich variety of subcultures which make up the mosaic called
American society. (We are indebted here to the literature on

cross-cultural communication and anthropology.)

Given the nature and complexity of cultures and subcultures in
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our society and in our world, it would be impossible for any of us
ever to be able to transcend the limitations of our own culture and
truly understand others were it not for the intuitive dimension of
our being which permits us, in reality, to "see" the "unseen". Itis
therefore imperative that, in the development of universal
communicators, we devote time to the discovery of right-brain
function and holistic decision-making. We must be prepared not
only to transcend the geographic boundaries of hemispheres, but
also the hemispheric boundaries of our own mind. (The work of
William Howell has been particularly valuable in our

conceptualization of this area.)

Finally, human oppression cannot be alleviated simply by
providing individuals with the opportunity to attend a series of
events, anymore than addictions can be healed merely by showing
a movie. Unlearning oppression, in its most basic elements of
thoughts, feelings and actions, is a personal journey and a
developmental process which should accompany us for a lifetime.
In this regard, we have adopted dimensions of the "Twelve-step

method" developed to deal with addictions.

53



In conclusion, it is our conviction that individuals who are willing to embark on the
lifelong journey toward Multiculturalism are better able to shed behaviors that fuel oppression
by moving away from ethnocentrism and toward universality. Ultimately, it may also offer us
the opportunity to be transformed into culturally literate persons who can function effectively

in the "world house".
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" Victims of Prejudice '

-Homosexuals

NOTE: Permission is granted by the copyright holder to make photocopies of this kit item for its intended use only.
Item 22: Victims of Prejudice Worksheet. For use August 17. Life and Work Directions: Resource Kit, Copyright 1997.
The Sunday School Board of the Southern Baptist Convention. All rights reserved.
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Behaviors of Prejudiced vs. Non-prejudiced People

Exclusion Behaviors- behaviors typically used by prejudiced people to exclude
people who are different culturally, physically and socially.

A. Withdrawing- the simple but sometimes subtle act of putting physical distance
between oneself and the person or persons toward whom one feels negatively.

B. Criticizing- expressing displeasure toward another person or group by verbally
attacking the source of displeasure.

C. Ignoring- a behaviorial act where one does not extend the courtesy of
recognizing the presence of another person or group.

D. Rejecting- the act of expressing disapproval of a person or group. Ideas, beliefs,
and everything the group symbolizes are rejected. This can be accomplished with
a frown, a glare, or an expression of judgment.

E. Withholding- a subtle type of rejection and exclusion behavior. It may manifest
itself in the form of withholding rights, privileges, opportunity, praise, and
maybe even love.

Inclusion Behaviors- behaviors typically used by people who are open to people who
have physical, cultural, social, and religious different from their own.

A. Identifying- behavior in which a person finds common experiences with another
person regardless of ethnic differences. Identifying is essentially selecting and
emphasizing what we have in common with another person.

B. Approving- behavior in which a person actively seeks out ways to give approval
by searching for bits of behavior or personal characteristics he/she likes about
someone else.

C. Listening- activity in which a person clearly shows concern and interest by
actively paying attention to what another person is saying.

D. Accepting- the expression of a non-judging behavior using words and actions.
E. Sharing- a social, psychological, and/or physical experience that brings people

closer together. The sharing process may involve one’s lunch, one’s ideas, one’s
time, or one’s feelings.
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Mattering and Marginality

Think of an experience with an individual or group in which you really mattered.
What were some of the cues that you received that made you aware of your
importance or worth? What messages did you get? What feelings did you have?

o Situation / Event:
« Cues and messages you received:

« Feelings you had:

Think of an experience with an individual or group in which you didn't matter or
were marginal. What were some of the cues that you received that made you aware
that you did not matter? What messages did you get? What feelings did you have?

« Situation / Event:
» Cues and messages you received:

« Feelings you had:
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Recognizing Negative Gender Stereotypes

At one time, it was thought that women were too emotionally fragile
to work in the business community. Old attitudes die hard. Most of
us, male and female, carry around a few unconscious negative
stereotypes. Which ones have you experienced?

NECGATIVE STEREOTYPES ABOUT WOMEN

i ]

NEGATIVE STEREOTYPES ABOUT MEN

Women fall apart easily.

Men are cold and insensitive.

Women are thin-skinned and
can't take criticism.

Men are tough enough to stand up
to criticism.

women are more interested
in their families than their jobs.

Men are only interested in sex.

Women will eventually quit their
jobs to take care of their families.

Men are more loyal to their companies.

Women are easily swayed.

Men make more rational decisions.

Women's mood swings interfere
with their ability to perform.

Men are rarely moody and even if they
are, it doesn't interfere with their
performance.

women get what they want by flirting.

Men are better negotiators.

Look around. For every person who fits a negative stereotype there’s
another one who's just the opposite. The first step to overcoming
prejudice is to recognize it, both in yourself and in others.

Distniouted unaer icense. S Pariay ‘aternangnal 1420024 m
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The Diversity Experience Workshops
Identifying Biases

Some examples of Cultural Biases

Please place an X in the box next to a bias you have been exposed to in your home, work or social life.

Positive Biases

Negative Biases

Guerilla Biases

Russians are good
chess players

Southerners are slow,
dumb, lazy

Jews are wealthy

Black are natural
athletes

Arabs are terrorist

Indians live on
reservations

Men are natural

Women cannot handle

Latinos are hot

leaders jobs requiring tempered

strength
Women prefer men Germans are Women go to pieces in
who take charge militaristic a crisis

Blacks have a natural
sense of rhythm

Southerners are bigots
and rednecks

Children should be
seen not heard

Blacks like
watermelons

Women love to gossip

Gentlemen prefer
blondes

Asians cannot be
trusted

Frenchmen are good
lovers

Blacks would rather
live in their own part
of town

All Blacks like fried
chicken

Girls are not good at
math

Girls are better Boys don’t cry
readers than boys

Boys are better at Boys don‘t play with
math than girls dolls

Girls don’t take
mechanics or technical
training

Boys don‘t learn
housekeeping or
cooking

Girls

A women can never be

president of the U.S.
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SOME EXAMPLES OF CULTURAL BIASES

Russians are good chess players

Southerners are slow, dumb, and lazy

Jews are wealthy

Arabs are terrorists

Indians live on reservations

Blacks are natural athletes

Women cannot handle jobs requiring strength
Men are natural leaders

Latinos are hot tempered

Women prefer men who take charge

Blacks have a natural sense of rhythm and like watermelons
Germans are militaristic

Gentlemen prefer blondes

Southerners are bigots and rednecks

Nomen love to gossip

Frenchmen are good lovers

Asians cannot be trusted

Women go to pieces in a crisis

Blacks would rather live in their own part of town
Girls are not good in math _

Boys don't play with dolls and don't cry

Girls don't take shop

Boys don't take Home Economics

Girls do not fight and climb trees

It is not good for girls to play with trucks
Girls are better readers than boys

Boys are better at math than girls

A girl can never be president of the U.S.
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Factors Which Influence Participation And Non-
Participation Of Ethnic Minority Youth In Ohio 4-H
Programs

Jamie Cano, Assistant Professor

Joanne Bankston, Graduate Associate
The Ohio State University

The 4-H program has been one of the largest educational efforts in the United States.
Sponsored by the Cooperative Extension Service through the United States Department of
Agriculture, 4-H emphasizes youth development and leadership skills through educational
projects and activities. Since program efforts are directed toward youth, it seems that al
youth should be served. A closer look at the numbers of ethnic minority youth served by
4-H makes it uncertain whether or not efforts and strategies have been utilized to make 4-H
programs accessible to all populations.

Problems related to serving minority youth were addressed in an Evaluation of
Economic and Socid Consequences of Cooperative Extension Programs published by the
United States Department of Agriculture (USDA) (1980). USDA found “the definition of
the target population as ‘al youth ages 9 to 19' ignores the differential effects of 4-H
educational treatments’ (p. 125). USDA also asserted that since 4-H had not learned how
to relate the most effective dimensions of the 4-H experience to the needs of minorities
and the disadvantaged, an unconscious ingtitutional, economic and racia discrimination
pattern had developed.

Reaching and serving minority populations will require greater consideration in the
future. Emerging demographic trends impact the Cooperative Extension Service and its 4-
H component. The organization will face the challenge of becoming responsive to an
increasing ethnically diverse population. The Task Force on Diversity sponsored by the
Extension Committee on Organization and Policy (ECOP) recognized that “the ability of
the Cooperative Extension Service to play a pivota role in meeting educational needs in
the future is dependent upon its ability to expand its programs to access both diverse and
traditional audiences, and its capacity to reflect diversity at all levels of the system
(ECOP, 1990, p.1)."

The increasing number of ethnic minority youth provide a significant pool of
potential members for inclusion in Ohio 4-H programs. Minority youth comprise
approximately one-third of the youth in America. The number of minority youth has
increased at a faster rate than nonminority youth. In 1987, 17.8% of youth in American
ages 5 to 17 were white, while 23.6 were African American (United States Buresu of
Census, 1989).

Ohio 4-H served over 151,00 youth during 1988 (Ohio Cooperative Extension
Service, 1989). Of this total, approximately 12 percent were African American (60
percent of which were located in two Ohio counties), .05 percent were Native Americans,
50 percent were Hispanic American, and .40 percent were Asian Americans (Ohio
Cooperative Extension Service, 1989). The demographic data for Ohio indicates that the
population is approximately 12 percent African American (18% in the two counties
previoudy referred to as serving 60% of the African American 4-H youth), .50 percent
Native American, 1.5 percent Hispanic American, and 2.3 percent Asian American (United
States Bureau of Census, 1989). Although the evidence clearly indicates that Ohio 4-H is
attempting to serve ethnic minority youth, there is also evidence that Ohio 4-H is not
serving these youth proportionately throughout the state.
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Purpose and Objectives
The purpose of this study was to explore factors associated with participation and
nonparticipation of ethnic minority youth in the Ohio 4-H program. The study also

sought to identify the perception of minority parents regarding their childrens’
participation and nonparticipation in Ohio 4-H.

The specific objectives of the study were to:

Determine those factors which were perceived by ethnic minority youth as
positive influences for participating in Ohio 4-H programs.

Determine those factors which were perceived by ethnic minority youth as
barriers to participation in Ohio 4-H programs.

Determine those factors which were perceived by the parents of
ethnic minority youth as positive influences for their childrens’ participation in
Ohio 4-H programs.

Determine those factors which were perceived by the parents of ethnic minority
youth as barriers to their childrens’ participation in Ohio 4-H programs.

Procedures

Pouulation and Sample

The population for this study consisted of ethnic minority youth and the parents of
the ethnic minority youth in ten purposefully selected counties. The counties selected
were those in each of the five Ohio Extension districts which had the highest percentage
of ethnic minority youth served and the lowest percentage of ethnic minority youth
served. Data from 1988 Extension 4-H enrollment figures (Ohio Cooperative Extension
Service, 1989) were utilized to select counties. The following counties (cities) were
selected:  Hamilton (Cincinnati), Clermont (Batavia), Scioto (Portsmouth), Highland
(Hillsboro), Muskingum (Zanesville), Coshocton (Coshocton), Lucas (Toledo), Hancock
(Findley), Cuyahoga (Cleveland) and Geauga (Burton).

Two of the selected counties (Clermont and Geauga) were unable to participate because
there were no minority youth enrolled in the program at the time the data were collected.
Parents and youth in eight counties were interviewed. Youth involved in this study (n =
59) were current and former members of the Ohio 4-H program. Parents of ethnic minority
enrollees and former enrollees (members of an Ohio 4-H program) made up the parent
population (n = 44). The population of ethnic minority youth and parents in each of the
eight participating counties were contacted through lists produced by the respective
county extension agents.

Instrumentation

Focus group interviews were conducted in the eight Ohio counties between February
and May,1990. Questions were developed for interviewing youth and parents. The
guestioning route for both youth and parents focused on influences and barriers to
participation involving minority youth in the 4-H program. The questions were reviewed
by a panel of experts consisting of teacher educators, state level extension personnel,
county extension personnel, and minority leaders to determine appropriate content,
structure, and face validity.
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Data_Collection

The researchers traveled to selected counties to conduct focus group interviews in
locations designated by county 4-H agents. Youth and parents had been notified of the
meeting through a persona letter and a persona phone cal. All parent interviews were
conducted by one of the researchers while another researcher interviewed all youth.

Analysis of Data

Focus group interviews were audio taped for the purpose of anaysis. The data were
transcribed and summarized based on the interview questions.

Results

Focus group sessions were conducted in eight Ohio counties which included both
urban and rural areas. While the magjority of the youth and parents at most locations were
African American, other ethnic minorities were represented including Hispanic Americans,
Phillipino Americans and Asian Americans. Both male and female youth participated in
the sessions. The majority of adult participants were female, however, severa males
participated in some sessions.

A summary of focus group findings indicated several themes, issues and
commonalities repeatedly discussed by both youth and parents at many of the sessions.
The interview questions focused on the following issues; knowledge and perception of the
4-H program; factors that influenced youth to join; factors that encourage youth to remain
in the program; projects and events that youth enjoy most; factors that youth and parents
particularly dislike; instances of discrimination; and suggestions for advertising 4-H.

Youth Findings

In general, minority youth found 4-H to provide a positive experience. The youth
indicated that many of the 4-H activities were meaningful and educational. The awards and
recognition program helped to build self-confidence while making youth feel good about
themselves. At the same time, projects provided an opportunity for youth to utilize their
time constructively which kept them off the street. Youth responses to questions
regarding the program included: “Well, | remember joining 4-H because | liked the things
that they would do to help the community.” “I think that 4-H not only helps you while
you are in school, but later on in life” “I think 4-H offers a place for you to learn and do
better in education.” “I think 4-H gives you confidence and makes you feel good about
yourself.” “It keeps us off of the streets.”

Youth reported that they were most often influenced to join through a parent; a
relative who served as an agent, assistant, or leader; or a friend. ‘The thing that influenced

me to join is my mother. She got a 4-H group started.” “I got involved because of my
Grandma” “We learned about it because my Aunt is a 4-H person.” “The firg time |
learned about 4-H was when my friend invited me to a meeting to see if | liked it.” “1 got

started by my Auntie Carla. She's the 4-H agent.” Moreover they remained in the 4-H
program because they enjoyed the projects, activities, and events. Some youth found 4-H
to be a place to learn new things, have fun, and at the same time develop leadership skills.
Others enjoyed camps, events, and the trips. And one Hispanic young man stated that he
wanted to “Prove that a minority could excel in 4-H.” When asked what is the number one
reason why you stay in 4-H. youth responded: “The achievements.” “The projects and
activities” “Making new friends." “The thing | like about 4-H is the trips and when you
go on trips you can learn about things you haven't learned before.” “One thing that 4-H
has offered me is leadership skills.”
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Projects and events most frequently discussed were food projects, sewing and style
review, arts and crafts, 4-H speaking contests and demonstrations, and 4-H camp. Youth
in one urban area were unusually interested in the speaking contests and demonstrations
because of the leadership skills and self-confidence promoted by the events. “There are
quite a few things | like about 4-H. One is 4-H camp and 4-H camp weekend.” ‘This year |
participated in clothing, speech, and cooking.” “I like the arts and crafts.” “The other
reason besides the speaking skills, it is also a lot more than that when you get into a
contest and you win and you get a ribbon or you just get recognized for what you do.”
Urban youth also expressed a desire to learn more about farming and farm animals which
are inaccessible to them. “I have seen two farms since then and that was a big learning
experience for us. In one 4-H project, we made a miniature farm and several of the kids
studied up on it and that was a good learning experience.” While a number of projects and
events were discussed, it was evident that minority youth were unaware of all the
opportunities available through the 4-H program -- dimensions of the program offering
competition for national and international trips and awards.

Youth perceived several factors as barriers to participation. Occasional conflict with
other activities was a problem cited. A general concern was noted regarding the inequity
of judging activities exhibited through criteria and treatment during events. Urban youth
were unable to participate in some activities that required farm animals unavailable to
them because of residence. Yet, these activities were perceived as priority activities in
judging events by minority youth. One young lady stated: “Another thing is a lot of
minorities live in cities and a large part of 4-H are animal projects and things like that,
and 4-H doesn’t take into consideration that we don’t have the farmland and the animals
and the materials that we need to raise animals. We may enter into an event and get blown
out by other 4-H clubs who have animals and farms and things like that.” Some minority
youth expressed feelings of isolation experienced at the state fair and other events. They
explained that very few minority youth were present at some events and they had limited
interaction with whites. “There are not a lot of minority groups. So a lot of times a
member will enter into a certain project or event and be the only minority and feel
uncomfortable.”

Youth felt that more extensive, targeted efforts to advertise 4-H would make more
minority kids aware of 4-H. One young man suggested advertising 4-H in conjunction
with activities involving music and concerts. “Music is a big thing. If you could get
someone to come to some kind of music concert that involved 4-H and stuff, and display
things that 4-H’ers have done and share with others how much fun and what you could
learn, | mean you could probably get more people involved.” Other suggestions included
holding meetings in neighborhoods where minority youth live, displaying projects that
4-H’ers have made and displaying posters advertising 4-H in schools and community
centers. “Make posters and have more meetings close to where black people live -- like
this center right here. Hang them up and have meetings here and learn about it”

Adult Findings

Parents expressed strong interest in the educational opportunities and activities
provided through the 4-H program. Parents were pleased with the leadership skills
developed by their children through 4-H. In addition, parents perceived that 4-H activities
helped their children to develop a sense of responsibility and self-worth while offering
opportunities for youth to interact with people of other cultures. Overall, 4-H was viewed
as an organization that provided beneficial educational activities that encouraged youth
development while assisting them in making constructive use of their time. As a result, 4-
H kept youth off the streets and out of trouble. Parents repeatedly expressed benefits
derived from the 4-H program. “I think probably the most important thing for me when
my Kids started was the fact that it was to learn responsibility and to carry through with
something once it was started.”  “What | though that they could get out of it was the
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speaking skills, and to be able to write.” “It gives children a feeling of self-worth. It
keeps a lot of kids out of trouble..™ "My daughter is a result of 4-H. She used to be very

shy”  “I knew 4-H had quite a few leadership programs. With leadership comes
responsibility.”

Prior to being approached by an agent or leader, most minority parents had limited
knowledge of the 4-H program. Many parents viewed the program as something for rural
white kids that involved farm animals. “I first heard about 4-H when | was in high school.
They had a Future Farmer Association. What | understood at that point twenty years ago,
was that 4-H was for kids who lived in the country, because they raised pigs and rabbits
and things like that" “I have known about 4-H for a long time and | grew up on a farm. At
that time, all the 4-H | was involved with had to do with farm animals and if you didn’t
have livestock, you didn’t belong. We didn’t have livestock, so | didn’t belong.” “The
first time I ever heard about 4-H was in high school, but it never applied to us. It was a
white organization so we never thought much about it”

While some parents had heard of the 4-H organization while growing up, most
became involved in the program through personal contact. “I heard about it through one
of the members at church, Jean. She asked me if | would be a 4-H leader, and | was scared to
death. And after she explained some of the things to me, it's been a lot of fun. I've been in
it for 10 years.” “I first heard of it from one of my neighbors. Eventually | got involved
in a community service club working with the children and that gave me the opportunity
to get into 4-H with one of the agents here. Carla gave me an overview of what 4-H was
about and our primary objective.”

Lack of advertising was cited as a barrier to participation. Furthermore, the parents
concluded that the advertisements depicting 4-H programs did not generally include
minority youth, nor were they written so that urban parents could understand program
offerings.  “I think most blacks just don’t know about 4-H. There is a lack of
advertisement”  “As far as the publicity, | see the commercial on TV. When you see it it's
the white kids you see in a commercial. They are on animals and black kids feel it has to
do with farming, and no one is going to try for animals.” “Public or community center
workshops is another way to promote, and the material you use should be comics. It
should not be complex, that way you can get the kids and the parents.”

Parents suggested several methods of advertising 4-H to other minority parents and
youth to increase participation. Suggested methods included; having speakers explain 4-
H in minority churches; having public or community center workshops for youth and
parents in areas where minorities live; advertising on public broadcasting TV stations;
advertising on minority radio stations (there are several in Ohio) or on white radio
stations that minorities most frequently listen to; promoting 4-H in black newspapers
through articles and photos of minority youth participating in events; and having mall
shows and booths that demonstrate 4-H activities and events. ‘The churches are one way.
The community leaders there and the ministry are ways to reach minorities.” “Most
minorities go to church. Have a speaker to make the different churches and explain 4-H.”
“For minorities, use Black newspapers. Then you would want to touch on Hispanics --
maybe radio stations -- Black, and Hispanic radio stations, etc.” “Even the radio stations
can promote it, not just the Black stations, but white radio stations can promote it also.
Blacks listen to white radio stations too.” “I don’t know how much free advertising you
could get out of it, but if you had something like they do in the malls where each group
could have a booth on public speaking or whatever.”

Another significant barrier to participation cited by parents was the lack of minority
adult role models involved in 4-H (agents, assistants and leaders). These role models
helped to involve parents and youth in the program. Following involvement, once
parents learned about all of the opportunities provided by 4-H, many were disappointed
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that they themselves were unable to participate as youth. “If you really want to know how
to get minorities, then you have minorities for yourself to get in these communities and
get these children.” “I think | would like to see more black involvement. Carla is the
only person we have. She's really been involved with 4-H and she has been very helpful.
In fact, if it wouldn’t have been for Carla, we probably wouldn't have got involved.”

Finally, parents cited that participation was further limited by an inability to get
enough parents interested and involved. There was a critica concern regarding 4-H
enrollees lack of funds for supporting projects and events. This economic factor
prohibited full participation. “The only thing | can think of is the lack of participation
from the parents. | found that to be involved in everything, not just 4-H.” “Some kinds
parents in the urban area don’'t have the money to buy material.” “We are working with a
set income for minorities. One year Carla was promoting camp for 4-H which was not bad,
just that the set income the people are on. it's impossible to send their kids to camp.”

Parents also reported discrepancies in judging at events. Parents at several focus
group sessions discussed inconsistencies in judging at the state fair; inequitable treatment
by other parents and leaders at the state fair; and lack of interaction between minorities
and whites at events. “I've never seen a black kid win at the state fair.” “I will take my
daughter there and help her get what she wants, but | won't be involved that much
anymore, because of some of the inconsistencies in judging and the way people handle
things during the fair” “We took some children to the state fair last year for
demonstrations, and they were told by a lady in another 4-H group that they weren't going
to win before they did the demonstrations.”

Conclusions, Implications and Recommendations

Baaed on themes and commonalities reported in the study, ethnic minority youth and
parents found several positive influences for participation. The experiences, activities
and opportunities for youth development were cited as positive influences for
participation. The Cooperative Extension Service should continue to emphasize the
aspects of youth development in its effort to recruit and retain minority youth.

Youth and parents cited the lack of role models as a barrier to participation. The
presence of minority agents, assistants, and leaders served as a catalyst for getting youth
involved and retaining them in the program. The Cooperative Extension Service should
make a conscious effort to recruit minority agents and leaders in an effort to fulfill a void
of necessary minority role models for minority youth. The recruitment of minority agents
and leaders is especialy critical in urban areas where a higher percentage of minority
children reside.

Since many minority parents and youth were unaware of the 4-H program, increased
advertising through nontraditional methods would assist in better recruitment efforts.
Advertising on minority radio stations, in minority newspapers, and perhaps through
minority churches would make more youth and parents aware of the program. Advertising
should adequately describe the dimensions of the program including the activities, events
and projects. Furthermore, advertisements should include minority youth in photos and
TV ads. Certainly the most effective advertising tool is the “personal touch” promotion
through agents, youth, and leaders already involved in the program.

Since youth in some counties were involved in the EFNEP (Expanded Food and
Nutrition Education Program) designed for limited resource families, the nature of the
program may limit the subject matter, projects and potentia for experiencing many
dimensions of 4-H. The Cooperative Extension Service should make every effort to
involve youth beyond the EFNEP program in counties where EFNEP activities are the
predominate vehicle for enrolling minority youth.
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Youth and parents perceived 4-H as an organization for rura white youth with farm
animals since many of the competitive events at the fair involved animas. It is
recommended that 4-H review project offerings and provide equal opportunities for
nonfarm youth in the high consequence areas (areas involving competitive events and
awards) with projects other than those involving animals.

Since the cost of participation (funds for project supplies, refreshments for meetings,
camps, and traveling to events) was another factor of concern, methods and potential
funding sources should be explored. Perhaps programs could be devised whereby youth
could perform community work in exchange for funding for projects and activities.

It should be recognized that in some urban areas, the materials and activities must be
adapted and in some instances, new materia might be developed to address concerns and
social circumstances of urban youth. Perhaps funding provided by the state legislature for
urban 4-H assistants can incorporate monetary resources for material and equipment.

Methods of equalization for recognition in judging events should be reviewed. The
limited tenure, involvement and resources of some minority youth limit their level of
sophistication in competitive events.

Concern was noted by both youth and parents in the lack of equitable treatment and
criteria for judging activities. Urban minority youth discussed the inability to participate
in some specia projects (animal judging) that were geared specifically for rural youth.
The Cooperative Extension Service should make a critica analysis of the project judging
procedures and guidelines for training judges to sensitize them toward fairness to al.
White youth and parents must also become sensitized to the fact that the 4-H program is
open to all individuals regardiess of race or color. As more minority youth and leaders
become involved, this transition may take place.

Certainly the Cooperative Extension Service should become aware of exposing
minority youth to all dimensions of 4-H. Informing and encouraging youth to take
necessary steps for competition for national and international trips and awards would
move toward promoting full participation.
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DIVERSITY

The Evolving Language of Diversity

Kathy Castania

“Language not only expresses ideas and
concepts but actually shapes thought.”

Robert B. Moore in Racism in the English Language'

This fact sheet explores the evolving language
used to describe and define people as mem-
bers of groups. We all know that there are still
people who intentionally express bias and
prejudice when speaking about members of
groups; however, we can assume that most
people want to use the most respectful terms.
Since we have inherited a system that routinely
perpetuates prejudicial attitudes and beliefs
about groups, we often hear well-intentioned
people unconsciously reinforcing those beliefs
through their use of words. At a recent work-
shop that I was facilitating, I heard several par-
ticipants who saw themselves as enlightened
on issues of difference still using terms like “girl”
when describing a woman in a support staff
position in their agency. At a meeting of change
agents working on organizational change, 1
heard the term “sexual preference” used when
referring to a gay man. The more we take re-
sponsibility for unlearning misinformation we
learned about others, the more our language
will reveal this change in attitude.

Although we know that the cycle of op-
pression is universal, for simplification the dis-
cussion and examples in this fact sheet are
based only within a U. S. context. In addition,
it can be assumed that we all have more to
learn about language and that we all will ulti-
mately benefit from the change. In the past,
the discussion of diversity in the United States
often focused on only one or two identities—
mostly gender and race. This left people see-
ing themselves as either completely dominant

or completely excluded. By looking broader—
thus, at multiple identities that include age,
religion, sexual orientation, ethnicity, and im-
migrant status—we come to see ourselves in
many identities and recognize that all of us have
identities that are both dominant and excluded.
For example, I am a white heterosexual
woman, raised in a working class family with
Italian ancestry. In my white, heterosexual
dominant identities, I can learn to use language
that empowers people of color and gay, les-
bian, bisexual, and transgender people as they
also work to empower me in my ethnic, gen-
der, and class identities.

Because language is evolving, speaking in a
respectful way about groups in the United
States can be as unnatural as learning to drive
a standard shift car with a clutch. At first it
feels cumbersome and exhausting in the
amount of mental energy it takes to think about
each motion needed to prevent the car from
jerking and stalling. After years of driving a
stick shift, this effort becomes almost invisible.
No one was born knowing how to drive and
no one was born knowing how to name every
group and the process for figuring it out. There-
fore, any blame or guilt associated with not
knowing needs to be avoided. We learned to
speak in the context of a society that has been
divided for a very long time. To break divi-
sions and create a more harmonious future,
we are being asked to unlearn and relearn all
the time. It is work for all of us, but with time,
the process will feel as natural as driving a stan-
dard shift car: we will feel more at ease trying
new terms, asking questions comfortably, and
not letting mistakes interfere with our willing-
ness to build relationships across differences.

After years of working on issues of differ-
ence, [ have learned that one consistent way
for facilitating change is to encourage and cre-
ate safe spaces for the conversations about dif-
ference to occur. This requires language and
word “tools.” We need to know how to name
what is all around us and to do it in ways that
will keep everyone involved. Having an un-
derstanding of the overall dynamics of a domi-
nator society with a history of racism, sexism,
classism, heterosexism, adultism, etc. allows
us to engage each other in what to do about it.
Using words that describe groups more accu-
rately is a part of this process. The biggest chal-
lenge is how to bring members of dominant
groups into the conversation and the solution.?
Our tendency is to be “swallowed up in a sea
of guilt and blame or rush into denial and an-
gry self defense.” Instead, I challenge the reader
to stay present and breathe deeply and know
that if the people who came before us had this
knowledge, they would have used it, and we
would have less unlearning to do. What a gift
we can give to the next generation.

This fact sheet is not intended to cover the
breadth of terms that are in current use and
evolving, Itinstead presents a foundational way
of thinking about language with some examples
from some group identities. Early in the fact
sheet there is an extensive section on race/
ethnicity and origin with illustrations that can
be applied in a broad sense to the section on
other identities that is less extensive. There is
ample literature on terminology for each of
these groups that goes into greater depth, and
Linvite the reader to investigate further as your
curiosity is sparked by something you read
here. It is a good tool for use by those who are
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eager to create relationships across differences,
are conscious about the importance of the
words used, and want a quick introduction into
a vast topic.

Don‘t get too comfortable

All language evolves. Language changes with
time to reflect society, and the language of di-
versity must also evolve. Therefore, the lan-
guage of diversity is dynamic—it changes as
groups who have been excluded learn to re-
ject rejection and act from an empowered place
of self-determination. For example, terms to
describe people of African descent in the United
States have been colored, Negro, black, Afro-
American, and African American. Some of these
terms reflect this evolutionary process of nam-
ing and renaming. The word “black” had been
chosen by some members of the community
in the ’50s and *60s in resistance to the histori-
cal negative stereotypes that were associated
with other words. It was a word that implied a
reclaimed pride in group identity stating, “Black
is beautiful.” In the ’80s further steps in re-
claiming pride brought an understanding that
“black” was not a precise term—implying only
color or racial differences rather than a cul-
tural and geographic base. Claiming this more
accurate identity in the term African American
then can be viewed as another step in the path
toward full empowerment. The evolution of
terms and their use by members of other groups
acknowledges this development, the histori-
cal injustices of the past, and the forced sepa-
ration from a land of origin.

One must also be mindful that people of
any group do not think or feel the same way
about identity words. There is a variety of pref-
erences and opinions about words and the
meanings that they hold. For some people of
African descent, their association with all things
“African” long depicted by Europeans as the
“dark continent where savages swung from
trees” feels negative and demeaning. Still oth-
ers prefer the term “black” because its use holds
claim to its association with civil rights, deseg-
regation, and resistance. Only by honest asso-
ciation, sincere inquiry, and a willingness to
take risks will we be able to transcend the his-
torical oppression imbedded in our language.
It is important in this process to acknowledge
that the cumbersome changes are not the fault
of the group doing the renaming, but instead

the result of centuries of domination with all
of its assumptions about the right of some to
define others. Recognizing evolution of the lan-
guage of diversity as natural and the outcome
of a divided society leads us to regularly seek
new knowledge about members of other
groups, be aggressive listeners, act on our good
intentions, and be willing to change our lan-
guage accordingly.

Language of Race, Ethnicity,
and Origin
Sonia Nieto in her book Affirming Diversity rec-
ommends that we base our choice of terms on
two major criteria:*

1. What do the people in question want

to be called?
2. What is the most precise term?

People of Color and White People: The term
“people of color” has been created by groups
who experience present day and historical ra-
cial exclusion and refers to any people who
have “other than white” European ancestry:
African Americans/Blacks, Hispanics/
Latinos(as), Asian Americans, Native Ameri-
cans/American Indians, Middle Eastern people,
and people of “mixed” ancestry (ancestry from
any of the named groups plus white European).
“People of color” is a generic descriptor often
preferred in lieu of the term “minority.” It is a
political term and is thus limited in its ability
to define a group completely. It also causes con-
fusion because it is often taken literally in a
genetic sense of color (amount of melanin in
one’s skin). However, this is not the case. For
example, people who look white but are mem-
bers of the groups listed above are still people
of color. At the same time, dark-skinned Euro-
peans, like southern Italians or Greeks, are not
people of color. Genetic reality has nothing to
do with this term. Since we cannot truly cat-
egorize people based on race, all designations
have been created for political reasons only.
This history of whiteness and it fluidity is
very much a history of power and its disposi-
tion.° The term “white people” to mean people
of European ancestry is a political term and
therefore limiting in defining the varied cul-
tural groups that it encompasses. The term “Eu-
ropean- American” defines people from Europe
through an ethnic identity with a geographic
base like the term “African American.” The term
“white” first came into usage in the 1600s to

describe English people and then later all Euro-
peans in opposition to black Africans. “In the
United States after about 1680, taking the colo-
nies as a whole, a new term of self-identifica-
tion appeared—white.”” Lately, some people
have readopted the term “Caucasian” to mean
white people. This term is not equivalent to
white and yet has a long history of usage in the
United States connected to being designated
“white.” This is an outmoded term and is not
recommended.’ In the mid-20th century; in the
context of a growing eugenics movement in
the United States, immigrants from Europe
with questionable racial categorization like
Celts, Hebrews, Slavs, and Mediterraneans
became “Caucasian.” This process of defining
groups greatly affects every immigrant group
that enters the United States and they are then
given their status based on a set of fluid rules.
Jacobsen, in Whiteness of a Different Colot; states
that “The European immigrants’ experience
was decisively shaped by their entering an arena
where Europeanness—that is to say, white-
ness—was among the most important posses-
sions one could lay claim to.”® “A color line
was drawn around Europe rather than within
it.”!* Our confusion about race and words to
name what we are is understandable with this
history. Just look at the emotional response
people have to any census or data collecting
forms that ask us to identify ourselves. The
clumsy language on these forms insults people
and their sense of self.

That said, both of these terms, “people of
color” and “white people,” have usefulness in
that they allow us to acknowledge, speak about,
and deal with the outcomes of racial and color
divisions of the past and present, while mov-
ing toward a more genuine partnership in the
future, where political terms don't define us.
We should always re-
member that we
are never only
onething, but
instead mem-
bers of many
groups. For
example, by
claiming my white-
ness and my Italian
ethnicity, I can both acknowledge the white
privileges that I and my ancestors have gotten
as well as lay claim to pride in the hard work
of my immigrant grandparents that also helped
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me to succeed. I have noticed in some white
people reluctance to accept the term “white”
as a descriptor of our group. This may in part
be due to not liking to think about us as be-
longing to a group at all. White has been shown
as the “norm” and everyone else as the “differ-
ent other.” So naming our group forces us to
think of ourselves as one among many
groups.?

It is always best when speaking about a spe-
cific group to refer to the ethnic name of that
group. One caution here is to never guess at
an ethnic identity or assume a place of birth.
For example, it is insulting to ask a Puerto Rican
who was born in the United States where they
came from. It is also hurtful to make assump-
tions about a person by guessing their identity
and potentially confusing them with a group
with which there is a history of conflict; for
example, asking a Chinese person if they are
Japanese. The preferred way that I have learned
to do that after many failed attempts and
shocked and angry looks is to ask, “What eth-
nic group are you a part of?”

Latina(o), Hispanic, Chicano(a): Contro-
versy and debate have surrounded the use of
all of these terms, which illustrate how limited
they are in accurately describing the culturally
varied groups of people of Latin American and
Caribbean heritage whose ethnic origin in-
cludes 26 countries. Members of this group
prefer terms related to their specific national
origin (Mexican, Puerto Rican, Cuban, etc.).”
However, when speaking of the group of people
of different Latin American nationalities as a
whole, Latino(a) is the preferred self-defining
term.'* In the 1970s the Federal Office of Man-
agement and Budget (OMB) created the term
“Hispanic.” In the 1980 U.S. Census the term
“Hispanic” was chosen by the government to
describe people with Spanish surnames of Latin
American descent."” Hispanic, therefore, is a
word created by the United States that does
not recognize ethnic differences as well as coun-
tries of national origin. In the countries under
that generic umbrella are still many combina-
tions of ethnic identities: Spanish, African, and
Native. For example, in countries like Puerto
Rico, most people are a combination of Span-
ish, Native/Indigenous, and African; in coun-
tries like Mexico and Guatemala, many indi-
viduals are purely Native. The Spanish
language and a history of Spanish colonialism

are the common denominators for those coun-
tries. The political term “Chicano” has been
used to describe Mexican Americans in the
United States. Length of time in the country—
first or second generation—will also make a
difference in self-defining terminology. The sec-
ond generation will often use Mexican Ameri-
can, Colombian American, Cuban American,
etc., while the first generation may simply use
Mexican, Colombian, Cuban, etc.

Native American/Indian/American In-
dian/First Nation: All of these terms are in
common usage among groups of people who
were indigenous to the Americas. In the ’60s it
was felt that the adoption of the term Native
American reflected people’s determination to
name themselves in opposition to the years of
being identified by the term “Indian” which
was a misnomer based on the miscalculations
of Columbus. Many Native people still embrace
the term Indian and/or American Indian. Some
people use it because it was never abandoned
and others use it in opposition to the term “Na-
tive” which is also used by some to mean a
citizen of the United States whose ancestors
came from Europe. It is often preferred to use
the more accurate term of the specific nation
or people when referring to this diverse group
of indigenous people, i.e., Seneca, Iroquois,
Aleut, Inuit, Cree, Cherokee, Navaho, Pueblo,
Mayan. Currently, there is a movement among
Native people to return to group names that
were used prior to the coming of Europeans.
These are newly emerging and the best prac-
tice is to ask.

Middle Eastern: This group includes
people from the countries of Afghanistan, Al-
geria, Bahrain, Egypt, Iran, Iraq, Israel, Jordan,
Kuwait, Lebanon, Libya, Mauritania, Morocco,
Oman, Palestinian Authority, Qatar, Saudi
Arabia, Sudan, Syria, Tunisia, Turkey, United
Arab Emirates, Western Sahara, and Yemen.
Many stereotypical assumptions are made
about members of this varied group. One as-
sumption is that all Middle Easterners are
Arab—the countries of Tran, Israel, Turkey, and
Cyprus are not Arab. Another is that all Arabs
are Muslim. In fact, most Muslims live else-
where—in Asia, Indonesia, Africa, and North
America. Again, this term lumps together a tre-
mendous number of diverse cultures, so it is
always best to state the specific ethnic identity
when addressing people from this area of the
world.'
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Asian American/Pacific
Islanders: This group in-
cludes people indigenous to
Australia, Baluchistan,

Bangladesh, Bhutan, Burma,
Cambodia, China, India, Ja-
pan, Java, Malaysia, Nepal,
New Guinea, Pakistan, the
Philippines, Thailand, Tibet,
Vietnam, and all the islands
between the Asian continent
and North and South
America. The term “oriental”
conjures up many negative
stereotypes and therefore is
rejected by people indig-
enous to the continent of
Asia.'” As with many

other groups, it is best

to use the specific

ethnic identity when
addressing people from this part of the world.

r'’H

Language of more “isms”

Gender: The English language has many
mechanisms that reinforce an assumed male
superiority. The generic (he) is the most com-
mon. Although it feels cumbersome at first,
substituting he/she or they is the most obvi-
ous change needed for inclusion. The use of
the word “girl” (as in “the girl at the desk will
help you”) when talking about grown women
is offensive. Try calling your male boss “boy”
and see how well it goes over. This identity
group has a wide body of literature that ex-
plores language and gender issues.

Class: Our assumption of a classless soci-
ety makes any mention of class differences un-
comfortable and clumsy. The most accurate
terms to describe groups are simply: poor,
working class, middle class, and owning
class—never “lower class.”

Sexual Orientation: The word “homo-
sexual” is loaded with stereotypes which feed
homophobia, so the preferred terms are “gay”

»

(men or women), “lesbian,” “transgender,” and

» «

“bisexual.” Terms like “queer,” “queen,” “dyke,”
“fem,” and “butch” are examples of words pres-
ently used only inside the group to describe
each other. There is a growing body of litera-
ture that explores the evolving language pre-

ferred by this group.
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Abilities: The word “disability” can imply
a negative connotation of not having abilities.
The reality for people who think, move, speak,
and listen differently is that they have a wealth
of abilities; therefore, the term “differently
abled” is a more accurate terminology. How-
ever, “disability” is still the word most com-
monly used in legal and health fields.

A general rule of thumb is
to put the“person” first.

Say: person with a disability; not: victim,
suffers from, deformed

Say: person who is differently abled; not:
unfortunate, poor

Say: person with cerebral palsy or epilepsy;
not: cerebral palsied or epileptic

Say: person with mobility impairment; not:
crippled, invalid

Say: uses a wheelchair; not: wheelchair
bound, confined to a wheelchair'®

Age: Young people is a word that works
to unite all people who are not adult age. It
is preferable to “kids,” which seems to
have a “less than” notion to it. “Older
adults” and “elders” denote dignity
and wisdom.

Religion: Only 30 percent
of the world’s population is
Christian, yet in the United
States we often assume ev-
eryone is Christian, alienating those of differ-
ent belief systems. The truth is that the United
States is not a Christian country—there are
millions of Jews, Hindus, Muslims, Wiccins,
Native Spiritualists, and Traditionalists.' Yet,
in the yellow pages of our local phone book,
Islamic and Buddhist places of worship are
listed under the category “churches.” That is
one small illustration of the way a dominant
group defines others through their language.
Learning about local faiths, proper addresses
for faith leaders, and places of worship creates
avenues for good communication. Some terms
may be pejorative rather than descriptive in
some contexts: born-again, cult, evangelical, fun-
damentalist, sect.?° Reference to African, Native
American, or Eastern religions as “superstition”
or “myths” is disparaging.

Misused terms

American: People of the Caribbean, Central
America, and South America question the us-
age of the term “American” to mean people
within the United States, thus ignoring the geo-
graphic reality that much of this hemisphere is
filled with Americans from the continents of
Central and South America and the Caribbean
nations. It is still awkward to find a word to
mean the people of the United States—U.S.ers
has been tried, or simply U.S. people. In some
cases it will be difficult to substitute terms, so
in this time of transition, “Americans” is still
used sparingly and sensitively.

Anglo: This word describes people in the
United States who have English heritage and is
inaccurate in defining all white people in the
United States. This term is often used to con-
trast English speakers from speakers of other

languages and obviously leaves out other

European American groups such as

Irish, Italians, Germans, and oth-

ers as well as African Americans.

Ethnic: Everyone has an

ethnic culture. Because

white Europeans have

seen themselves as the

“norm,” the term

“ethnic” gets at-

tached to only

“other” groups

who are seen as more “exotic.” All white people

have cultures grounded in the values, beliefs,

and mores of Europe. No matter how many

cultures people of European descent claim in

their ancestry, they still retain an identity that

is based in European traditions, celebrations,
rituals, survival strategies, dance, and music.

Code words: Many unexamined, stereo-
typical words that have fallen into common
use promote assumptions about a group’s skills,
abilities, and attributes. For example, recently
I heard people use terms like “culturally de-

» o«

prived,” “economically disadvantaged,” and
“underclass.” These words still have a blame-
the-victim overtone. Use of these terms reflects
the ongoing contradictions that we live with—
attempting to appear more sensitive while hold-
ing onto unconscious stereotypical assump-
tions about a group. These “loaded” words
conjure up negative connotations and place re-
sponsibility for the condition on those being
described. Perhaps “economically exploited” is
more descriptive. They are hurtful euphemisms

for poor, unemployed people relegated to lives
in the ghetto due to historic and present in-
equality and discrimination.

Terms that don't work

We're all American: One of the recent at-
tempts at ethnic/racial harmony is to disavow
our ethnic/racial differences and to group ev-
eryone living in the United States under the
label “American.” This renewed attempt at the
melting pot concept is offensive for groups who
have never felt included under this term. It is
felt to be ingenuous at this time to accept this
inclusion without the work of creating the so-
cial, economic, and political justice to match
it, and thereby ignoring the daily experiences
of exclusion.?! The basic contradiction is cap-
tured in the words of W. E. B. DuBois from the
turn of the century, yet is still relevant today:

“One ever feels his two-ness; an Ameri-
can, a Negro, two souls, two thoughts,
two warring ideals in one dark body,
whose dogged strength alone keeps it

from being torn asunder.”*

Non-White: Terms that define a group as
“other than the norm” are destructive to the
identity of the “non” group. One way for white
people to experience this concept of otherness
is to think about how it would feel to be iden-
tified as non-black.

Minorities: This word has a wider impli-
cation than just numbers and connotes a value
judgment of “less than.” It is also value-ridden
in that it was never used to describe other eth-
nic minority groups in the United States such
as Swedish Americans and Albanian Ameri-
cans, but only used in reference to racial/eth-
nic minorities.” Finally, if we think in terms of
the worlds people (and soon, in terms of the
United States), the majority of the people in
the world are people of color.

Illegal Alien: This term emphasizes a
person’s “otherness” like an invader from outer
space versus their humanness. It is more re-
spectful to say “undocumented person or
worker.”**

Macho: This is a Spanish language term that
is neutral in terms of value or power. But when
used in English as an alternative to the word
“sexist,” it tends to conjure up negative stereo-
types of Latino men, leading to implications
that somehow they are more sexist than men
of other cultural/racial groups.”
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Words or phrases that will
probably be met with anger

 The use of “those people” and “you people”
when speaking to an individual about their
identity group. Those phrases convey oth-
erness, criticism, judgment, and worst of all
an assumption that all people of a group
think and behave alike.

* The terms “boy” and “girl” used in relation
to African American men and women are
hurtful and demeaning and have historically
been used to devalue, undermine, and im-
ply inferiority.

* Handicapped: a word that originates from
“cap in hand” or someone who needs to beg.
The term handicap may be used, however,
to describe an imposed barrier that restricts
a persorn.

e Gay or homosexual lifestyle: this term per-
petuates the stereotype that there is a mono-
lithic heterosexual lifestyle that is appropri-
ate, natural, and normal; and that gay/lesbian/
bisexual/transgender lifestyles are signifi-
cantly different from heterosexual ones.

e Sexual preference: used improperly as a syn-
onym for “sexual orientation,” which im-
plies that sexuality is something chosen
rather than a crucial aspect of one’s identity.

Language is not neutral—it perpetu-
ates stereotypes:

* Use of “jew” as an adjective

e Speaking of early white settler “victories” and
Native people’s “massacres” 2

* Gyp (Gypsy) as to cheat or swindle

 Reference to clothing of various groups as
“costumes”

e Fag—derived from a “bundle of branches
bound together” that were used in the ex-
termination burnings of homosexuals in
Nazi Germany

e Whom do we call “freedom fighters” and
whom do we call “terrorists™

* Words such as “savage” or
“primitive” when applied to
groups are meant to dehuman-
ize and imply a “less-than”
status

Note about terminology

In closing, here are some things to keep in mind

about terminology:

* We choose to use words that convey sensi-
tivity and understanding not because we
want to be “correct” but because how we
use words affects people—their concept of
themselves and members of their group and
the ability to create and maintain authentic
relationships across differences.

* Words we use affect how we think and per-
petuate attitudes about groups, continuing
a cycle of oppression.

¢ Terms will continue to evolve as groups re-
define themselves. Making and staying in
cross-cultural relationships is an important
part of truly understanding each other.

* Assisting others to understand the power of
words should always be done with respect
and in ways that allow the person their full
dignity. We have all learned the “isms.” Only
in an atmosphere free of blame can we re-
ally unlearn them.

¢ Because all of us are influenced by the pre-
vailing attitudes of the society and the power
of the message, we need to recognize that
even within our groups we have internal-
ized the same misinformation and negative
stereotypes about members of our groups.
The dynamics of internalized oppression
create people who choose to use words that
continue the perpetuation of misinforma-
tion and disparaging attitudes about mem-
bers of their own group.

o This list of terms and explanations is in-
tended to help with the confusion that we
experience as things change and evolve, not
as a strict “do” and “don't” list. We always
have choices to create the kind of society
that we want.

The Evolving Language of Diversity 5

Endnotes

'Robert B. Moore Racism in the English Language,
Council on Interracial Books for Children,
1985, p. 5

2 Allan G. Johnson Privilege, Power, and Differ-
ence, California: Mayfield Publishing Com-
pany, 2001, p. 11

’ Johnson p. 11

* Sonia Nieto, Affirming Diversity: A Sociopolitical
Context of Multicultural Education, New York:
Longman, 1992, p. 15

° Nieto p. 17

® Matthew Frye Jacobson, Whiteness of a Differ-
ent Color: European Immigrants and the Al-
chemy of Race. Cambridge: Harvard Univer-
sity Press, 1998, p. 9

" Winthrop Jordan, White Man’s Burden: His-
torical Origins of Racism in the United States.
New York: Oxford University Press, 1974,
p. 52

8Elsie Y. Cross and Margaret Blackburn White,
The Diversity Factor Language Guide, A Pub-
lication of Elsie Y. Cross Associates, Inc.
Third edition, 1999, p. 5

¢ Marilyn Schwartz and the Task Force on Bias-
Free Language of the Association of Ameri-
can University Presses, Guidelines for Bias-
Free Writing, Indiana University Press, 1995,
p. 57

1 Jacobson p. 8

' Michael Omi and Howard Winant, Racial
Formation in the United States from the 1960s
to the 1980s. New York: Routledge and
Kegan Paul, 1987, p. 65

12 Cross p. 23

13 Rodolfo O. de la Garza, et.al., Latino Voices:
Mexican, Puerto Rican, and Cuban Perspec-
tives on American Politics, Boulder: Westview
Press, 1992

" Cross p. 11

1> Institute for Puerto Rican Policy (e-mail ar-
ticle) 1996

1 Cross p. 2

" Amoja Three Rivers, Cultural Etiquette: A
Guide for the Well-Intentioned, Virginia: Mar-
ket Wimmin, 1991, p. 3

18 Communicating with People with Disabilities,
CCE Comprehensive Guide to the Ameri-
cans with Disabilities Act

' Amoja Three Rivers, p. 14

20 Swartz et al. p. 45

21 The Color of Fear; video

2 W.E. B. DuBois, The Souls of Black Folks. New
York: The New American Library, 1969.

2 Nieto p. 17

** Cross p. 9

» Cross p. 12

2 Moore p. 11

73



The Evolving Language of Diversity 6

Acknowledgments

I would like to thank the people who helped
me to produce this fact sheet by being sup-
porters and thinkers, readers and critics. They
are Linda Couchon,Eduardo Gonzalez,
Maryellen Whittington-Couse, Peg Gefell, Jo
Swanson, Helene Dillard, members of the
Cornell Migrant Program Apprentice Project
and the Cornell Cooperative Extension Diver-
sity Catalyst Team, my daughter, Carly Fox,
and my life partner, Peter Debes. A special ap-
preciation goes to my co-facilitator and great
thinker Betty Garcia Mathewson whose words
are embedded in my head and who reminds
all of us that we need the “right string of words.”
The input and insights of this group of people
reflect the need for diverse thinking and col-
lective work.

Kathy Castania is a senior extension associate in the Cornell Migrant Program based in the Department of Human Development, New York State College
of Human Ecology, Cornell University. She is a four-year member of the Personnel and Organizational Development Committee’s National Subcommittee

on Extension Diversity.

Additional copies of this publication may be purchased from Resource
Center, Cornell University, PO. Box 3884, Ithaca, NY 14852-3884. Phone:
607-255-2080. Fax: 607-255-9946. E-mail: resctr@cornell.edu

A free catalog of Cornell Cooperative Extension publications and
audiovisuals is available from the same address, or from any Cornell
Cooperative Extension office. The catalog also can be accessed at the
following World Wide Web site:http://www.cce.cornell.edw/store

(@en\8 Cooperative Extension

This publication is issued to further Cooperative Extension work mandated by acts of Congress of May 8 and
June 30, 1914. It was produced with the cooperation of the U.S. Department of Agriculture; Cornell Coopera-
tive Extension; and College of Agriculture and Life Sciences, College of Human Ecology, and College of Veteri-
nary Medicine at Cornell University. Cornell Cooperative Extension provides equal program and employment
opportunities. Helene Dillard, Director.

Alternative formats of this publication are available on request to persons with disabilities who cannot
use the printed format. For information call or write the Office of the Director, Cornell Cooperative Extension,
276 Roberts Hall, Ithaca, NY 14853 (607-255-2237).

Produced by Communication and Marketing Services at Cornell University Printed on recycled paper
© 2003 Cornell University 321ELDFS03B  12/03 MTS11135

74



TEACHING YOUNG CHILDREN TO RESIST BIAS: WHAT PARENTS CAN
DO
Louise Derman-Sparks, Maria Gutiérrez, Carol Brunson Phillips
National Association for the Education of Young Children

Building self-identity and skills for social interaction are two major tasks in early childhood. Gradually,
young children begin to figure out how they are the same and different from other people, and how they
feel about the differences. What children learn in the preschool years greatly influences whether they will
grow up to value, accept, and comfortably interact with diverse people or whether they will succumb to
the biases that result in, or help to justify, unfair treatment of an individual because of her or his identity.

Reasearch tells us that between ages 2 and 5, children become aware of gender, race, ethnicity, and
disabilities. They also become sensitive to both the positive attitudes and negative biases attached to these
four key aspects of identity by their family and by society in general. Young children develop “pre-
prejudice”: misconceptions, discomfort, fear, and rejection of differences that may develop into real
prejudice if parents and teachers do not intervene.

“Girls aren’t strong.” “Boys can’t play house.”
“You’re a baby in that wheelchair; you can’t walk.”
“You can’t play with us, only light-skinned kids can.”

Many adults find it hard to accept that 2-, 3-, and 4-year-olds actually make these kinds of comments.
They would prefer to believe that young children are blissfully unaware of the differences between
people upon which prejudice and discrimination are based. But young children not only recognize
differences, they also absorb values about which differences are positive and which are not. How we as
parents and teachers react to the ideas that young children express will greatly affect the feelings they
will form. If we want children to like themselves and to value diversity, then we must learn how to help
them resist the biases and prejudice that are still far too prevalent in our society.

How Bias Influences Children’s Development

Bias based on gender, race, handicap, or social class creates serious obstacles to all young children’s
healthy development. When areas of experience are gender stereotyped and closed to children simply
because of their sex, neither boys nor girls are fully prepared to deal intellectually or emotionally with the
realities and demands of everyday life. “Handicapism” severely harms children with disabilities by limiting
access to the educational experiences necessary for well-rounded development. It also prevents non-
disabled children from knowing and comfortably interacting with different types of people and teaches a
false and anxiety-inducing sense of superiority based on their not being disabled.

Racism attacks the very sense of self for children of color. It creates serious obstacles to their obtaining
the best education, health care, and employment. Racism also teaches White children a false identity of
superiority and distorts their perceptions of reality. Thus they are not equipped to fairly and productively
interact with more than half of the world’s humanity.

The “isms” interfere as well with our ability as adults to effectively teach children about themselves and
others. All of us have learned the negative values attached to gender, race, class, and handicapping
conditions. And, to varying degrees, they affect our personal attitudes and behavior. At times, we hide
such negative feelings from ourselves by denying the reality or significance of differences. We may hope
to sidestep the impact of prejudice by saying, “People are all the same,” or teaching children it is impolite
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to notice or ask about differences. However, avoidance doesn’t give children the information they need. By
selectively ignoring children’s natural curiosity, we actually teach them that some differences are not
acceptable. And by failing to attach positive value to certain specific differences, we leave children to absorb
the biases of society. The more that we face our own prejudiced and discriminatory attitudes toward
diversity and, where necessary, change them, the better prepared we will be to foster children’s growth.

What Parents and Teachers Can Do

Recognize that, because we live in a racist and biased society, we must actively foster children’s anti-bias
development. Remember that in such an environment, we are all constantly and repeatedly exposed to
messages that subtly reinforce biases. If we do nothing to counteract them, then we silently support these
biases by virtue of our inaction.

Create an environment at home or at school that deliberately contrasts the prevailing biased messages of the
wider society.

Provide books, dolls, toys, wall decorations (paintings, drawings, photographs), TV programs, and records that
reflect diverse images that chilren may not likely see elsewhere in

*  Gender roles (including men and women in nontraditional roles)

* Racial and cultural backgrounds (eg, people of color in leadership positions)
* Capabilities (people with disabilities doing activities familiar to children)

* Family lifestyles (varieties of family composition and activities)

Show that you value diversity in the friends you choose and in the people and firms you choose for various
services (eg, doctor, dentist, car mechanic, teachers, stores). Remember that what you do is as important as
what you say.

Make it a firm rule that a person’s identity is never an acceptable reason for teasing or rejecting them.
Immediately step in if you hear or see your child engage in such behavior. Make it clear that you disapprove,
but do not make your child feel rejected. Support the child who has been hurt. Try to find out what underlies
the biased behavior. If the reason is a conflict about another issue, help your child understand the real reason
for the conflict and find a way to resolve it. If the underlying reason is discomfort with or fear or ignorance
about the other child’s differences, plan to initiate activities to help overcome negative feelings.

Initiate activities and discussions to build positive self-identity and to teach the value of differences among
people. Educate yourself about common stereotypes in our society so that you can evaluate your selection
of children’s materials and experiences. Whenever possible, either remove those containing biased
messages, or learn to use such material to teach children about the difference between “fair” and “true”
images and those that are “unfair” and “untrue” and that hurt people’s feelings.

Talk positively about each child’s physical characteristics and cultural heritage. Tell stories about people
from your ethnic group of whom you are especially proud. Include people who have stood up against bias
and injustice. Encourage children to explore different kinds of materials and activities that go beyond
traditional gender behaviors.

Help children learn the differences between feelings of superiority and feelings of self-esteem and pride in
their heritage.
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Provide opportunities for children to interact with other children who are racially/culturally different from
themselves and with people who have various disabilities. If your neighborhood does not provide these
opportunities, search for them in school, after-school activities, weekend programs, places of worship, and day
camps. Visit museums and attend concerts and cultural events that reflect diverse heritages as well as your
own.

Respectfully listen to and answer children’s questions about themselves and others. Do not ignore questions,
change the subject, sidestep, or admonish the child for asking a question. These responses suggest that what a
child is asking is bad. However, do not over-respond. Answer all questions in a direct, matter-of-fact, and
brief manner. Listen carefully to what children want to know and what they are feeling.

Teach children how to challenge biases about who they are. By the time children are 4 years old, they
become aware of biases directed against aspects of their identity. This is especially true for children of color,
children with disabilities, and children who don’t fit stereotypic gender norms. Be sensitive to children’s
feelings about themselves and immediately respond when they indicate any signs of being affected by biases.
Give your children tools to confront those who act biased against them.

Teach children to recognize stereotypes and caricatures of different groups. Young children can become
adept at spotting “unfair” images of themselves and others if they are helped to think critically about what
they see in books, movies, greeting cards, and comics and on TV.

Use accurate and fair images in contrast to stereotypic ones, and encourage children to talk about the
differences. For example, at Thanksgiving time greeting cards that show animals dressed up as “Indians” and
a stereotypic image of an “Indian” child with buckskins and feather headdress abound. Talk about how it is
hurtful to people’s feelings to show them looking like animals, or o show them portrayed inaccurately. Read
good children’s books to show the reality and the variety of Native American peoples. As children get older,
you can also help them learn about how stereotypes are used to justify injustice, such as lower wages, poor
housing, and education, etc.

Let children know that unjust things can be changed. Encourage children to challenge bias, and give them
skills appropriate to their age level. First set an example by your own actions. Intervene when children engage
in discriminatory behavior, support your children when they challenge bias directed against themselves and
others, encourage children to identify and think critically about stereotypic images, and challenge adult-biased
remarks and jokes - all methods of modeling anti-bias behavior.

Involve children in taking action on issues relevant to their lives.

 Talk to a toy store manager or owner about adding more toys that reflect diveristy, such as dolls,
books, and puzzles.

» Askyourlocal stationary store to sell greeting cards that show children of color.

» Take your child to a rally about getting more funding for child care centers.

As you involve children in this type of activity, be sure to discuss the issues with them, and talk about the
reasons for taking action.

Summary

Keep in mind that developing a healthy identity and understanding of others is a long-term process. While
the early years lay an essential foundation, learning continues throughout childhood and into adulthood and
will take many different forms. Children will change their thinking and feelings many times. Questions That
Parents and Teachers Ask
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Q. My child never asks questions about race, disabilities, or gender. If I raise it myself, will I introduce her to
ideas she wouldn’t have thought of on her own?

A. Yes, you may, thereby expanding your child’s awareness and knowledge. Your child may laos have had
questions for which she didn’t have words or didn’t feel comfortable raising until you brought up the subject.
Remember that children do not learn prejudice from poen, honest discussion of differences and the unfairness
of bias. Rather, it is through these methods that children develop anti-bias sensitivity and behavior.

Q. I don’t feel competent enough to deal with these issues; I don’t know enough. What if I say the wrong
thing?

A. Silence “speaks” louder than we realize, sending messages that are counter to the development of anti-
bias attitudes. It is far better to respond, even if, upon hindsight, you wish you had handled the incident
differently. You can always go back to your child and say, “Yesterday, when you asked me about why Susie
uses a wheelchair, I didn’t give you enough of an answer. I’ve thought about your question some more, and
today I want to tell you...” If you really do not have the information to answer a questions, you can say,
“That’s a good question, but I don’t know the answer right now. Let me think about it a little and I will tell you
later.” Or, “Let’s go find some books to help us answer your question.” Then be sure to follow through.
Examine your own feelings about the subject raised by your child’s questions or behaviors. Feelings of
incompetence often come from discomfort rather than from a lack of knowledge. Talk over your feelings with
a sympathetic family member or friend in order to be prepared the next time.

Q. I don’t want my children to know about prejudice and discrimination until they have to. Won’t it upset them
to know about injustices?

A. Tt is natural to want to protect our children from painful subjects and situations. Moreover, adults may
mask their own pain by choosing not to address issues of bias with their children. Avoiding issues that may be
painful doesn’t help children. Being unprepared to deal effectively with life’s realities only leaves them more
vulnerable and exposed to hurt. Silence about children’s misconceptions and discriminatory behavior gives
them permission to inflict pain on others. It is all right for children to sometimes feel sad or upset as long as
they know that you are there to comfort and support them.

Common Questions Children Ask and Ways to Respond
1. “Why is that girl in a wheelchair?”
Inappropriate
“Shh, it’s not nice to ask.” (admonishing)
“I’ll tell you another time.” (sidestepping)
Acting as though you didn’t hear the question (avoiding)

Appropriate “She is using a wheelchair because her leges are not strong enough to walk. The
wheelchair helps her move around.”

2. “Why is Jamal’s skin so dark?”
Inappropriate

“His skin color doesn’t matter. We are all the same underneath.” (This response denies the child’s
question, changing the subject to one of similarity when the child is asking about a difference.)
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Appropriate

“Jamal’s skin is dark brown because his mom and dad have dark brown skin.” (This is enough for 2-
or 3-year-olds. As children get older you can add an explanation of melanin.) “We all have a special
chemical in our skin called melanin. If you have a lot of melanin, your skin is dark. If you have only a
little, your skin is light. How much melanin you have in your skin depends on how much your parents
have in theirs.”

“Why am I called Black? I'm brown!”

Inappropriate “You are too Black!” (This repsonse is not enough. It doesn’t address the child’s
confusion between actual skin color and the name of the racial and/or ethnic group.)

Appropriate

“You’re right; your skin color is brown. We use the name Black to mean the group of people of whom
our family is a part. Black people can have different skin colors. We are all one people because our
great-great-grandparents once came from a place called Africa. That’s why many people call
themselves Afro-Americans.”

“Will the brown wash off in the tub?”

(This is fairly common question because children are influenced by the racist equation of dirtiness and
dark skin in our society.)

Inappropriate
Taking this as an example of “kids say the darndest things” and treating it as not serious.
Appropriate

“The color of José’s skin will never wash off. When he takes a bath the dirt on his skin washes off,
just like when you take a bath. Whether we have light or dark skin, we all get dirty but our skin satys
the same color after we wash it. Our skin is clean after we wash, no matter what color it is.”

“Why does Miyoko speak funny?”
Inappropriate

“Miyoko can’t help how she speaks. Let’s not say anything about it.” (This response implies
agreement with the child’s comment that Miyoko’s speech is unacceptable, while also telling the child
to “not notice,” and be polite.)

Appropriate

“Miyoko doesn’t speak funny, she speaks differently than you do. She speaks Japanese because
that’s what her mom and dad speak. You speak English like your mom and dad. It’s okay to ask
questions about what Miyoko is saying, but it is not okay to say that her speech sounds funny because
that can hurt her feelings.”

“Why I do have to try out that dumb wheelchair?” (asks Julio who refuses to sit in a child-sized
wheelchair in the children’s museum)

Inappropriate
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“Itis not dumb. All the children are trying it and I want you to.” (This response does not help
uncover the feelings underlying Julio’s resistance and demands that he do something that is clearly
uncomfortable for him.)

Appropriate

Putting his arm around Julio, his dad gently asks, “Why is it dumb?” Julio: “It will hurt my feet, just
like Maria’s feet.” Dad: “Maria can’t walk because she was born with a condition called cerebral
palsy. The wheelchair helps her move around. Nothing will happen to your legs if you try sitting and
moving around in the wheelchair. It’s okay if you don’t want to, but if you do try it you’ll find that
your legs will still be fine.”

From REACH Fall 1999
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Jones, L. & Young, R.
University of Wisconsin-Extension

Program Development Strategies:

I. Incorporate Diverse Group Into Target Clientele

Key: Communication |
A. Involvement in planning communication
with the diverse group

B. Two-way communication approach
1. Getting the word out
2. Listening (who to listen to, and what
to listen for)

II. Adapt Existing Programs With the Diverse Group

A. Meet together to share existing program
goals, directions, etc.

B. Together work out how the program approach
and curriculum/materials can be adapted to
work for the situation.

III. Create New Programs With the Diverse Group

A. Use the same type of priority-setting process
with the diverse group as you do for the
overall community, except focus your
definition of community.
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Overview

CELEBRATING DIVERSITY...

WHY IS THE
DIVERSITY
ISSUE SO
IMPORTANT?

By Dr. Linda Earnst, PhD
Minneapolis, MN

WHAT IS
DIVERSITY?

Stop for a minute and consider how many times each day we have some contact
with other cultures than our own. We may be wearing clothing that was
produced in other countries; we may be eating foods from other cultures; and
we may be hearing or speaking languages other than our own first language.
It is appropriate that this publication have a special section on diversity and
issues swrrounding diversity since it has become so important in our world
today.

There are several reasons for this emerging emphasis and interest in diversity.
First, the world is becoming a smaller place and Naisbitt and Aburdene (1990)
say we are moving towards a more common international lifestyle. These
authors say that in response to this growing homogenization, we all try to
maintain our own identities which are reflected in our individual cultures,
religions, or ethnic groups.

Secondly, knowing who we are and where we have come from is a healthy and
necessary part of positive human development (McGoldrick, 1982). We see this
evident in children who have been adopted cross—culturally. These children
need to understand and appreciate their roots, as well as the roots of other family
members.

Third, because so many of us each encounter so many different cultures on a
daily basis we must learn how to deal with these differences to be effective in
business, education, community, and family life. We will be better at what we
do if »-+ :an work with and better serve those who are different from ourselves.

The above reasons sound so much like the “have to” aspects of our lives. In
other words, these are things we should do or have to do in order to be better
human beings, better employers, or better family members. [ think under-
standing, being sensitive to, and nurturing diversity can also be seen as per-
sonally enriching and result in an enhanced environment. For example, to
understand and nurture differences in a family education group can help all
members understand and appreciate different ways of doing things, different
ways of viewing life, and different ways of solving problems. This can enrich
the lives of all the participants. Differences, therefore, are something to be
celebrated!

People have varying concepts of diversity. Some would say diversity is dealing
with women's issues and Black issues in the workplace. Others would say
addressing differences with various ethnic groups is diversity. Still others
would say diversity is when one recognizes differences in socioeconomic levels.

Probably the broadest concept is that there is diversity whenever two people
get together. No two people are alike.” They have different life experiences
which results in seeing things in this world differently. Diversity, then, be-
comes an attitude—the attitude that we should never make assumptions about
people based upon our own life experience filter. Rather, that we view any
other person as being unique. Things that contribute to that uniqueness cer-
tainly can be culture, ethnic background, religious views, or language. The
uniqueness, however, can also come from a life that was rural versus urban or
a life that was filled with traumatic childhood experiences versus a fairly stable
home environment. This attitude may include the view that however that
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person sitting next to me views life because of these differences in experiences,
it is good, and | can learn something from that person.

A discussion of diversity can be very complex. Just deciding what terms to use

can be a major research project in itself. The following discussion is a simple
introduction to complexity of the issue of terminology.

The term “minority” is sometimes used to identify people from diverse popula-
tions. This term can mean “fewer than,” or it can mean “inferior to.” Itcanalsc
mean different from the majority (Pugh & Donleavy, 1988). This term is ofter.
seen as offensive to diverse populations because of the “inferior to” connotation.
it often instills.

Ethnicity or ethnic group is sometimes used in descriptions of diversity. An
ethnic group is thuse who see themselves as having common beliefs, vaiues,
and understandings of surroundings. These beliefs, values, and under-
standings of surroundings help determine how we deal with daily events suck
as eating, working, relaxing, or how we feel about life (McGoldrick, 1982).
Ethnicity can elicit feelings of “we” and “they” with “they” being something
we cannot understand or something we make judgments about (Greeley, 1969

The term “diversity” often implies variety, variance, medley, or assortment.
Diversity can also mean different—and different can mean “not good.”

So what terms should be used which are sensitive to people? Even with its
shortcomings, diversity or difference seem to be preferred by most people. Th.
basic issue, however, as described above, is the attitude people have about
difference. Difference needs to be viewed as positive rather than negative.

Better understanding of individual cultures can be helpful in developing ar.
understanding of diversity atall levels. The next four articles will look in-dept!
at four cultures: Asian-American culture; African-American culture; Hispanic
American culture; and Native-American culture. Implications for famil:
education will be included with each culture. A final article will include ar
overview of diversity issues pertaining to socioeconomic status, sexus'
preference, and gender.

Greeley, A. (1969). Why can’t they be like us? New York: Institute of Human
Relations Press.

McGoldrick, M. (1982). Ethnicity and family therapy: An overview. In M. Mc-
Goldrick, J. Pearce, . Giordano (Eds.), Ethnicity and family therapy. Nev:
York: Guilford Press.

Naisbitt, J. & Aburdene, P. (1990). Megatrends 2000, New York: Williarr:
Morrow and Company.

Pugh, C. & Donleavy, M.. (1988). Collaboration through validation of difference: An
interracial model for change. In H. Williams (Ed), Empowerment through dif
ference: Multicultural awareness in education. Peoria, IL: Glencoe Publishing

Key words: diversity, ethnicity, multi-cultural issues
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American - - -
Culture =~ CELEBRATING DIVERSIT_Y...

By Dr. Linda Earnst, PhD This article will focus on the characteristics and values in the Asian-Americar.
Minneapolis, MN culture as they relate to family education. It is difficult to generalize abou:
Asian-Americans as a group because they come from so many uniquely dif-
ferent Asian countries. [t is therefore important that any family educator verif.
with a particular group the characteristics outlined in this article. *

In addition to diverse backgrounds, Asian-Americans have a variety of reason.
for coming to America. For example, some may have come for business ¢

personal reasons and expect to stay only a short time, while others come a-
refugees (Moriyasu, 1988). Some Asian-Americans have come voluntarily ¢ -
find a better life, while others have been forced out of their country and hop -
someday to return. Some individuals have ancestors who have been in th: .
country for several generations and others have come to America as an adul'

All these factors enter into the degree to which a person or family is accw

turated. With these caveats in mind, an effort will be made to identify som.-
characteristics and values in the Asian culture in America as it differs fror:
Anglo culture. Suzuki provides the following overview of the Asian-America:-
values: “humanism, collectivity, self-discipline, order and hierarchy, wisdo:-

of the elderly, moderation and harmony, and obligation” (1980, p. 79). Thes -
characteristics will be developed mare fully in relation to view of the famil:

view of time, view of the basic nature of people, and view of education.

The view of the In the Asian culture the concept of family includes generations of that famil
fxrmil from the beginning of time. The actions of family members, therefore hav -

amily implications for the past as well as future generations (Shon & Ya, 1982). T*
father is the leader of the family and the men have the responsibility to provic
for the economic welfare of the other members (Shon & Ya, 1982). The mothe
is the nurturant caretaker of the children and husband. The relationship b -
tween the mother and children is very strong. The sons are more highly value .
than daughters, with the oldest son being the most important child. The foct::
is on the collective family rather than on the individuals within the family.

The view of time Because the family is seen as the product of previous generations, the pasth- -
the highest priority rather than the present or the future. Respect, honor, ar :
obedience to elders is important (Olson & DeFrain, in press). Along wi''.
respect for elders goes a valuing of tradition and ritual,

The view of the Many Asian-Americans have been influenced by Confucianism and see hum:.

. nature as good. There is an emphasis on developing a person’s full potenti-.
basic nature of through moral, virtuous, and benevolent actions, rather than through powr
people wealth or prestige (Suzuki, 1980).

The view of There is a high value placed on education and the pursuit of knowledg
d t Knowledge is necessary for wisdom and goodness. The elderly are high:
education respected because they are resources of knowledge and wisdom. Success
school is a source of knowledge (Suzuki, 1980). Many Asians see a person :
the cumulative result of efforts of many people such as family, teachers, a- .
employers, and there is a sense of obligation to these people (Shon & Ya, 198"
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The following guidelines might be helpful in planning family education
programs for Asian-Americans:

® The entire family must be acknowledged in any family education
endeavor. Although the care of children is left primarily to women, men
or elders may need to be involved in the decision 1egarding the
educational program.

® How individuals are to be addressed should be considered and respected.
Showing proper respect for roles of family members is important,

@ Problems would typically be solved by going to family members. Be-
cause seeking help for problems outside the family is a sign of failure,
problems may not be revealed openly, but rather may be indirectly
discussed.

@ Rather than assuming we can emphasize equality and democracy in
families, we must consider the hierarchial family structure.

@ Since self-control is encouraged, expression of emotions may not be
appropriate.

Moriyasu, H. (1988). Asian-American familics; Extending our knowledge. In H.
Williams (Ed.), Empowerment through difference: Multicultural awareness in
education. Peoria, IL: Glencoe Publishing.

Olson, D. & DeFrain, J. (in press, 1993). Marriages and family: Diversity,
intimacy, and change. Mountain View, CA: Mayfield.

Shon, S. & Ya, D. (1982). Asian families, In M. McGoldrick, J. Pearce, & J.
Giordano. Ethnicity and family therapy. New York: Guilford Press.

Suzuki, B. (1980). The Asian-American family. In M. Fantini & R. Cardinas (Eds.),
Parenting in @ snulticultural society. New York: Longman.

Key words: diversity, cultural differences, multi-cultural issues,
Asian-American families
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CELEBRATING DIVERSITY...

By Dr. Linda Earnst, PhD
Minneapolis, MN

The view of the
family.

The view of time.

The African-American culture has been influenced by the African tradition,
American culture, and by African-American oppression in this country in this
country (Pinderhughes, 1982). African-Americans came to the United States
from many countries and came at various times in history. The African-
American who came to this country five years ago has a very different cultural
background than someone whose ancestors came to this country as slaves. This
community, as others, has various terms which identify the population. His-
torically, names such as Negroes, Colored, Blacks, and African-Americans have
been used. Presently African-American or Black are terms acceptable to most
African-Americans, and many people use the terms interchangeable. Some
prefer African-American because it a term chosen by the culture and it reflects
the fact that, directly or indirectly, members of this community are of African
descent (Wilkinson, 1990).

The characteristics and values of the African-American culture have been
described in the following ways by a variety of researchers: strong kinship
bonds; flexible family roles; high value placed on religion, education, and work;
expressive patterns of language; highly value the group over the individual;
and respect for elderly and the past (Hill, 1972; Pinderhughes, 1982; Wilson,
1986). In addition, African-Americans are a very formal people and terms to
address each other indicate that respect. For example, the use of Mr. and Mrs
are very appropriate until people know each other very well.

The African tradition has a history of close kinship and family ties. This
closeness was disrupted by slavery when family members were sold (Hines &
Boyd-Franklin, 1982). Thereis a strong kinship network which still exists in the
African-American community which may not be based upon blood or legal
relationships. Family can be anyone who “helped out” in hard times or who
was “taken in” when they needed someone to care for them. This concept of
family goes back to the time of slavery when blood relatives were sold or died
and friends became caretakers and a source of refuge (Butts, 1981).

The African-American community as a whole may also be considered family
by some (Wilson, 1986). We have a friend who has a cousin staying with him.
He says he is family because they both came from the same country in Africa.
It is also not appropriate to question the relationships. Family, then, is seen as
a place where people are cared for in good times and in bad, a place where one
can go when scorned by others (Butts, 1981).

Because of oppression in this country there has been a focus on the present
rather than the past (Pinderhughes, 1982). Recently, however, African-
Americans have looked to their roots in Africa asa way of getting in touch with
their heritage. Therefore, the past is becoming very important in under-
standing the roots of the culture. My own teenage children, for example, have
clothing and jewelry which is symbolic of African culture. The present is very
important because it is what people are dealing with right now. “Telling it like
itis” or talking about what is “real” is what is important (Wilson, 1986). The
future is less important because it is uncertain or nonexistent. Children are
valued because they are part of the future with the hope of something better.
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The view of the
basic nature of
people.

The view of
education.

IMPLICATIONS
FOR FAMILY
EDUCATION

How people are viewed in the African-American community can only be
discussed within the historical context. In the African tradition people are one
of the elements in the universe as are trees and water. People, therefore, are
good. As slaves they were told they were evil or less than human and the slave
masters were often cruel and dehumanizing. These experiences affected
people’s thinking about their own nature and the nature of others. Also, the
Christian tradition in the United States which often stresses the concept of
original sin affected the thinking of members of the African community. When
looking at historical influences the African tradition of viewing people as
basically good may have been affected by the view of people as bad or evil as
a result of oppression and Christian teachings. Some African-Americans say
they are trying to reclaim that sense of the basic nature of people as good as
they explore their African heritage.

One of the most important issues in education for the African-American com-
munity is the ability to trust the source of educational information, the ability
to trust that the information is in the best interest of the African-American
community rather than the interest of the dominant community. Government
officials, white institutions, and/or “the powers that be” have historically not
treated members of the African-American population fairly. One of the most
blatant examples of this poor treatment is the Tuskegee study which was
initiated by the United States Public Health Service in 1932 and finally ended
in 1972. This study looked at the effects of syphilis on Black males in Macon
County, Alabama. Early in the study penicillin was identified as a treatment
for syphilis, but was withheld from these men in order that the study could
continue. Therefore, men were debilitated because of the disease and spread it
to others when, in fact, they could have been treated. This illustration is one
example of why the African-American community does not trust governmental
institutions to give information which will be helpful in their lives. I give this
example because as educators we need to understand this mistrust is deep and
real, and affects all educational endeavors.

Education is highly valued in the African-American community and may not
look like the education which is typical of educational institutions in the United
States. Education in the African-American community is valued when it is
direct and based on personal experience and common sense rather than being
based on academic work (Wilson, 1986). The lessons of experience are passed
from one generation to the next by the oral tradition and the stimulation of all
the senses is important (Butts, 1981; Wilson, 1986). The African-American
community sees interaction between the speaker and the listener as important
in education. For example, the speaker may say something with the members
of the groups responding with “amens, right-ons, or yes sirs” (Wilson, 1986).

The following guidelines might be helpful in planning family educatiop
programs involving the African-American community:

® Trust in the educational programming must be established. This can be

done by involving members of the African-American community in the

development and implementation of the programs and/or by ensuring
invelvement of the community as educators,

® Use information or statistics which have come from the African-
American community or have been published by African-American
organizations. Some examples include Ebony or Essence magazines, the
Urban League, or African-American Universities such as Howard or
Morehouse.
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@ Build in educator and learner interaction and discussion. Avoid lengthy
lecture or one-way transmission of information.

@ Respect must be shown for individuals in the African-American com-
munity to make decisions about what they need in their lives. Itis im-
proper for members of the White community to prescribe solutions when
they have not had the same experiences.

® Provide information which is clear and simply stated without flowery or
academic language. At the same time the information needs to touch the
hearts and souls of the people in the educational program.
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Each culture in our society is very diverse within itself.
However, we first must become aware of differences
among cultures before we can become sensitive to
differences within those cultures. It is hoped that the
generalizations made in this article will be a beginning
point, and from here each person will further explore
the diversity within each culture.

Key words: Afrrican-American families, Black fami.ly issues, cultural diversity
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CULTURE

CELEBRATING
THE HISPANIC

CELEBRATING DIVERSITY...

By Dr. Linda Ernst, PhD
Minneapolis, MN

The view of the
family.

The view of time.

The term Hispanic is usually used to describe people from Mexican, Puerto
Rican, Cuban, Central or South American, or other Spanish culture or origin
(Tilove, 1992). It needs to be understood, however, that this definition is not
universally recognized, nor is the term Hispanic accepted universally.
Hispanic does not refer to race, but rather it refers to people coming from a
nation once controlled by Spain. Therefore, a history of a connection to the
Spanish language is what is common to Hispanic people. Some people who
are of Spanish origin see themselves as white Europeans. Some Hispanics
prefer to be referenced by their country of origin, such as Mexican-American,
or Cuban-American. Others prefer to be called latino or latina, referring to Latin
American origin (Martinez, 1988). People in this country who are considered
to be Hispanic are very diverse in that they may have come from many different
countries, they came to the United States at different times in history (some
predating the American Revolution), and from many different economic levels,

The use of the Spanish language is probably the most important issue to
consider in the Hispanic culture. In many parts of the United States 75% of
Hispanics speak Spanish at home and for social occasions (Strategy Research
Corporation, 1989). It is easy to retain the Spanish language because of the
proximity to Puerto Rico and Mexico. The use of the Spanish language is not
just for communication but is also a mode of transmitting the culture to the
younger generation (Martinez, 1988). However, if most of what is written and
spoken by the dominant society is in English there can be real isolation from
the .+~ glo community. This affects education and communication at all levels.
There is a strong pride, dignity, and honor of the Hispanic people and the

culture. Very formal language reflects this respect when addressing each other
(De la Cancela, 1989).

The nuclear and extended family are pivotal in the Hispanic culture. A
household may include extended family members such as cousins, aunts, and
uncles. The family takes precedence over individual members and family
members are encouraged to be socially cooperative for the benefit of the family
and enhancement of the culture (Martinez, 1988). If a person has a problem,
help will more likely be sought from a family member than an unfamiliar
professional (Gilad, 1988).

Authority and respect are highly valued in the Hispanic culture and children
are thought to be ill-mannered and lack respect for the culture if they do not
behave appropriately. Although traditionally males and elders have had posi-
tions of authority in the home, those roles are changing and are closer to the
egalitarian roles in the mainstream society (Ybarra, 1982). In addition, children
are highly valued and considerable time is spent nurturing children (Martinez,
1988).

Culture is so important in the Hispanic community, and culture emphasizes
the past. The elders and adults are of greatest importance in passing on the
understanding of culture to the younger generation. Because there is such
emphasis on the family as itis today with aunts, uncles, cousins, etc., the present
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The view of time, con’t.

The view of the
basic nature of
people.

The view of
education.

IMPLICATIONS
FOR FAMILY
EDUCATION

is also important. Spending time with family now is stressed. The Anglo
community is often criticized by Hispanics for worrying about and taking so
much time to plan for the future. There is also a feeling that things just happen,
and, therefore, there ia not a lot of control when it comes to the future.

The basic nature of people. Religion is very important in the Hispanic com-
munity. People are often Catholic and original sin is a part of religious teach-
ings. People are easily shamed when a family member does something wrong
and many topics such as sexuality are not openly discussed. There are often
concerns about evil spirits and superstition (Maduro, 1983). Therefore, there is
definitely an awareness of evil forces in the world and these evil forces affect
people. Religious practices are utilized to deal with these evil forces and the
devil.

Although members of Hispanic families feel a strong need to socialize children
regarding social behavior, they view the educational system as a place for the
academic instruction. However, what happens in the home often takes
precedence over what happens in school. Parents might be less concerned
about developmental delays and more concerned that children be respectful
and obedient (Falicov, 1982).

Some Hispanics feel that the educational system is discriminatory and does not
address the needs of people in the Hispanic culture (Martinez, 1988). Because
the Hispanic culture does not promote competitiveness which is stressed in
mainstream society, children often do not succeed in school. This lack of
success for students and lack of trust in the educational system may affect
family education efforts.

Because Hispanics are deeply religious, the church is an important place for
education and support. If there is a problem to be solved the priest or pastor
may be sought out for guidance. The church, therefore, may be an important
collaborator in educational endeavors.

Education focusing on family life would need to recognize the respect and
authority promoted in Hispanic culture, and include elders and men in
decisions about programming. Women are highly regarded as the caretaker of
the family and should be included in structuring information in family educa-
tion.

It is very important that dialogue be used in any educational setting in the
Hispanic community. The respect for the views of adults means that people’s
experiences, feelings, and attitudes are valued and should be included in the
learning process. The role of the leader would be to facilitate the group and a
lecture format would not be appropriate.

The following guidelines might be helpful in planning family education

programs involving the Hispanic community:

@ Involve the family in promotion and implementation of the family educa-
tion program. Decisions about whether members will participate may
come from the elders. Women, especially, might be included in develop-.
ing the program.

® Collaborate with institutions and organizations which serve the Hispanic
community (such as churches). This will develop trust and encourage
participation.
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IMPLICATIONS FOR @ Include Spanish-speaking facilitators or leaders. Also have materials or
FAMILY EDUCATION, posters in Spanish as well as English.

con’t,
@ Show respect by asking how people would want to be addressed. It can-
not be assumed that every group or every member of the group would
feel the same. :

@ Use dialogue, story telling, and other means of interaction as educational
strategies. Do not use lecture or one-way transmission of information.
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Each culture in our society is very diverse within itself.
However, we first must become aware of differences
among cultures before we can become sensitive to dif-
Jferences within those cultures. It is hoped that the
generalizations made in this article will be a beginning
point, and from here each person will further explore
the diversity within each culture.
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CELEBRATING DIVERSITY...

By Dr. Linda Emnst, PhD
Minneapolis, MN

The view of the
family.

The history of the relationship between the Native-American people and the
United States government is an important issue when considering the Native-
American culture. Treaties were made regarding where Native Americans
could live and how they should live (in individual residence, rather than as a
community), thus, affecting the communal, cooperative relationship among
Native Americans thatonce existed. Children were required to attend off-reser-
vations boarding schools, away from family, and were required to give up their
native language and speak English. They were actually seen as wards of the
federal government. The lack of control on the part of members of the Native-
American community has resulted in feelings of disempowerment and futility.
This has had major implications for the social and emotional problems in the
Native-American community. This brief description gives one an idea of the
extent to which the Native-American culture has been affected by the forced
influence of the United States government.

There are somewhere between 400 and 600 different Native-American nations,
tribes, or other groups in the United States, depending upon how the groups
are defined and who recognizes the groups (Olson & DeFrain, in press; Stauss,
1988; Sue & Sue, 1990). This, of course, emphasizes the diversity which exists
within the Native-American culture, Some Native Americans refer to themsel-
ves by their tribe or nation. Other terms used by members of this culture are
Native, American Indian, or Indian. There is also a need to consider the
differer:- life experiences of Native Americans who live on reservations versus
those w .5 live off the reservations. Native Americans who live on reservations
are more likely to live in poverty, have less education, and have a higher rate
of female headed households than those living off the reservation (Stauss, 1988).
Native Americans, however, do not place a high value on materialism and,
instead, value culture, tradition, and being in harmony with nature. The
reservation life, therefore, may allow for those values to be reinforced and may
be considered preferable (Carson, Dail, Greeley & Kenote, 1990).

With the above caveat in mind about diversity within the Native-American
community, several researchers have identified some characteristics and values
of many members of the Native-American community. These values and
characteristics have been described in the following ways: “a strong spiritual
orientation to life and respect for all creation” (p. 388); interdependence among
tribes and family members; commitment to the welfare of others; high valuing
of children (Carson, et al., 1990); focus on the group rather than on the in-
dividual (Attneave, 1982); focus on sharing and cooperation; respect for elders
and their wisdom and knowledge; and an attitude of noninterference with
children’s behavior and the actions of others (Sue & Sue, 1990).

Historically, Native Americans have had respect for elders in the community
and have great allegiance to the family and the larger tribal community, The
family and the tribal group have a higher priority than the individual family
members and individuals draw strength from the larger group (Carson, et al.,
1990). The extended family often extends to the second cousin and the care of
children is often shared by the extended family network (Sue & Sue, 1990).
Children are highly valued and much attention is given to their needs. They
are included in most activities. Because noninterference by aduits is valued,
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The view of the family, con’t.

The view of time.

The basic nature
of people.

The view of
education.

children are often allowed to learn from mistakes through natural consequen-
ces rather than direction from adults. According to Attneave (1982), “Parental
aspirations do not lend themselves as much to shaping and molding as to
freeing the inner self of the child in order that it can become what it is destined
to be” (p. 71). There is a real sense of equality in Native-American culture, and
each person can make their own choices. Discipline is usually done by shame
or embarrassment and praise is rarely given (Carson et al,, 1990).

Native Americans are typically present oriented but drawing on the wisdom
gained in the past (Attneave, 1982 Sue & Sue, 1990). Planning for the future
can be viewed as self-serving. However, it should be noted that time in Native
American culture is seen as cyclical rather than linear and is geared to personal
and seasonal rhythms (Attneave, 1982). Because Native Americans see them-
selves as part of, and in harmony with nature, external mechanical clocks and
calendars are less important than the natural cycles of the universe. The time
to do something is when the time is right, rather than when the clock says it
should be done (Mander, 1991).

Generally the view of the basic nature of people is that they are good. When
people do not do good things it is generally seen as a result of the person not
developing to their fullest (Attneave, 1982). There is also a recognition of evil
in the form of witchcraft and a person’s ability to put spells on other people.

The difficulties evident in many Native-American families such as alcoholism,
child abuse, or suicide are seen as a result of the loss of the Native-American
culture which has come about because of White domination. These difficulties
are typically not seen as Native Americans being bad.

Education in the Native-American culture involves passing on cultural values
and beliefs from the elderly to the younger generation by oral tradition. The
focus of education would be on the physical, social, and spiritual world (Carson
etal., 1990). The focus on these aspects of the world are related to some basic
beliefs. According to Mander (1991) there is a continued need to protect
“Mother Earth.” Mother Earth is the planet and all that is on the planet is
nurtured at her breast. “We have germinated within her, we are part of her, we
burst into life from her, and we dissolve back into her to become new life from
her, and we dissolve back into her to become new life” (p. 212). Native people
have resisted owning land and using land in disrespectful ways. This under-
standing that Mother Earth is integrated into each person as living human
beings would naturally mean education is about, or certainly includes, this
understanding that people need to be in harmony with all of creation.

When there is illness in Native-American people it is often considered to be the
result of a lack of harmony among the spirit, mind, and body of a person
(Carson, et al., 1990). Therefore, education about these three aspects of people
is necessary for survival.

Because Native-American people are now having to live in a world which is
controlled by the dominant culture, education in skills which will give Native
Americans opportunities to compete in that world is certainly seen as beneficial.
Education, therefare, would include those skills that are seen as valuable by the
dominant culture, but taught in the way that Native Americans teach and in an
atmosphere where the values of Native people are also included in the teaching.

© 1992 Farily Information Services ISSN 1042-0878 MEM .7

Minneapolis, MN

104

96



‘MPLICATIONS
“OR FAMILY
SsDUCATION

eferences

|FAMEY|

The following guidelines might be helpful in planning family education

programs involving the Native-American community:

@ Involve the entire family in the educational programming. Because
children are usually included in activities, they should be included. Be-
cause information should come from the elderly, they should be incor-
porated into the educational process. '

@ Rely heavily on oral tradition since this is how information is typically
transmitted in Native-American culture. Storytelling is very important in
Native communities.

@ Cultural values such as sharing, cooperation, harmony, and respect for
individual rights should be woven into any educational program.

@ Because of the many tribes and nations included in what is considered
Native-American culture, the values and traditions of the tribe or nation
in your area should be explored.

@ Native Americans should determine the goals or outcomes of any educa-
tional program. The Native-American community has been very asser-
tive in “taking back” its culture in this country. That stand should be
respected. -

Attneave, C. (1982). American Indians and Alaska Native families: Emigrants in their
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Sue, D. & Sue, D. (1990). Counseling the culturally different. New York: John
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Each culture in our society is very diverse within itself.
However, we first must become aware of differences
among cultures before we can become sensitive to dif-
ferences within those cultures. It is hoped that the
generalizations made in this article will be a beginning
point, and from here each person will further explore
the diversity within each culture.

Key words: Native-American families, cultural diversity
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AFRICAN AMERICAN CULTURE

1. Expressiveness (in language, emotion, and gestures)

2. Strong kinship bonds, extended family networks, and connection to others in
their ethnic group/community

3. Connection with heritage and history is strong

4. Informality, and flexibility to adjust to various conditions/situations

5. Collective orientation (value of group effort for the common interest)

6. Strong oral language tradition; humor and imagery in language

7. High-context communication (nonverbal cues, gestures, and expressions)

8. Religious, spiritual orientation; visible ties religious organizations

9. Extended family provides authoritarian child-rearing practices/quidance

10. Respect for the elderly and their role in the family
11. More oriented to situation than time; time is flexible
12. Use of Ebonics and use of slang in some subgroups

13. Ability to navigate between two cultures, high assimilation in some
subgroups

14. Motion, body language, and touch are all valued

15. Education as a means to a better life

16. Value of African American colleges and universities

17. Direct eye contact when speaking, less eye contact when listening

18. Independent, competitive, and achievement oriented (pride in overcoming
obstacles and barriers to success)

19. Importance of music (for communication, self expression, spirituality)

20. Communicating with passion, expression, spontaneity, and animation

Note: Cultural norms are intended as general guides--not absolutes for all members of an ethnic group. Sources include: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Pearson, M., 1995) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D. & Brown, D, 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 1
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ASIAN AMERICAN CULTURE

1. "We" over "I"--support for the group has higher value than the individual

2.
3.
4.
5.

Use of self-control, self-denial, and self-discipline
Cooperation, non-confrontation, and reconciliation are valued
Formality and rules of conduct

Direct physical contact (particularly between men and women) should be
avoided; public displays of affection are not acceptable

Dedication to the extended family, one's company or work, and community
Honor/status given to position, gender, age, education, financial status

Achievement and goal oriented, diligent, and persistent

0 © N o

Spiritualistic, humanistic, and often believe in fate

10. Contemplative, circular thinking (never making decisions in haste)

11. Tradition and conformity to the group are valued

12. Family solidarity, responsibility, and harmony

13. Traditional hierarchical family roles, children are extension of parents
14. Parent provides authority, expects unquestioning obedience

15. Mutual interdependence within the family unit and community

16. Hierarchy, role rigidity, status defined by ascription (i.e. birthright
inheritance, family name, age, sex)

17. Emotionally controlled, modest, and stoic

18. Indirect and nonverbal communication used, often implied meanings

19. May avoid eye contact as a mark of respect to authority figures

21. High value placed on education, reverence/status given to teachers
Note: Cultural norms are intended as general guides--not absolutes for all members of an ethnic group. Sources include: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)

(Nash, K., 1999) (Pearson, M., 1995) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D. & Brown, D, 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).
Unit 2, Lesson 1, Attachment 2
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HISPANIC/LATINO CULTURE

1. Personal and interpersonal relationships highly valued and come first

2. Strong extended family system more pronounced than other ethnic groups
3. Commitment to the Spanish language

4. Direct physical contact expected, affectionate hugging and kissing on the
cheek are acceptable for both the same sex and opposite sex

5. Relaxed with time

6. Strong religious beliefs (primarily Catholicism)

7. Value cooperation--not competition

8. Courtesy, sensitivity, and formality in relationships

9. Collective orientation, group identity

10. Interdependence of the group, and loyalty to the family
11. Saving face, use of indirect communication

12. Tendency toward more traditionally defined family structure (father as
head of house) and more defined sex roles

13. May use both the father and mother's surname

14. More overt respect for the elderly

15. Subgroups of highly educated and very affluent

16. Subgroups of extremely poor (for example, migrant farmers)

17. Past orientation, listens to experience

18. Independence/development of early skills not pushed in young children
19. High-context (nonverbal communication, gestures, and expressions)

20. Females may have restricted freedom (chaperones, group dating, etc.)

Note: Cultural norms are intended as general guides--not absolutes for all members of an ethnic group. Sources include: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Pearson, M., 1995) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D. & Brown, D, 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 3
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NATIVE AMERICAN CULTURE

1. Individuality--approximately 550 tribes in the United States
. Value cooperation--not competition

. Avoidance of conflict, non-interference

. Horizontal decision making, group consensus

. Respect for nature and human's place within

. Group life is primary, collective orientation

. Respects elders, experts, and those with spiritual powers

. Introverted, avoids ridicule or criticism of others if possible

O 00 N o0 O » W N

. Accepts "what is," holistic approach to life
10. Emphasizes responsibility for the family and tribal community
11. Seeks harmony and values privacy

12. Observes how others "behave," emphasis on how others "behave" and not
on what they say

13. Incorporates supportive non-family or other helpers into family network
14. Native languages still used and taught in many tribal communities

15. Use nonverbal communication (gestures, expressions, body language)

16. Interconnectedness of all things, living and nonliving

17. Emphasis on preserving a natural balance, both in nature and life

18. Self-sufficient at an earlier age than other ethnic groups

19. Living in the here and now, time is flexible, actions are controlled and
influenced by cultural traditions rather than linear time systems

20. Oral history, songs and dances, ceremonial activities, and reservation
communities are all important aspects of Native American life

Note: Cultural horms are intended as general guides--not absolutes for all members of an ethnic group. Sources include: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)

(Nash, K., 1999) (Pearson, M., 1995) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D. & Brown, D, 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 4
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AFRICAN AMERICAN LEARNING STYLES

[

Movement and kinesthetic abilities highly developed

]

Value imagination and humor

]

Ability to express feelings and emotions, both verbally and
nonverbally; strong oral language tradition

Richness of imagery in informal language
Experience with independent action and self-sufficiency

Physical action orientation (learn by doing)

OO 0O 4

Learn quickly through hands-on experience, manipulative materials, and
multiple stimuli

People oriented (focus on people rather than objects)
Resourcefulness, unique problem solving abilities

Tend to view things in their entirety--not in separate pieces
Preference for the oral mode of presentation in learning
Use of inferences, may approximate time/space/number

Alert, curious, good retention and use of ideas

OO 0000

Ability to navigate between two cultures, some subgroups have high
assimilation to mainstream learning styles

Note: Cultural learning styles are intended as general guides--not absolutes for all members of an ethnic group. Sources: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D., & Brown, D., 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 5
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ASIAN AMERICAN LEARNING STYLES

OO 0O 0O 0O 0O

OO 0O O

1

[
[

High achievement motivation

Use of intuition in learning and problem solving preferred
High degree of self-discipline, self-motivation, self-control
High level of concentration and persistence on academics
Possible language barriers in some subgroups

Disagreeing with, arguing with, or challenging the teacher is not an
option; this has to do with respect

Attitude toward discipline as guidance
Modest, minimal body contact preferred
Respects others, ability to listen and follow directions

Excellent problem-solving ability (female Asians have higher math
scores than any other female ethnic group)

Indirect and nonverbal communication used, attitudes unfavorable to
participate in discussion groups

Keen awareness of environment

Strong valuing of conformity may inhibit creative thinking

Note: Cultural learning styles are intended as general guides--not absolutes for all members of an ethnic group. Sources: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D., & Brown, D., 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 6
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HISPANIC/LATINO LEARNING STYLES

OO O

]

[
[
[

[

Large supportive extended family; the learning process benefits by
involving the extended family often

Value cooperative group learning--not competitive learning

Most communicate fluently in native language (Spanish) within the
family and ethnic community

If not bilingual, possible language barriers may arise without the
assistance of a translator

Less independent and more modest
Children have unusual maturity/responsibility for their age

Youth initiate and maintain meaningful interaction and communication
with adults (adults may also take the lead)

More affectionate and physically closer to others in class,
conversation, asking questions, and all learning activities

Use intuitive reasoning (making inferences) naturally
Experience with giving advice and judgments in disputes
Eagerness to try out new ideas and work collaboratively

Value history, oral tradition, and visual/kinesthetic learning

Note: Cultural learning styles are intended as general guides--not absolutes for all members of an ethnic group. Sources: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D., & Brown, D., 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 7
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NATIVE AMERICAN LEARNING STYLES

1

OO O O

OO 0O O O

[

Oral traditions give value to creating stories, poems, and recalling
legends; good at storytelling

Value cooperation--not competition; work well and communicate
effectively in groups

Learn holistically; beginning with an overview or "big picture," and
moving to the particulars

Trial-and-error learning by private (not public) experiences
Developed visual/spatial abilities, highly visual learners
Value life experiences in traditional learning

Value design and create symbols to communicate, often exhibit visual
art talent

Often exhibit performing arts talent

Intuitive ability valued and well developed

Seeks harmony in nature and life, are good mediators
Excellent memory, long attention span, deductive thinkers
High use of nonverbal communication

Accept responsibility and discipline of leadership

Note: Cultural learning styles are intended as general guides--not absolutes for all members of an ethnic group. Sources: (Davis, 6. & Rimm, S., 1997)
(Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002)
(Nash, K., 1999) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D., & Brown, D., 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990).

Unit 2, Lesson 1, Attachment 8
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5 Steps to Successful Social Marketing

Effective messages must be 1.
accurate, clear, and

compelling. This implies
selecting specific audience;
working with them to

develop strategies suited to

their needs; testing materials 9.
and systems to ensure they

work effectively; and

revising materials to meet
changing needs. These five

steps will help to ensure that
programs are accurate,

clear, and compelling. 3

THINK LIKE YOUR AUDIENCE, USE

Their words
Their pictures
Their stories and music

BE CONVINCING

Use spokespersons the audience admires and trusts.
Talk about feelings as well as about facts.

Give the audience reasons they understand.

Give the audience a benefit they care about.

BE CLEAR AND BE HONEST

e Talk about behavior—tell people how to protect
themselves.
e Tell people about consequences—"what happens if. .

Dispel the myths and falsehoods.

Confront people's anxieties directly.

Only promote support services you can offer.
Answer the audience's questions.

GET THE MESSAGE OUT

Keep the message simple.

Repeat is over and over.

Use many channels of information simultaneously.
Be consistent.

TEST MATERIALS

Find out if your audience. . . .

Understands the idea.

Believes the message.

Thinks the message relates to them.

Gets confused by or dislikes some part of it.
Says they will follow the advice.

ARD
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Social Marketing means:

1. AUDIENCE CENTERED THINKING

Is your program built on what the audience understands and wants?

2. TARGETED OBJECTIVES

Is your audience segmented into reachable groups of people. . . .and are your
objectives narrow, behavioral, and important?

3. COMPREHENSIVE PLANNING

Have you considered all the factors that influence behavior change, the behaviors
themselves, the obstacles or costs the audience will face, the means to distribute
information and products, and the means to inform, motivate, and teach the audience
about the new behaviors?

4. INTEGRATED INTERVENTIONS

Are you using more than one delivery system; and do they interact to support each
other? ' :

5. DATA-BASED DECISION MAKING

Do you have data which supports and guides your basic decisions, or are you relying
on experience, intuition, and anecdotes?
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Attachment 3.8
Ethnic Marketing to African Americans

I dentify Group: Thefirst group that we will examine is African Americans.

I dentify Values: The backdrop, based on the reviewed literature:

It is often said that although the African American culture has its roots in Africa, most African
Americans are unaware that their African roots have played a strong role in shaping
contemporary behaviors and attitudes in African American culture. Due to the understated
influence of the African tradition, the African American community is different from the
mainstream culture in many ways. Following are some of the values found in the African-

American community that may impact marketing:

e View theworld from an “Afro-centric” standpoint; the basis of “ Afrocentrism” is
“authenticity” or “being real” (Early, 1995 in Tharp, 2001).

e Vauequadlitieslike“telling it likeitis,” “seeing the good as well as the bad,”
“assertiveness,” “speaking up” etc. (Tharp, 2001).

e Giveimportance to orally transmitted information.

e Liketo be represented.

e Are receptive to organizations that “ give something back to their community” (Tharp,
2001).

e Liketo seeapositiveimage of their culture.

For more in-depth information on this culture, review Unit 2.

I dentify marketing strategies: Strategies, based on the backdrop, for developing personal

marketing materials for African Americans:

e Be senditive about the authenticity of your message. Have facts ready and be able to back

them up. Have African American representatives talk to your target group.
e Encourage your African American audiences to ask questions about your programs. Do

not mistake their assertiveness for aggression. Let them discuss the doubts they may have

about your program. They will tell you whether they like or do not like something. Watch

for nonverbal cues aswell.
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Use personal marketing techniques, like making phone calls or having an opinion leader
speak with the community.

Have African Americans help you design the marketing materials.

Show respect for African American family values. For example, alarge householdisa
sign of collectivism. Explain how your program will help the entire househol d/family.
Support African American “causes and events’ that strengthen the community. Y our
program should be visible at such events in meaningful ways (Schreiber, 2001).

Show positive images of the African American community in your advertisement
materials. Give examples of successful African Americans.

Do not try to come across as the person/organization that is going to “help” or “save’ the
group. Establish an equal relationship.

Recognize the way in which your own ethnicity contributes to the group dynamics.
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Attachment 3.9
Ethnic Marketing to Asian Americans

I dentify Group: The second group that we will examineis Asian Americans.
I dentify Values: The backdrop, based on the reviewed literature:

Asian Americans are amix of people who generally came from the Pacific Rim. The U.S Bureau

of Census has identified sixteen categoriesin the Asian American community. The major groups

are: East Indian, Pakistani, Chinese, Filipino, Japanese, Korean, Malaysian, Thai, Vietnamese,
Cambodian, Laotian, and Indonesian (Tharp, 2001). Tharp (2001) pointed out that although

Asian American subgroups are diverse, they have some shared values. Following are some of the

shared values of Asian Americans that may impact marketing:

High-context culture where non-verbal communication (body language, use of silence) is
very significant.

Have ahigh level of education in some subgroups, like Japanese, East Indians and
Chinese.

Consider family very important.

Believe in subordination of younger to elder; hierarchical family structure

Vaue word-of-mouth messages from friends and relations.

Are uneasy with strangers.

Give importance to the quality of a product first, followed by price, service and

convenience.

For more in-depth information on the culture, review Unit 2.

| dentify Strategies: Strategies, based on the backdrop, for developing personal marketing

materials for Asian Americans:

Be subtle and polite when you try to send a message across.

Please al the family members.

Remember that the oldest male member of the family has the decision-making power.
Also, give respect to the elders by being courteous.

Have your message carried by the members of the community.

Avoid those numbers and colors that are considered to bring ill luck (for example, the

number 4 and the color black signify death in Chinese culture).
113
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e Make multiple visits to build a better rapport. Be formal until you win the confidence of
your audiences.

e Make sureto offer quality programs that will do good to the community. Show how the
quality of your product outweighs the price or the inconvenience of participating in the

program (see Lesson 1).
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Attachment 3.10
Ethnic Marketing to HispanicgL atinos

I dentify Group: The third group that we will examine is Hispanics/L atinos.

I dentify Values: The backdrop, based on the reviewed literature:

There is no monolithic Hispanic/Latino market, as there are at |east 14 Hispanic/Latino sub-
culturesin the United States (Rossman, 1999). In general, the term Hispanic/Latino refersto
people from Mexico, Puerto Rico, Cuba, Central or South America, or from other Spanish-
speaking countries, such as those in the Caribbean. More specifically, Latinos are people who
come from Latin American countries. However, according to the latest U.S Census of 2000,
Mexicans (63%) are the largest subgroup among the Hispanic population in America. Schreiber
(2000) maintains that Mexican Americans were aways “here”’ (in America), asthey ruled over
Western America 150 years ago. In Tharp’s opinion, in general, American Hispanics/Latinos
tend to acculturate instead of assimilating into the mainstream culture. It isimportant to note that
while acculturation means adapting to the practices of another culture, assimilation means
absorbing the traits of the dominant culture. However, members of this group have been active
participants in American society; hence, they are easy to access through marketing (Schreiber,

2000). Following are some of the values of the Hispanic community that may impact marketing:

e According to the U.S. Census (2000), Hispanics/L atinos are predominantly younger, with
amedian age of 24 (Tharp, 2001).

e |dentify themselvesin both individual and situational context; for instance, at work,
Hispanics may act more like mainstream Americans.

e Retained Spanish language. Spanish is a high-context, indirect language, with alot of
importance given to nonverbal communication. Choice of pronouns depends on the
formality of arelationship.

e Giveimportance to family and the church (mostly Roman Catholic Church)

e Men and women play traditional rolesin the family, with the husband enjoying the
decision-making power.

e Value children and extended family (Zuniga, 2001).

e Prefer to be informed by friends or Hispanic/Latino associations.

e Arebrand-loyal. If satisfied, Hispanics/Latinos stick to a particular brand of product or
program forever (Rossman, 1999, Tharp, 2001).
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e Areoptimistic. One buzzword is“simpotia,” which means “keep everyone happy.”

For more in-depth information on the culture, review Unit 2.

| dentify Strategies: Strategies, based on the backdrop, for developing personal marketing
materials for the American Hispanics/Latinos:

e Useinformal Spanish. Give detailed information and use visual images. Please note: just
as not all English-speaking people have high literacy levels, not al Hispanics/Latinos
have high Spanish literacy levels.

e Depending on the place or situation, speak in either English or Spanish or in both English
and Spanish. Have a neutral accent and appearance.

e Beaware of the fact that Spanish is a high-context language. Be indirect and careful
while using pronouns. Use humor and vignettes with Hispanic/L atino charactersin them.

e Take your marketing to churches or family gatherings.

e Pleasethe family. Remember that the man of the family is the key decision-maker. Also,
have a marketing campaign that includes benefits for the entire family.

e Usetestimonialsfrom other Hispanics/L atinos who have benefited from your program.

e Apply extensive relationship marketing (see Lesson 3). Show how your program will

make their lives even better.
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Attachment 3.11
Ethnic Marketing to Native Americans

I dentify Group: The fourth group that we will examine is Native Americans.

I dentify Values: The backdrop, based on the reviewed literature:

According to Woods (1995), Native Indians are the |east-researched ethnic group due to their
small size and scattered distribution. The Native American community is the most diverse ethnic
community examined here, as there are five hundred federally recognized tribes and two hundred
more tribes accepted by different states. The main complaint that Native Americans have about
marketing involves the stereotyped images of their culture. Michael Grey, a Native American
advertising agent, is of the opinion that “the Indian is always portrayed as a historical figure, not
asif we'realivetoday’’ (Advertising Age, 1999). Additionally, many people who belong to
groups that we call “Native Americans’ or “American India” do not claim that title as their own,
rather it is atitle given to them by the Europeans who arrives. Names such as First nation’s
Peoples and Indigenous Peoples are generic names used to refer to the members of the various
tribes (Y ellow Bird, 2001). This section will try to compile alist of the values of the Native
American community from the limited sources available to create more effective marketing

strategies. Here are some Native American values that may impact marketing:

e |dentity: label themselvesin terms of the group (tribe).

e Spirituality: provides consciousness, meaning and wholeness (Y ellow Bird, 2001)

e Accept the group (tribal) leaders as the key decision makers.

e Sharing and cooperation: family and the group take precedence over the individual (Sue
& Sue, 1990).

e Harmony with nature, accept the environment and nature (Sue & Sue, 1990).

e Likevisualsand oral communication.

e Think storytelling is an important tool to pass on information.

e Giveimportance to credibility and honesty.

e Want to get rid of stereotyped images of their culture.

e Liketo be heard. Native Americans like to be given an opportunity to talk about their

experiences, problems and suggestions.
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For more in-depth information on the culture, review Unit 2.

| dentify Strategies: Strategies for developing marketing materials for Native Americans:

e Identify the group (tribal) leader and seek his guidance.

e Pleasethe group (tribe) by addressing and satisfying al the members of the group (tribe).

e Usebright and colorful visual images.

e Use stories/testimonials to drive home the point you want to make with your Native
American audiences. For example, tell stories of how your program has helped other
Native Americans.

e Provide facts to show how your program will benefit the community. Establish your
credibility with facts and figures (Cultural Relevance and Diversity, 2001).

e Balance modern images with traditional imagesto avoid stereotyping.

e Ask for their participation. “Ask what they want, rather than being told what they need”
(Cultural Relevance and Diversity, 2001).
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Attachment 3.12
Plan of Action Worksheet

The key actions | will take to launch ethnic marketing are:

The steps that will assist me to take the above-mentioned actions are:

The factors that will deter me from taking the above-mentioned actions are:

The steps | can take to confront the factors that will deter my actions are:

The intended outcome of these actions will be:

Adapted from O’ Mara, J. (1994). Diversity activities and training designs. San Diego, CA:
Pfeiffer & Company.
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Valuing Differences Model
Key Principles

People work best when they feel valued.

People feel most valued when they believe that their individual and
group differences have been taken into account.

The ability to learn from people regarded as different is the key to
becoming fully empowered.

When people feel valued and empowered they are able to build
relationships in which they work together interdependently and
synergistically.

Diversity recognizes that each individual needs and requires a
different kind of support to be successful.

Source’ Barbara Walker, Digital Corporation

Valuing Process

Strip away stereotypes (Identify one’s filters)
Learn to listen and probe for (Be a good listener,
differences in people’s assumptions. check assumptions)
Build significant relationships with (overcome feelings of
people one regards as different discomfort)
Enhance personal empowerment (ability to put risks in
perspective)
Explore and identify differences (Seek to learn)

Source: Barbara Walker, Valuing Differences
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Self-Study Guide

F.A.I.R. Points to Remember

Feedback
+ Do | give others adequate information?
. Do I have all the information | need?
« Am | open to feedback from others?
« When | give feedback, do | practice giving “good”
feedback?
Assistance
. Do | provide the appropriate assistance and support?
. Do | need assistance or support?
. Have | asked for the assistance and support that |
need?
« When | offer assistance, does my approach facilitate or
hinder assistance?
Inclusion
« Do | take steps to ensure that everyone feels included?
« Do | behave in a way that causes people to feel included or
excluded?
. Do | tolerate other people behaving in a way that causes
people to feel excluded?
Respect

. Do | demonstrate appropriate respect and regard for others?

« Am | responsive to indications of disrespectful behavior or
perceptions that people feel disrespected?

o Do | demonstrate my awareness that “respect” may mean
different things to different people?

© 2003 VisionPoint Productions, Ine. and Alexander Consulting & Training, Inc
This page may be reproduced for training purposes.
Page 25
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How Should Opposition To A Diversity Initiative Be
Handled?

Whether you are sdlling the idea of developing and implementing a diversity initiative to
executive management or to the entire staff, questions around the purpose of initiating such an
endeavor will—in al likelihood—arise. If not dealt with promptly and effectively, these questions
and concerns could be the catalyst for resistance and undermine your results. Oftentimes, proper
communication throughout the process can address and sometimes help to avert opposition to
such an initiative before it arises. For more information on communicating your diversity process,
see Page 16 of this document. The responses to three commonly asked questions are below:

1) Why are we doing this? Explain the demographic changes in the workforce followed by
additional information about the population shifts in your region and in your organization, is
astart. You may wish to follow with a discussion of changes that employees have seen and
are presently dealing with, in both the organization and the customer-base, and how those
changes impact them daily on the job.

2) What’'s diversity got to do with it? This question may require an explanation of the
business imperative related to diversity, showing that preserving the organization’s long-term
surviva is the objective and pointing out the pragmatic benefits to the individua. For
example, learning how to communicate across language barriers may be helpful to
supervisors of employees who speak limited English or to customer contact staff who deal
with a multicultural customer base. Also, developing strategies for resolving conflicts may be
useful to managers with fractionalized teams. Or developing coaching skills may give
managers the tools they need to mentor and nurture diverse staff members.

3) Doesthismean that we haveto lower our standards? Quality versus diversity perceptions
are the root of this question. Resistance may arise among employees who think the emphasis
on diversity is antithetical to quality. Dealing with this question may require a discussion of
different ways to view the relationship between quality and diversity. The most important
point to make regarding this question is that quality and diversity are not mutually exclusive
and do occur in the same employee or individual.

Although challenging, such questions provide the opportunity to set the tone, teach about
diversity, and demonstrate the organization’'s commitment to creating a truly inclusive, respectful
work environment. Although effective responses can vary, the following are guidelines that may
help you to frame responses without creating greater discomfort with the topic.

1) Inquire. Ask questions to understand, clarify, or get more information. Dig deeper to find
out what the person means and what reasoning is behind the comment or question. Make sure
your inquiry isarea search for information and not an off-putting accusation.

“What makes you say that?’

“Isthat a problem that you are faced with?’
“Can you tell me more about that?’

35
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2)

3)

4)

5)

6)

7)

“How does thisimpact your interactions with customers?’

Show empathy. When powerful emotions are present, acknowledging and responding to the
feelings expressed is an important first step in defusing the situation. Listen not just to the
words, but to the underlying fedlings. It is likely that you will be faced with frustrations
smilar to those faced by the individua with whom you are taking. Demonstrating
understanding can help calm the upset individua so that further communication can take
place.

“It is frustrating when you can’t understand someone.”

“It isdifficult to help when you don’t know if you' re being understood.”
“That isirritating for me, too.”

“Deding with situations like that is stressful.”

Educate. Once emotions have calmed, use this time as an opportunity to debunk myths, give
facts and explain. Share your reading and knowledge about stereotypes, cultura differences
and civil rights,

“Did you know that the first civil rights law was passed right after the Civil War, more than
130 years ago?’

“The term ‘gypped’ comes from Gypsy.”

“Many gays and lesbians prefer the term ‘sexua orientation’ over ‘sexua preference’ as it
expresses their sense that one’ s sexuality is not a choice but is how someone is born.”

Express your feelings. When it is your feelings that are involved, you have aright to let the
other person know the impact of the comment. Use non-blaming “I” statements when
explaining your reactions.

“| feel diminished when I’ m referred to asaga or girl.”
“I’m uncomfortable when us vs. them generalizations are made.”

State your needs or expectations. If it is different behavior that you desire, let people know
what you do and do not want.

“Let’ sfocus on creating an approach that we can both agree on.”
“Jokes about other religions or cultural groups are off limits with me.”

Avoid polarization. Getting stuck in an either/or situation can be avoided by soliciting other
options and points of view.

“What might be other reasons for this behavior?’
“How might someone of a different background see this?’

Use the silence of no response or delaying your response. While silence can be interpreted
as tacit approval, there are times when the silence of no response is deafening and sends a
powerful message of disapproval. Not laughing at a joke or not responding to a sarcastic
remark may serve as all the comment that is needed.
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8) Avoid arguing and defending. Curb the impulse to debate, persuade, argue or defend your
point of view. Doing so usualy only strengthens the resistance and drives entrenched
opinions deeper. One of the most difficult diversities of al to deal with may be that of

differencesin values. Acknowledging that we can have differences of opinion yet respect one
another also demonstrates your ability to “walk the talk” of diversity.
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MAKING MIXED TEAMS WORKS

Being hired by an organization or appointed to a work group does not mean that you will
immediately be accepted as a colleague by the people in it. This is particularly true if you are the
only minority (racial, gender, disabled, etc.). Below and on the next page are two checklists.
Rate yourself on each item as follows:

3 I do this regularly and comfortably
2 I do this some of the time or with some discomfort

1 I rarely do this or do it with great discomfort.

CHECKLIST #1: When I am in the minority

O T ask other members (or past members) of the group, especially those who have been in the
same minority position as [ am, to help me understand and deal with specific problems.

0 When asked for ideas, I do not presume to represent my minority group but speak my
opinions as my own, honestly and directly.

(0 1 insist on getting my perspectives and values heard, but do not try to impose them on the
group.

O I realize that my addition to the group may cause discomfort. I make efforts to get to know
and deal on an individual and personal basis with members of the group who are
uncomfortable with me.

(0 I give others time to get used to me.

O I think and speak regularly in terms of "we" and "us" as a group, rather than dividing myself
from them in terms of "me" and "them".

O I inform and support other members of my minority group on the team.
O Iam willing to learn, respect and play by the rules before presuming to change them.

[0 Total
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MAKING MIXED TEAMS WORK
(Continued)

CHECKLIST #Z: When I am the majority

[ am personally responsive to a new member of the team and actively help him or her "to
learn the ropes" and the unwritten rules of the group, without becoming overly protective.

['am careful not to stereotype the minority person or make him or her into a token minority in
the group.

Though I value the perspectives which a minority brings to the group, I do not ask this person
to speak for or represent his or her group.

I see the addition of someone from a minority group as an opportunity to enrich the abilities
of the team and broaden my own perspectives.

[ recognize my discomfort with someone different, and am willing to get to know that person
on an individual and personal basis.

I make myself think and speak in terms of "we" and "us" when dealing with the minority
members of my group and avoid separating the minority from the majority in terms of "us"
and "them".

When inclined to make decisions (assignments, committee membership) on the basis of
"chemistry" or my "comfort zone" with another, [ am aware that my unfamiliarity or
discomfort with someone may be an unfair criterion for deciding.

I am able to look at a minority group member primarily in terms of her or his contribution,
role, or function in the group rather than first the minority member.

Total

When you have completed either of these quizzes, total your score. A score of 16 or more on
each indicates that you have above average sensitivity and skill in managing minority issues.
But don’t stop there. Get feedback from others. Does the way they see you square with your
self-assessment? Plan how you will improve on the skills in which you got low scores.

Adapted from: Men and Women, Partners at Work. George F. Simons and G. Deborah
Weissman. Crisp Publications, Inc., Los Altos, CA, 1990, pg. 55-56.
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Bonus Report

How to put diversity to work for you

In the words of one company vice
president, “If we don’t have a diverse
workforce, then we are only going to ef-
fectively hire out of some fraction of the
population and, gradually, the quality of
our workforce—relative to our competi-
tors—is going to diminish.”

Today, technology no longer is the
distinguishing factor between similar
companies. What separates sound com-
panies from those that fail are the capa-
bilities of their human resources.

Of course, implementing workplace
diversity is not necessarily simple. In fact,
incorporating race and gender diversity
programs into the preexisting business
structure often is a complex task. Many
executives asked to create such programs
are unsure of how to begin or even of
what they hope to accomplish.

Why diversity is crucial

One key point to keep in mind is that

diversity should be viewed as a solution,

not as a problem. Diversity too often is
associated with government-mandated
quotas or controversial affirmative action
plans. Such programs were created in
response to the common corporate view
of diversity as a dilemma to be dealt with
rather than as a solution to be embraced.

Consider that workplace diversity . . .

1. Provides businesses with a com-
petitive edge unavailable to homo-
geneously staffed competitors. A
diverse workforce possesses the
extensive cultural know-how neces-
sary to conduct business in today’s
expanding global market.

2. Brings together a collection of indi-
viduals with unique experiences,
ideas, and opinions. Diverse groups
often are more efficient because em-
ployees exchange expertise in critical
areas that do not overlap.

3. Encompasses a group of employees
shaped, in part, by race and gender.
This group is capable of invaluable
discussion that stimulates new con-
cepts, bolsters creativity, and improves
overall quality of the end product.

Learn the language of diversity
“Political correctness” is neither a fad nor
a buzzword. The language used in your
workforce is a conspicuous indicator of
management’s attitudes toward diversity.
Even a seemingly harmless job title can
land your organization in court. Follow
these guidelines to lend credibility and
consistency to your diversity program:

¢  Avoid gender-specific pronouns. Most
people are aware that it is inappropri-
ate to refer to a mixed-sex group using
only the masculine pronouns “him,”
“his,” and “he.” A common remedy is
to substitute the plural “they.” How-
ever, this can get awkward. Consider
also using the singular “everyone.” For
example, “Everyone should open his
or her portfolio.”

e  Stay clear of potentially offensive job
descriptions. Even supposedly gender-
neutral job titles may include mascu-
line terms (e.g., chairman). Problems
arise because both men and women
assume that the company using this

language is targeting men. It’s best to
avoid sex-specific ambiguities by sub-
stituting titles such as “courier” for
“deliveryman.”

e Double-check references to ethni-
city. “Latino” and “Hispanic” aren’t
interchangeable. “Latinos” are from
countries in Latin America only;
“Hispanic” refers to both European
and American cultures. When
referring to a person’s cultural back-
ground, ask a person of that ethnicity
what term he or she feels is most
appropriate.

e Understand that people are people
first. Labels that identify an indi-
vidual by placing an undue emphasis
on a physical limitation are inappro-
priate. “Crippled person” and “AlDS
victim” make a physical condition
over which the individual has no
control a distinguishing trait. Remem-
ber, the person you are referring to is
a human being first, and the limiting
factor should be referred to only as a
secondary characteristic. Try “the
employee in a wheelchair” or “per-
son with AIDS.”

Creating a diversity program

Implementing diversity will complement

current business practices. An actionable

diversity program specifies goals and care-

fully designs methods for attaining them.

Some factors to consider:

¢ Search for meaning. Management
should ask itself why the company is
interested in diversity. For a program
to be effective, it’s important that its
goals are discussed and agreed upon.
Try writing a workplace diversity mis-
sion statement. This statement should
include perceived problems and spe-
cific actions that will rectify these
problems should they occur and that
will move toward company goals.

¢ Avoid myopic hiring practices. Too
often, companies interested in hiring
employees from diverse backgrounds
go to the other extreme and recruit
only from specific underrepresented
cultural groups. Instead of narrowing
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the hiring focus, expand your search
for job candidates. Accept résumés
from people whose qualifications fall
over a broad range of expertise.
Encourage diversity of thoughts and
ideas. Avoid falling victim to any pre-
conceived notions of what kind of
experience or degree qualifies a can-
didate for a position. Many top exec-
utives have B.A.s in English or History
rather than Administration. Essentially,
diversity is about bringing together
individuals with different ideas and
experiences. Hiring outside of the es-
tablished norm is one way of ensuring
that this diversity of ideas will exist.
Shatter the “glass ceiling.” True work-
place diversity takes place at all levels
of the organization. Relegating cultural
minorities and women to low-status
jobs or employing them only in low-
opportunity departments will create
discontent—the exact opposite of the
effect diversity should have. As com-
panies rise to the challenge of making
sure that equal opportunities are avail-
able to each individual, some are
implementing mentor programs to
encourage minority advancement.
These programs ask a high-level exec
to “adopt” a promising manager and
work with him or her personally to
oversee development.

Make diversity training work. Work-
shops solely concerned with race and
gender equality are relics of the '60s
and ’70s. In the '90s, diversity training
extends beyond the divisive effects of
workplace racism and sexism; it seeks
to inform employees of the advantages
of working in a multicultural business.
The difference in these two attitudes
lies in the fact that early diversity train-
ing was intended to propagate assimi-
lation. Emphasizing the value of
equality led to an assumption that dif-
ferences were bad. However, the ulti-
mate goal of diversity training has
changed. It no longer requires an em-
ployee to lose his or her cultural iden-
tity in the interest of commonality.
Current diversity training focuses on
recognizing the value of unique cul-
tural backgrounds and learning to
work more effectively with those who
are dissimilar.

Tap into employees’ cultural under-
standing. A diverse workforce allows
a business to profit from a minority
employee’s unique experiences to
access a culturally specific and eco-
nomically viable market niche. For
example, a regional sales director for
Avon Cosmetics in San Francisco dis-
covered a large influx of Asian immi-
grants in her area. She adapted to this
potentially lucrative market by hiring
sales representatives familiar with
Asian cultures. This decision gave
her salespeople a competitive advan-
tage that translated into record sales
volume over the next year.

Start from the inside out. Avon’s
success stems from the regional
manager’s recognition of consumer
needs. In short, diversity became a
simple solution to a problem, rather
than being a problem itself. The
decision to incorporate diversity was
conceived and carried out within

the company. Difficulties arise when
companies are forced by an outside
source to begin a diversity program,
or when upper-level executives

»r » Ragan Cc
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implement diversity policies and
demand employee cooperation—
period. Success hinges on manage-
ment’s ability to inform the workforce
about organizational goals for the
new policies and about how those
policies will affect them personally.
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Black Women and the Other "N" Word

by Aretha Marbley — May 15, 2007

Triggered by Don Imus calling the Rutgers women's basketball team "nappy-headed hos" and the seemingly endless dialogue
that ensued thereafter, the author shares her reflections of decades of her and other Black women being called the other
"N" word: nappy-headed. She believes that, like skin color, this was yet another way of creating stratification among Black
women, subjecting them to a socially constructed and White society's notions of beauty while deflecting from the real
issues of health, welfare, education, and prison reform plaguing African American women.

Don Imus calling the Rutgers women's basketball team "nappy-headed hos" triggered painful childhood memories for me of
growing up in the backwoods of Southern Arkansas from the mid 1950s through the mid 1970s, especially the self-esteem
issues surrounding having my hair referred to as “nappy” by Black and White folks alike. Growing up back then, | had to
endure my peers and even adults describing my beautiful coarse, thick hair as little bb balls and cucklebugs (cockleburs).

With shame, | reflect back on my obsession with wanting a head full of “good” hair that was soft, wavy-hair like the bright
(light) skinned Black folks had or long, soft bouncy straight hair like White women--instead of the naturally beautiful hair
that | was born with. Even more shamefully, | remember strutting through the neighborhood with pride and feeling
beautiful when my hair got pressed, believing this simple transformation into straight hair made me and others think that |
was, now, beautiful—and it worked. Some of the emotions | felt are captured in the lyrics to India Arie’s song, “| Am Not My
Hair”:

Little girl with the press and curl/ Age eight | got a Jheri curl/ Thirteen | got a relaxer/ | was a source of so much
laughter/ At fifteen when it all broke off/ Eighteen and went all natural/ February two thousand and two/ | went
and did/ What | had to do/ Because it was time to change my life/ To become/ the women that | am inside/
Ninety-seven dreadlocks all gone /I looked in the mirror / For the first time and saw that HEY..../l am not this
skin.

Thankfully, when | was 10 years old, this mentality about my hair changed when my sister at age 23 (13 years my elder)
came home in 1968 (straight from Cook County Hospital Mental Ward) with a new paradigm about Negro hair. | vividly
remember, her, a cosmetologist (newly trained at a Black-owned and operated Beauty school on the West side of Chicago)
assuring me that my hair was not nappy; rather | had tight curls, and she didn’t want to ever hear me again refer to my hair
as bad or nappy and insisting that | educate others on what beautiful hair really looked like. The chorus of India Arie’s song
goes: “l am not my hair/ | am not this skin/ | am not your expectations no no/ | am not my hair.”

This was the late 1960s and early 1970s during the peak of the Black movement in the wake of Dr. King’s assassination and
a time when Black artists like James Brown used words like “Say it loud, | am Black and | am proud;” Black Muslims spread
the news of Islam, and Black scholars (Hare, 1976; Staple, 1976; Stone, 1979) tried to change the negative image of being
Black to let us know that we were beautiful--our thick lips and hips, dark skin, and hair texture and all.

Ironically, my sister and | had this conversation nine months following her mental breakdown; she endured massive shock
treatments and received a diagnosis of paranoid schizophrenia. Yet, here we are now, fast forwarded 23 years past my
sister’s death, 40 years past the riots of the 60s, the assassinations of Dr. King, Malcolm X, and John and Robert Kennedy,
and the pain of integration and desegregation.

What | know to be true, having lived with nappy hair half a century, is that the words “nappy-headed hos” didn’t emanate
from, nor are they confined to, Don Imus, but rather a pervasive insidious mindset of “nappy hairness” that positions
African American women as inferior to White women and further subjects us to White society’s notion of beauty. As the
lyrics of the song say, “Making me look like a slave.”

To illustrate, a few months ago, | sat watching an episode of one of the reality makeover TV shows, where a little girl (with
African ancestry and dark skin) whose White mom contacted the show because her little girl had bad, unruly, hair and as a

result kids at school made cruel remarks about her hair. According to her mother, the little girl’s self-esteem had suffered,
and she felt ugly. The mom had tried everything to get her hair straight so that she would be “beautiful.”

The show spotlighted the child and her hair in all the adversely negative situations that she had endured. The hair and its
unruliness and ugliness were the focus of the entire show. The end result was they hired a hair designer who was able to
chemically straighten her hair and make it look beautiful. The show ended with a debut of her transformation into a
beautiful little girl with beautiful new straight hair. Miraculously, her new beautiful straight hair stopped the kids from
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teasing her and gave her a lot of new friends: Great show! Ratings through the roof!!

What a frightening message to African American girls whose hair is much like the little girl’s on the show. What an Imus-
like nappy-head-calling message from the subconscious of the American society to me as an African American woman; a
message praised and tolerated on national television. More insultingly, we are bombarded daily with similar messages from
all the media and through daily conversations. It happens in school cafeterias, in hallways, on school playgrounds and on
college campuses, yet no one has called for public schools and college campuses to be closed and teachers, administrators,
and college presidents to be fired.

In this regard, as a Black woman, you silence my voice and insult my intelligence by making me think that you are fighting
for my honor or changing my status in society with the simple act of firing Don Imus for using the other “N” word (perhaps
with Ho) or insisting that Rap and Hip Hop artists remove the words like Bitch, Ho, and the two “N” words from their songs.
Especially, when you insult us every day by, for example, relegating African American women to the bottom rung of the
economic ladder, letting our young sons die on the streets or get carted off to prisons and jails, or sitting by idly and
watching us become the fastest growing group of victims of HIV/AIDS, and we know that no one gets fired or called on the
carpet for these gross injustices. Yet, the real solution to saving our honor put forth from groups such as politicians,
educators, clergy, and scholars alike is to fire Imus for saying the other “N” word.

Hmm, what delicious irony, perhaps, poetic justice (or hypocrisy), of what it means to be a Black female in America. This
brings me to where | am now in 2007. | am 50 rather than 10, a mental health therapist, a counselor educator, and a
scholar who has written about Black women and feminism. Not only that, but | have a beautiful head full of naturally
coiled, dangling hair twists that | know is beautiful, and at the same time, | am not my hair. Yet, courtesy of all the
publicity regarding Don Imus’ "nappy-headed hos," | have daily reminders of being called the other “N” word.

My charge, put forth over 40 years ago from a person with paranoid schizophrenia, is to educate people about the other
“N” word. Unequivocally, as India Arie sings, | am not my hair. Now here is the educational part, maybe radical: you insult
my natural beauty, my scholarly intellect, and my damn sensibilities as an African American woman when you expect me to
thank you and pat you on the back for firing Don Imus.
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Encouraging Agitation: An African American Woman’s Response To Words That
Wound

by Jeanine Staples — May 23, 2007

This manuscript highlights the growing pervasiveness of racist and sexist language in public discourse and this language's
intersection with education for social justice generally and English/Language Arts classrooms specifically. It
contextualizes ways literacy educators can employ activities that highlight and criticize this language and advocates for
the facilitation of what is called an Agitator identity trait among students - one that encompasses critical consciousness
and socio-political action at the site of language inquiry. The manuscript is a call to action that suggests it is the
responsibility of all teachers of language and literacy to defy widespread, unchecked use of language that wounds,
rendering individuals, groups, and therefore, society, depreciated and filled with potentially killing rage.

INTRODUCTION

Hurtful words are frequently exerted in public discourse. Words that wound, characterizing individuals as inadequate and
therefore less valuable than those considered normal and favorable, are used to subjugate. Words like nappy headed hos,
bitches, dykes, kikes, and niggers come to mind. With a greater rate of recurrence, individuals who use these words openly
or privately and can be considered power brokers because of their access to broad communication arenas in the public
domain, wield the power of these words and wreak havoc on their listeners. Propagators of racist and sexist language incite
disorder and the deconstruction of humanity for several reasons. First, they disregard the insidious nature of wounding
words. This ignorance breeds delusions and contempt, which are the bedrocks of hate and violence. Secondly, they seem to
have little understanding of the vigor of words in general. Invocations of spoken words affect change. This is true because
they enact an interaction of intention and signification between and among speakers and listeners. Though it is possible to
lace this interaction with kindness and respect it is more commonly laden with misinformation and fears. Neither
acknowledgement nor denial can abstract this truth. Positionality also plays a role in the turmoil. The power brokers who
use wounding words often represent some faction of the centralized majority. As a result, their words arguably indicate
some undercurrent of viciousness in society at large. Missed opportunities to indict their usage incite complicity in
potentially wide-spread hate-mongering.

Consequences of spoken words should be of great interest to English and Language Arts educators in particular because
most students learn the impact of words and language under the tutelage of their teachers. Students’ language learning
yields another type of influence, one that can intercept aforementioned power brokers and their discord. Teaching
students concrete ways that words wound can inspire empathy and active participation in social justice work. It can
contribute to whole bodies of citizens reared in critical consciousness and able to counter word usage they understand as
detrimental to individuals and society. Discussions about language diversity then—while commonly associated with second
language acquisition and development—should also include attention to the multiplicity of meanings words convey and the
weight those meanings have in relationship to the perceived significance of human beings. The meanings of wounding
words and their negative impact on perceptions of human worth can be thought of as language adversity. Language
adversity occurs when words are used to inflict or provoke hardship. It is what happens when hurtful words, with their
barrage of meanings, are used to deduce people in ways that trivialize not only the individual, but also the group to which
they identify.

THE AGITATOR IDENTITY TRAIT

As an African American woman literacy teacher and researcher | have thought about ways to attend to instances of

language adversity in my classroom, particularly with regard to women. Based on years of work with “disengaged"1 African
American urban adolescent readers and writers both in and out of schools, | have found that several activities support
awareness of language adversity. Activities that can be thought of as native to English/Language Arts classrooms—
responsive discussions, free writing, round-robins, mapping, journaling and critical questioning—can all be used to couch
thought on word meaning and usage. One can read or listen to Don Imus and Mike McGuirk’s April 2007 comments about the
Rutgers University women’s basketball team and discuss the denotations of their words. One could read or listen to Snoop
Dogg’s “Break a Bitch Till | Die!” or “Can You Control Yo Hoe?” song lyrics highlight, and define each adverse word or
phrase. A teacher might also decide to read, discuss, and write responsively to radio-talk show host Michael Savage’s
derogatory comments about Diane Sawyer as a “lying whore” or Barbara Walters as a “double-talking slut.”

For an international perspective, one could engage and workshop excerpts from the October 2006 compilation report issued

by the United Nations. It is a composite of many studies of bride burnings, honor killings, female infanticide, sex
trafficking, mass rape as a weapon of war and other hideous forms of violence against women. Of course, the type of
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language that makes this type of sadism possible is also discussed in the document. Another approach involves drawing
students’ attention to current newspaper articles that highlight the problem of language adversity and facilitating
responsive discussions and journal writings about the phenomenon. A more specific example can be seen in the Rwandan
massacres of the 1990s. With regard to the ways politically and socially powerful individuals can “exploit the power of
social patterns” with language, Mark Buchanan (2007) of the New York Times writes that the word “subhuman” was used to
describe the Tutsi tribe in the months prior to the Rwandan genocide. The implication was that this word, among others
that wound, bore a direct correlation to compliance with hate mongering, war crimes, and a type of irrationally justified
acquiescence to participation in torture and murder.

While reading, writing and discussion activities offer points of entry to conversations about language adversity, they
frequently leave something to be desired. The kind of outrage and action that many English/Language Arts teachers long
for within our classroom communities are often missing. Their absence is due to the fact that, usually, students do not
know what to do with these words. Feeling shocked, uncomfortable, or even angry about them seems commonsensical.
Determining that something should be done in protest is reasonable. However, an understanding of what that “something”
is frequently remains underdeveloped and with it, the move to action. This is the case because English/Language Arts
activities that center language adversity need an accompanying attitude, one that bears a framework for movement. My
compounded identity has afforded me an attitude with this attribute. It is something | call the Agitator identity trait.

My Agitator identity developed while | was a teacher and doctoral candidate. It emerged in competition with an
antithetical attitude, one that shies away from appropriating and interrogating wounding words because of intimidation or
a wrongfully perceived helplessness. The complacent attitude is a consequence of the Koon identity trait. My reference to
kooning emerges from Spike Lee’s (2001) film Bamboozled. It is a satire of the African American presence in mass media. In
the movie, Lee indicts the status quo for its tendency to require a degree of buffoonery from Black actors and actresses.
He also indicts African Americans for their compliance with this expectation. Throughout the movie, Lee explores some
historic and contemporary power structures that maintain the tenuous relationships between African Americans and
European Americans. In addition, he portrays a series of common scenarios and language adversities African Americans face
in industry settings. These scenarios depict the daunting choice one must make between the role of Koon and Agitator in
relationship to language adversity and its social, political, and cultural consequences

A Koon is an individual who assists the perpetuation and standardization of a particular group as superior by forfeiting
active resistances to wounding words and images, assuaging inflated egos, accommodating self-centered attempts at
introspection, shunning self-reflexivity, and disregarding Afro-centric and other inclusive epistemologies and practices in
one’s personal, professional and academic lives. An Agitator is an individual who repels censorship of self and “others™” by
critically questioning wounding words, images and practices that are rendered valid by senses of superiority, twisted humor
or titillation. An Agitator openly and frequently indicts the White social and capitalist establishment and other domineering
structures in societies, political arenas and economies. This denunciation is accomplished by provoking critical
consciousness and advocating social justice work in one’s personal, professional and academic lives.

In the past, | used the word kooning to describe some of my behavior in graduate school and teacher preparation. | did so
because at times | enacted the former trait over the latter in order to move through the system of academia and
certification. | contend that all people of color (or otherwise marginalized individuals) who live or travel to any degree in
white, middle class, heterosexist, mono-linguistic, male-centered America, koon at some time or another. My work now
concentrates on processes that eliminate the kooning identity trait as it inevitably compromises intellectual work.2 It also
leads to a drastic, intergenerational erosion of character, loss of credible substances of being, and collusion in the
degradation of all people. | excise kooning by encouraging agitation in English/Language Arts education and the upset of
words that wound.

UPSETTING WORDS THAT WOUND

The Agitator identity trait moves individuals to act. Its presence supports the elimination of kooning and takes for granted
that one will do something to affront and eliminate wounding words and intercept their web of deleterious social effects.
Encouraging students to assume the role of Agitator assists thinking through English/Language Arts activities that begin to
counter the results of adverse words. Agitators upset words that wound by:

« Assuming new words to describe the meaning and implications of demeaning ones

- Placing oneself inside of controversial scenarios and commentaries, making words personal, more effecting, and
fueling empathy

- Generating critical “why” questions that explicate the insinuations of words and their impact on individuals and
groups

- Drawing attention to the social, historical and political impetuses of depreciating words

« “Outing” the delusions and contempt that fester as a result of wounding words
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CHAPTER 7

Privilege, Power,
Difference, and Us

o do something about the trouble around difference, we

have to talk about it, but most of the time we don't, because
it feels too risky. This is true for just about everyone, but espe-
cially for members of privileged categories, for whites, for men,
and for heterosexuals. As Paul Kivel writes, for example, “Rarely
do we whites sit back and listen to people of color without inter-
rupting, without being defensive, without trying to regain atten-
tion to ourselves, without criticizing or judging,”!

The discomfort, defensiveness, and fear come in part from
not knowing how to talk about privilege without feeling vulnera-
ble to anger and blame. They will continue until we find a way to
reduce the risk of talking about privilege. The key to reducing
the risk lies in understanding what makes talking about privilege
seem so risky. I don’t mean that risk is an illusion. There is no
Way to do this work without the possibility that people will feel
uncomfortable or frightened or threatened. But the risk isn't
nearly as big as it seems, for like the proverbial (and mythical)
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human fear of the strange and unfamiliar, the problem begins

with how people think about things and who they are in relation
to them.

INDIVIDUALISM: OR, THE MYTH THAT
EVERYTHING IS SOMEBODY’S FAULT

We live in a society that €ncourages us to think that the social
world begins and ends with individuals. It’s as if an organization
Or a society is just a collection of people, and everything that
happens in it begins with what they each think, feel, and intend.
If you understand People, the reasoning goes, then you also
understand social life, It’s an appealing way to think, because
it's grounded in our experience as individuals, which is what we
know best. But it's also misleading, because it boxes us into a
narrow and distorted view of reality. In other words, it isn’t true,

If we use individualism to explain sexism, for example, it's
hard to avoid the idea that sexism exists simply because men are
sexist—men have sexist feelings, beliefs, needs, and motivations
that lead them to behave in sexist ways. If sexism produces evil

consequences, it’s because men are evil, hostile, and malevolent |
toward women. In short, everything bad in the world is seen as
somebody’s fault, which is why talk about privilege so often

turns into a game of hot potato.

Individualistic thinking keeps us stuck in the trouble by {
making it almost impossible to talk seriously about it. It encour- {#
ages women, for example, to blame and distrust men. It sets 3
men up to feel personally attacked if anyone mentions gender §
issues, and to define those issues as a “women's problem.” It also
€ncourages men who don’t think or behave in overtly sexist |
ways—the ones most likely to become part of the solution—to
conclude that sexism has nothing to do with them, that it’s just 1§
a problem for “bad” men. The result s a kind of paralysis: peo-
Ple cither talk about sexism in the most superficial, unthreaten-
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ing, trivializing, and even stupid way (“The Battle of the Sexes,”
Men Are from Mars, Women Are from Venus), or they don’t talk
aboutit at all.?

Breaking the paralysis begins with realizing that the social
world consists of a lot more than individuals, We are always par-
ticipating in something larger than ourselves—what sociologists
call social systems—and Systems are more than collections of
people. A university, for example, is a social system, and people
participate in it. But the people aren’t the university and the
university isn't the people. This means that to understand what
happens in it, we have to look at both the university and how
individual people participate in it. If patterns of racism exist in a
society, for example, the reason is never Just a matter of white
people’s personalities, feelings, or intentions. We also have to
understand how they participate in particular kinds of social sys-
tems, how this participation shapes their behavior, and what
consequences it produces.

INDIVIDUALS, SYSTEMS,
AND PATHS OF LEAST RESISTANCE

To sce the difference between a system and the people who par-
ticipate in it, consider a game like Monopoly. I used to play
Monopoly, but I don’t anymore because I don’t like the way I
behave when I do. Like everyone else, as a Monopoly player I
try to take everything from the other players—all their money,
all their property—which then forces them out of the game.
The point of the game is to ruin everyone else and be the only
one left in the end. When you win, you feel good, because
you're supposed to feel good. Except that one day I realized that
I felt good about winning—about taking everything from every-
one else—even when I played with my children, who were pretty
young at the time. But there didn’t seem to be much point to
playing without trying to win, because winning is what the game
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is about. Why land on-a property and not buy it, or own a prop-
erty and not improve it, or have other players land on your
property and not collect the rent? So I stopped playing.

And it worked, because the fact is that I don'’t behave in
such greedy ways when I'm not playing Monopoly, even though
it’s still me, Allan, in either case. So what's all this greedy behay-
ior about? Do we behave in greedy ways simply because we are
greedy? In a sense, the answer is yes in that greed is part of the
human repertoire of possible motivations, Jjust like compassion,
altruism, or fear. But how, then, do I explain the absence of
such behavior when I'm not playing Monopoly? Clearly, the
answer has to include both me as an individual human being
who's capable of making all kinds of choices and something
about the social situation in which I make those choices. It's not
one or the other; it's both in relation to each other.

If we think of Monopoly as a social system—as “something
larger than ourselves that we participate in"—then we can see
how people and systems come together in a dynamic relation-
ship that produces the patterns of social life, including prob-
lems around difference and privilege. People are indisputably
the ones who make social systems happen. If no one plays
Monopoly, it’s just a box full of stuff with writing inside the
cover. When people open it up and identify themselves as play-
ers, however, Monopoly starts to happen. This makes people very
important, but we shouldn’t confuse that with Monopoly itself.

We aren’t Monopoly and Monopoly isn’t us. I can describe the
game and how it works without saying anything about the per-
sonal characteristics of all the people who play it or might play it.

People make Monopoly happen, but sow? How do we know
what to do? How do we choose from the millions of things that,
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 ame also shapes how we happen as people—what we think and

“ feel and do. This doesn’t mean that systems control us in a rigid

’~.ﬂ and predictable way. Instead, systems load the odds in certain
0 directons by offering what I call “paths of least resistance” for us

5 ;._: 1o folluw.

# In every social situation, we have an almost limitless number

~ of choices we might make. Sitting in a movie theater, for exam-

. ple, we could go to sleep, sing, eat dinner, undress, dance, take

~ sations, dribble a basketball up and down the aisles—these are

'just a handful of the millions of behaviors people are capable of.
1 Al of these possible paths vary in how much resistance we run
. into if we try to follow. them. We discover this as soon as we
L choose paths we're not supposed to. Jump up and start singing,

for example, and you'll quickly feel how much resistance the
management and the rest of the audience offer up to discour-

; age you from going any further. By comparison, the path of

least resistance is far more appealing, which is why it's the one
we’re most likely to choose.

The odds are loaded toward a path of least resistance in sev-
eral ways. We often choose a path because it’s the only one we
sec. When I get on an elevator, for example, I turn and face
front along with everyone else. It rarely occurs to me to do it
another way, such as facing the rear. If I did, I'd soon feel how
some paths have more resistance than others,

I once tested this idea by walking to the rear of an elevator
and standing with my back toward the door. As the seconds
ticked by, I could feel people looking at me, wondering what I
was up to, and actually wanting me to turn around. I wasn't say-
ing anything or doing anything to anyone. I was only standing

there minding my own business. But that wasn’t all that I was
doing, for I was also violating a social norm that makes facing
the door a path of least resistance. The path is there all the
time—it's built in to riding the elevator as a social situation—but

J i as human beings, we could do at any given moment? The answer
is the other half of the dynamic relation between individuals
and systems. As we sit around the table, we make Monopoly hap-
| pen from one minute to the next. But our participation in the
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the path wasn’t clear yntil I stepped onto a different one anq
felt the greater resistance rise up around it.

Similar dynamics operate around issues of difference and
privilege. In many corporations, for example, the only way to
get promoted is to have a mentor or sponsor pick you out as a
promising person and bring you along by teaching you what
you need to know and acting as an advocate who opens doors
and creates opportunities. In a society that separates and privi-
leges people by gender and race, there aren’t many opportuni-
ties to get comfortable with people across lines of difference.
This means that senior managers will feel drawn to employees
who resemble them, which usually means those who are white,
straight, and male.

Managers who are white and/or male probably won't real-
ize they’re following a path of least resistance that shapes their
choice until they're asked to mentor an African American
woman or someone else they don’t resemble. The greater resis-
tance toward the path of mentoring across difference may result
from something as subtle as feeling “uncomfortable” in the
other person’s presence. But that’s all it takes to make the rela-
tionship ineffective or to ensure that it never happens in the
first place.® And as each manager follows the system'’s path to
mentor and support those who most resemble them, the pat-
terns of white dominance and male dominance in the system as
a whole are perpetuated, regardless of what people consciously
feel or intend.

In other cases, people know alternative paths exist, but they
stick to the path of least resistance anyway, because they're
afraid of what will happen if they don't. Resistance can take
many forms, ranging from mild disapproval to being fired from
a job, beaten up, run out of town, imprisoned, tortured, or
killed. When managers are told to lay off large numbers of
workers, for example, they may hate the assignment and feel a
huge amount of distress. But the path of least resistance is to do
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. what they're told, because the alternative may be for them to
lose their own jobs. To make it less unpleasant, they may use
“euphemisms like “downsizing” and “outplacement” to soften

the painful reality of people losing their jobs. (Note in this
example how the path of least resistance isn't necessarily an easy
path to follow.)

~In similar ways, a man may feel uncomfortable when he
hears a friend tell a sexist joke, and feel compelled to object in
some way. But the path of least resistance in that situation is to

it go along and avoid the risk of being ostracized or ridiculed for
¥ challenging his friend and making Aim feel uncomfortable. The
HE path of least resistance is to smile or laugh or just remain silent.

What we experience as social life happens through a com-

plex dynamic between all kinds of systems—families, schools,
& workplaces, communities, entire societies—and the choices

people make as they participate in them and help make them
happen. How we experience the world and ourselves, our sense
of other people, and the ongoing reality of the systems them-
selves all arise, take shape, and happen through this dynamic. In
this way, social life produces a variety of consequences, includ-
ing privilege and oppression. To understand that and what we
can do to change it, we have to see how systems are organized in
ways that encourage people to follow paths of least resistance.
The existence of those paths and.the choice we make to follow
them are keys to what creates and perpetuates all the forms that
privilege and oppression can take in people’s lives.

WHAT IT MEANS TO BE INVOLVED IN
PRIVILEGE AND OPPRESSION

Individuals and systems are connected to each other through a
dynamic relationship. If we use this relationship as a model for
thinking about the world and ourselves, it's easier to bring prob-
lems like racism, sexism, and heterosexism out into the open
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and talk about them. In particular, it's easier to see the proh-
lems in relation to us, and to see ourselves in relation to them
. If we think the world is just made up of individuals, then a.
wl.utc woman who's told she’s *involved” in racism is going to
think you're telling her she’s a racist person who harbors ill wil)
toward people of color. She’s using an individualistic model of
the world that limits her to interpreting words like racist as per-
sonal characteristics, personality flaws. Individualism divides the
wox"ld up into different kinds of People—good people and bad
racists a‘nd nonracists, “good guys” and sexist pigs. It encouragc;
us to think of racism, sexism, and heterosexism as diseases that
infect people and make them sick. And so we look for a “cure”
that will turn diseased, flawed individuals into healthy, “gdod"
Zr;es,' Or at least isolate them so that they can't mfect’ others.
t_hc(iirlic ‘:,: v:r; t cure them, then we can at least try to control
. But what about everyone else? How do we see them in rela-
thl‘l to the trouble around difference? What about the vast
majority of whites, for example, who tell survey interviewers that
they aren't racist and don’t hate or even dislike people of color?
Qr what about the majority of men who say they favor an Equal
R{gl?m Amendment to the U.S. Constitution? From an individu-
al'uuc perspective, if you aren’t consciously or openly preju-
dnf:ed or hurtful, then you aren't part of the problem. You
might show disapproval of “bad” people and even uy to. hel
out the people who are hurt by them. Beyond that, however, thl:
trouble doesn’t have anything to do with you so far as you’can
see. If your feelings and thoughts and outward behavior are
good, then you are good, and that’s all that matters.
Unfortunately, that isn’t all that matters. There's more
because patterns of oppression and privilege arc rooted in sys:
tems that we all participate in and make happen. Those pat-
terns are built into paths of least resistance that people feel
drawn to follow every day, regardless of whether they think
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& boutwhere they lead or the consequences they produce. When

male professors take more seriously students who look like

2 themseives, for example, they don't have to be self-consciously
W8 scxst iu order to help perpetuate patterns of gender privilege.
= They don't have to be bad people in order to play a “game” that
@8 produces oppressive consequences. It's the same as when peo-

ple play Monopoly—it always ends with someone winning and
Bl cveryone else losing, because that's how the game is set up to work as
£ 4 system. The only way to change the outcome is to change how
i #l we see and play the game and, eventually, the system itself and its
: paths of least resistance. If we have a vision of what we want

social life to look like, we have to create paths that lead in that

. direction,

Of course there are people in the world who have hatred in
their hearts—such as neo-Nazi skinheads who make a sport of
harassing and killing blacks or homosexuals—and it's impor-
tant not to minimize the damage they do. Paradoxically, how-
ever, even though they cause a lot of trouble, they aren't the key
to understanding privilege or to doing something about it. They
are participating in something larger than themselves that,
among other things, steers them toward certain targets for their
rage. It's no accident that their hatred is rarely directed at privi-
leged groups, but instead those who are culturally devalued and
excluded. Hate-crime perpetrators may have personality disor-
ders that bend them toward victimizing someone, but their choice
of whom to victimize isn't part of a mental illness. That’s some-
thing they have to learn, and culture is everyone’s most power-
ful teacher. In choosing their targets, they follow paths of least
resistance built into a society that everyone participates in, that
everyone makes happen, regardless of how they feel or what

they intend.

So if I notice that someone plays Monopoly in a ruthless
way, it's a mistake to explain that simply in terms of their per-
sonality. I also have to ask how a system like Monopoly rewards
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ruthless behavior more than other games we might play. I have
to ask how it creates conditions that make such behavior appear
to be the path of least resistance, normal and unremarkable.
And since I'm playing the game, too, I'm one of the people who
make it happen as a system, and its paths must affect me, too.
My first reaction might be to deny that I follow that path,

I'm not a ruthless person or anything close to it. But this misses
the key difference between systems and the people who parti-
cipate in them: We don’t have to be ruthless peoplz in order to
support or follow paths of least resistance that lead to behavior
with ruthless consequences. After all, we're all trying to win,
because that’s the point of the game. However gentle and kind I
am as I take your money when you land on my Boardwalk with
its four houses, take it I will and gladly, too. “Thank you,” I say in
my most sincerely unruthless tone, or even “Sorry,” as I drive
you out of the game by taking your last dollar and your mort-
gaged properties. Me, ruthless? Not at all. I'm just playing the

game the way it's supposed to be played. And even if I don't try
hard to win, the mere fact that I play the game SUppoOrts its exis-

tence and makes it possible, especially if I remain silent about
the consequences it produces. Just my going along makes the
game appear normal and acceptable, which reinforces the paths
of least resistance for everyone else.

This is how most systems work and how most people partici-
pate in them. It's also how systems of privilege work. Good peo-
ple with good intentions make systems happen that produce all
kinds of injustice and suffering for people in culturally devalued
and excluded groups. Most of the time, people don’t even know
the paths are there in the first place, and this is why it’s impor-
tant to raise awareness that everyone is always following them in
one way or another. If you weren't following a path of least resis-
tance, you'd certainly know it, because you'd be on an alter-
native path with greater resistance that would make itself felt.
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In other words, if you're not going along with the system, it

¢'won't be long before peopie notice and let you know it. All you

! have to do is show up for work wearing “inappropriate” clothes

- to see how quickly resistance can form around alternanve pads,

@  The trouble around difference is so pervasive, so long:
@ standing, so huge in its consequences for so many millions of
1 people that it can’t be written off as the misguided doings of a
@ small minority of people with personality problems. The people
- who get labeled as bigots, misogynists, or homophobes are all
i following racist, sexist, heterosexist paths of least resistance that
. are built into the entire society.

, In a way, “bad people” are like ruthless Monopoly players
who are doing just what the game calls for even if their “style” is
a bit extreme. Such extremists may be the ones who grab the
headlines, but they don't have enough power to create and sus-
tain trouble of this magnitude. The trouble appears in the daily
workings of every workplace, every school and university, every
government agency, every community. It involves every major
kind of social system, and since systems don't exist without the
involvement of people, there’s no way to escape being involved
in the trouble that comes out of them. If we participate in sys-
tems the trouble comes out of, and if those systems exist only
through our participation, then this is enough to involve us in
the trouble itself.

Reminders of this reality are everywhere. I see it, for exam-
ple, every time I look at the label in a piece of clothing. I just
went upstairs to my closet and noted where each of my shirts
was made. Although each carries a U.S. brand name, only three
were made here; the rest were made in the Philippines, Thai-
land, Mexico, Taiwan, Macao, Singapore, or Hong Kong. And
although each cost me twenty to forty dollars, it's a good bet
that the people who actually made them—primarily women—
were paid ‘pennies for their labor performed under terrible
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conditions that can sometimes be so extreme as to resemble
slavery.

The only reason people exploit workers in such horrible
ways is to make money in a capitalist system. To judge from the
contents of my closet, that clearly includes my money. By itself,
that fact doesn’t make me a bad person, because I certainly
don't intend that people suffer for the sake of my wardrobe. But
it does mean that I'm involved in their suffering because I par-
ticipate in a system that produces that suffering. As someone
who helps make the system happen, however, I can also be a
part of the solution.

But isn't the difference I could make a tiny one? The ques-
tion makes me think of the devastating floods of 1993 along the
Mississippi and Missouri rivers. The news was full of powerful
images of people from all walks of life working feverishly side by
side to build dikes to hold back the raging waters that threat-
ened their communities. Together, they filled and placed thou-
sands of sandbags. When the waters receded, much had been
lost, but a great deal had been saved as well, I wonder how it felt
to be one of those people. I imagine they were proud of their
effort and experienced a satisfying sense of solidarity with the
people they'd worked with. The sandbags each individual per-
sonally contributed were the tiniest fraction of the total, but
each felt part of the group effort and was proud to identify with
the consequences it produced. They didn’t have to make a big
or even measurable difference to feel involved.

It works that way with the good things that come out of peo-
ple pulling together in all the systems that make up social life. It
also works that way with the bad things, with each sandbag
adding to the problem instead of the solution. To perpetuate
privilege and oppression, we don’t even have to do anything
consciously to support it. Just our silence is crucial for ensuring
its future, for the simple fact is that no system of social oppres-
sion can continue to exist without most people choosing to
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* eman silent about it. If most whites spoke out about racism; if
| most men talked about sexism; if most heterosexuals came out
B8 of their closet of silence and stood opert ily aganst heerosexism,
B8 i would be a critical first step toward revolutionary change. But
the vast majority of "good” people are silent on these issues, and
& s easy for others to read their silence as support.

. As long as we participate in social systems, we don’t get to
= house whether to be involved in the conscquences they pro-
& duce, We're involved simply through the fact that we're here. As
such, we can only choose how to be involved, whether to be just
part of the problem or also to be part of the solution. That’s
B where our power lies, and also our responsibility.
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In similar ways, men can tell themselves that women l:ﬁ'h'o :as);
they're sexually harassed are hypersen?itivc, or t:ad n: fl:-si:t »
being where they were, or sent mixed signals, or askeh d(:e o
one way or another. If a woman faulls1 to brde:k rtll;::usgmﬁ IfgShe

iling, men can say she doesn’t have stuff.
:llowsghersclf to be openly cmotional.h mexilf i;r: f;xf:te : (:l;:tn :
¢ hasn't reached the heights; : 1
:;;tommnn sh’ng. they can criticize :er t;:ir n;;yb;u:g x;::::lge
h, too much like a man. If she’s ?n dly,
:z:gw be approached sexually; if she isn tfriendliys tl;liy ?:
say she’s stuck up, cold, a bitch even, and dcservef what s : gfo;
Or lesbians and gay men may be told .thcy re ‘uﬁnigdm
trouble” by “flaunting” their sexual orie.mtanon by, saz; tobeing
hands in public—in other words, by being a open 'ahtu g
gay or lesbian as heterosexuals are about bemg. strafxgbla.med "
The result of such thinking is that oPprcmc.m is " thowj
the people who suffer most from it, V.lhllc privﬂeie ;nAnd mf’
who benefit remain invisible and relatively untouched.

the hook.

CALL IT SOMETHING ELSE

A more subtle way to deny oppres.sion and privilege uft;e:;g!;
them something cise, thereby creating the appem:am:e bc: -
in touch with reality without having to c'lo something a} bc:; a’
Gender inequality, for example, is often desc.rlal d 2. 08
charming “battle of the sexes,” or as an anthropologxc ;i e %
ity based on the idea that males and females f:?me : or?ﬂ;Ljs 2
ent cultures, if not different planets. Deborah Tannen L_L b.h:m 2
her popular books on gender and language that the gdlii Tﬁ.
primarily one of communication and misunderstanding. 11t

] . . .e'::dE" _.t :
two genders come from essentially different cultures, she writ EF%! &

and they get into trouble because they don’t know how o 1nieE
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pret each other’s talk. In fact, however, they grow up in the
same culture. They live in the same families, attend the same
schools, watch television and movies together, and play in the
same neighborhoods and schoolyards.

And while gender differences in styles of talk do exist, they
are more significant than the differences between, say, Japanese
and U.S. styles of talk. The differences serve a purpose. They
eénsure male privilege and keep women in an inferior posi-
tion. They reflect the male-dominated, male-centered, male-
identified nature of society. Every time a man interrupts a
woman, for example, and she defers by becoming silent, a pat-
tern of male dominance and male centeredness is acted out
once again, one of the endless tiny events through which socia]
systems and gender privilege happen. There's nothing cute or
charming about it, but acting as if there were is a way to avoid
looking at what's really going on.

Avoiding the trouble by calling it something else is most

other groups do not. Most whites don’t particularly need people
of color, for example, but relationships across gender lines
are the backbone of most people’s lives. This is especially true
for heterosexuals, but no matter what your sexual orientation,
everyone has parents and most have siblings or friendships that
are cross-gender. So how do we live in such close quarters with-
out confronting the reality—and the discomfort—of the trou-
ble around gender? Patriarchal culture provides the answer: to
see the world through a thick ideology of gender, a rich collec-
tion of images and ideas that mask the reality of gender inequal-
ity by turning it into something else in our minds,

Men find ways to make jokes, for example, about every
aspect of gender inequality, from violence against women to sex-
uality to who gets stuck with cleaning the house or changing the
diapers, They laugh about it in ways that would be unthinkable
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Ri-o 8

if the subject were race or anti-Semitism. This isn't because;
gender oppression is less serious than other forms. In manyﬁ
ways just the opposite is true. Instead, it is because gender' -
inequality runs so deep in our lives and has such serious conse-" 1
quences that men go to even greater lengths to make it appear -
normal and so avoid seeing it for what it is.

IT'S BETTER THIS WAY

The combination of denial and calling oppression and privilege*
something else often results in the claim that everyone actually’ -
prefers things the way they are. I often hear whites, for example,f‘f“
say with great confidence that blacks would rather live among:
other blacks, reflecting a supposedly natural human tendencyif i
to choose the company of “your own kind.” In fact, however,{?}; i
research shows clearly that most blacks would prefer to live in'-
integrated neighborhoods. If anyone wants to live “with their |

own kind," it is whites. It is whites who enforce the extreme level: g :& I
{r

of residential segregation found in the United States and the '«

devastating consequences that result. ' 5

ics: blacks and other people of color don't live among whites
because they can't afford to. But in fact, it is racism, not income,
occupation, or education, that stands in the way of integrated

b
living for most people of color, especially those in the middle‘?éu;",;
class.* % &

ik 4

S

o A A

g
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The thick ideology around gender privilege includes all 4
kinds of claims that the status quo is best. Patriarchal culture, i
for example, is full of messages that women prefer strong men gﬂ .'
who dominate them and make all the “big” decisions: When a &

woman says no to sex, she at least means maybe and probably L
means yes; women “ask” for all kinds of trouble, especially
what's otherwise known as rape, sexual harassment, and being

beaten by domestic partners; male superiority is a natural ar- |

i
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rangement dictated by genes and other biological imperatives;
men are naturally breadwinners, and women are naturally best
suited to having bread won for them and tending to children
and keeping the house clean. It doesn’t matter how much evi-
dence is weighed against such notions. It doesn’t matter how
often women complain about male control or how often they
insist that no means no. It doesn’t matter that women have
been major “breadwinners” for virtually all of human history
and that staying home and being supported by men is a histori-
cal anomaly that doesn't apply to the vast majority of people in
the world and never has.

The truth doesn’t matter, however, because ideology isn’t
about truth or accuracy. Rather, its purpose is to get privileged
people off the hook and preserve the status quo. It supports the
all too human tendency to soothe yourself into thinking there's
nothing unpleasant or challenging here to deal with, and cer-
tainly nothing to do with you. And when someone dares to chal-
lenge that comforting reality, it's easy to confuse the bearer of
bad news with the bad news itself. When blacks call attention to
the divisions caused by race privilege, for example, they're often
accused of creating those divisions, as if racism isn't a problem
unless you talk about it. Talking about privilege rather than priv-
ilege itself gets defined as the problem.

Being part of the solution to a trouble that already divides
us begins with coming together around the simple truth that
we're all in trouble and that pretending we aren't is a key to
what keeps us apart.

IT DOESN'T COUNT
IF YOU DON'T MEAN IT

Because our culture encourages us to use an individual-guilt
model to explain just about everything that goes wrong, it's easy
to confuse intentions with consequences. In other words, if

143



124  Thapter 9

something bad happens, someone’s conscious bad intentions
must be behind it. A corollary is that if your intentions are good,
then nothing bad can happen from them.

As we saw earlier, for example, racism is usually defined as
a bad attitude toward people of color, as malicious intentions
buttressed by negative cultural stereotypes. When whites are
confronted with matters of race, they usually react as if the issue
isn’t patterns of inequality and unnecessary suffering, but their
own personal feelings and views about race and the question of
their individual guilt or innocence. They respond as if the chal-
lenge is to get themselves off the hook by showing themselves to
be pure on the subject of race. They seem to think that if they
don’t mean it, then it didn’t happen, as if their conscious intent
is the only thing that connects them to the consequences of
what they do or don't do.

“I didn’t mean it” stops conversation before people can get
to the reality that it doesn’t matter whether they meant it
or not. The consequence remains just the same. Take the case
of a white female professor who calls on only whites in class.
Since she has no conscious animosity toward people of color,
she doesn't see herself as having anything to do with the con-
tinuing pattern of racial inequality that results from the choices
she makes as she does her job. In other words, she doesn't
see herself as part of the problem or, therefore, as part of the
solution.

Or a man makes repeated sexual comments to a female col-
league. When she gets angry and tells him to stop, he gets
defensive. He says it was only a joke, or that he just finds her
attractive and meant no harm by it. What he doesn’t do is
acknowledge that regardless of the intentions he’s aware of, he
has done her harm, and she’s likely to be left to deal with it on
her own. He acts as though a lack of conscious intent means a
lack of effect, as if saying it was only a joke or only being aware
of it as a joke is enough to make it just a joke.
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Sometimes this insight can take us into unexpected places
when we apply it to the mundane details of everyday life. A
while ago, for example, there was a heated exchange in an
Internet discussion over what seems at first glance to be a trivial
topic: whether men should open doors for women. A middle-
aged man at a talk I gave recently expressed his frustration and
concern about whether to open doors for women. “The rules
are changing,” he said. ‘I always thought it was the polite thing

. to do, but now women get mad at me sometimes,”

The online discussion began when a woman pointed out

. that she didn’t like it when men rushed ahead or, worse, jock-
- eyed with other men for the honor of opening a door for her to

pass through without having to open it herself.
“I remember,” she wrote, “when I first realized how stupid 1

. felt sitting in a car while a man scurried around to open the
- door for me.” She objected to this “door-opening ceremony”
.~ because “it seemed to do more for men than it did for women.”

She explained that it puts men in a position of control and inde-
pendence (men can open doors for themselves) and leaves her
waiting helplessly for men do what she could do for herself,
Like all rituals, opening doors is symbolic, and it conveys a cul-
tural message: Men are active, capable, and independent, while
women are passive, incapable, and dependent—yet another way
to keep men in control.

The men roared back in a defensive chorus. “We aren't #ry-
ing to dominate anyone,” wrote one. “We're just being polite.”

“But,” another woman objected, “there’s more going on
than the men admit.” She pointed out that if this ritual were just
performed out of politeness, women would also feel obliged to
open doors for men, since being polite is something that runs
both ways. Politeness, of course, can go in just one direction, as
when subordinates defer to superiors.
“Well, maybe that’s what door opening is,” a man shot back.

"Men are like servants waiting on women.”
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“But,” came the swift reply, “if that were so, why is it so hard
to get men to help us when we really need it? Why are we always
stuck with the scut work at home and at work?”

It went on this way for quite a while, women objecting to
consequences they didn’t like and men defending against con-
scious intentions they didn’t feel they had. The key to getting
unstuck, I think, is to realize that consequences matter whether
or not they're matched by intentions. “The road to hel),” as the
old saying goes, “is paved with good intentions.” When men
defend opening doors for women as just being polite, they
assume it can’t mean something they don't know about.

But what things mean isn’t a private matter, because mean-
ing comes from culture. Men can think they're just being nice
guys, but that doesn’t mean rushing ahead to open that door
won't have social consequences beyond what they're aware of.
In a patriarchal society, there’s a good chance that the forms
people follow—including being “polite”—are also patriarchal.
In short, both sides of the argument can be right: Men may not
consciously intend to put women down, and what men do often
does put women down.

It's also worth noting that I didn’t get the sense that the
women in this conversation were trying to get the men to con-
fess to some dark, malevolent motives. They weren't trying to
make them feel bad about themselves or even apologize. What
they were arguing for was for men to be conscious of what they
were doing, to see how such patterns can produce bad conse-
quences, and to do something to stop it.

Toward that end, it is generally useful to ask ourselves what
we mean whenever we say, “I didn’t mean it,” because on some
level, it's reasonable to assume that we mean everything we do
and say. At a retirement party for a black manager, for example,
awhite colleague arranged a slide show that included pictures of
black people happily eating watermelon. Blacks in the audience
were shocked and angered, and when someone confronted the
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j©- white man later on, his reaction was, “I'm not racist. I didn't
L mean anythmgby it”
*In effect, “I didn’t mean it” often comes close to “I didn’t
= say it” or “I didn’t do it,” which of course isn’t true. What, then,
I ' do the words signify? Most of the time, the real message is this:
~ “I did it; I said it; but I didn't think about it.” In many social sit-
uations, that kind of response clearly won’t work. If I steal some-
. one's car, the judge is unlikely to go easy on me if I say, ‘I didn’t
= mean anything by it; I just wanted the car and I didn’t think
%= much about it at the time,” or “I didn’t consider whether the
owner would mind," or “Getting arrested didn’t cross my mind.”
The judge would probably say, “You should have thought about
©  all those things.” In other words, I'm held responsible to act
with an ongoing awareness of the consequences of what I do
= and don'tdo.
But privilege works against such awareness in all kinds of
£ social situations. The manager should have been mindful of
racial patterns in mentoring and promotion. The white col-
& league should have thought about the cultural message behind
. demeaning stereotypes that associate blacks with watermelon.
The man who sexually harassed should have been aware of what
it's like to be a woman on the receiving end of such behavior.
But they weren't, and such patterns are the norm, not the
exception. Why?

If we use an individualistic mode! of the world, the answer is
that people are callous or uncaring or prejudiced or too busy
to bother with paying attention to their actions—especially if
they're white or heterosexual or male. Sometimes, of course,
this is true, but more often the larger truth is that the luxury of
obliviousness makes a lack of conscious intent a path of least
resistance that's easy to follow without knowing it. The sense of
entitlement and superiority that underlies most forms of privi-
lege runs so deep and is so entrenched that people don'’t have
to think about it in order to act from it. They can always say they
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didn’t mean it and, in a real sense, they're telling the truth.
That’s why “I didn’t mean it” can be so disarming and such an
effective way to defend privilege. They weren’t thinking; they
weren't mindful; they weren'’t aware—all the things that go into
“meaning it.” But this is precisely the problem with privilege
and the damage that it does.

I'M ONE OF THE GOOD ONES

One way to acknowledge the problem of privilege and oppres-
sion and get off the hook at the same time is to make use of an
illusion we looked at earlier: that bad things happen in social
life simply because of bad people. Since I can make a good case
that I'm not a bad person, then the trouble couldn’t have any-
thing to do with me.

“Racism still exists,” I can say, “and it's a shame there are still
bigots around like the Klan and the skinheads and neo-Nazis.”
Or “Unfortunately, some men still haven't gotten used to women
in the workplace.” Or “People who haven’t worked through
their homophobia make life difficult for gays and lesbians,”

“And,” I can hasten to add, if only to myself, “I don't belong
to the Klan, I don't see color, I like women, and I have no ‘prob-
lem’ with gays and lesbians as far as I know.”

Having set myself up as a good person with good intentions,
I can feel disapproval or even compassion for all those bad,
flawed, or sick people who supposedly make trouble happen all
by themselves in spite of people like me. And I can sympathize
with people who suffer as a result. But the issue of just where I
am in all of this drops out of sight. Apparently I'm on the out-
side looking in as a concerned observer. I might even have
moments when I count myself as a victim, since I feel bad when-
ever I think about it.

But the truth is that my silence, my inaction, and especially
my passive acceptance of the everyday privilege that goes along
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with group membership are all it takes to make me just as much
a part of the problem as any member of the Klan.
It's a point that’s easy to miss, because we want people to see

" and judge us as individuals, not as members of a social cate-

gory.® But when we insist on that, we're being naive if not some-

| what false, for the fact is that we do want people to treat us as
=l members of social categories whenever it works to our advan-

tage. When I go into a store, for example, I want to be waited on
right away and treated with respect even though the clerks don’t
know a thing about me as an individual. I want them to accept
my check or credit card and not treat me with suspicion and dis-
trust. But all they know about me is the categories they think
I belong to—a customer of a certain race, age, gender, and
class—and all the things they think they know about people who
belong to those categories. I want that to be enough. I don't
want to have to prove over and over again that I'm someone
who deserves to be trusted and taken seriously. I want them to
assume all that, and the only way they can do that is to perceive
me as belonging to the “right” social categories.

This is simply how social life works. By itself, it's not a prob-
lem. What many people resist seeing, however, is that on the
other side of that same social process are all the people who get
put into the “wrong” categories and ignored or followed around
or treated with suspicion and disrespect regardless of who they
are as individuals.

I can't have it both ways. If I'm going to welcome the way
social categories work to my advantage, I also have to consider
that when those same categories are used against others
through no fault of their own, it then becomes my business
because through that process ] am being privileged at their
expense.

In 1990, ABC News aired as a segment of Prime Time a docu-
mentary called True Colors that powerfully illustrates this dy-
namic. It focused on two men who were quite similar in every
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observable characteristic except race: one was black and one
was white, The crew used hidden cameras and microphones to
record what happened in various situations: applying for a job,
accidentally locking yourself out of your car, trying to rent an
apartment, shopping for shoes, buying a car, and so on. Over
and over again the two men were treated differently. In one
instance, the white man wandered into a shoe store in a shop-
ping mall. He was barely across the threshold when the white
clerk approached him with a smile and an outstretched hand.
He looked at some shoes, and then went on his way. Minutes
later his black partner entered the store and from the outset
was utterly ignored by the clerk, who stood only a few feet away.
Nothing the black man did seemed to make a difference. He
picked up and looked at shoes, he walked up and down the dis-
play aisles, he gazed thoughtfully at a particular style. After what
seemed an eternity, he left.

When I show True Colors in my race class and at diversity
training sessions, I ask whites if they identify with anyone in the
video. Invariably they say no, because they don't see themselves
in the black man's predicament or in the racist behavior of the
whites. Somehow, the white partner who is on the receiving end
of preferential treatment is invisible to them, and if I don’t men-
tion him, he rarely comes up. In other words, they don'’t say,
“Yes, I see myself in the white guy receiving the benefits of white
privilege.”

The effect of this obliviousness is for them to become invisi-
ble as white people in everyday situations and unaware of how
privilege happens to them, especially in relation to other whites.
They don’t see themselves as being involved in situations where
privilege comes into play. They don't see, for example, that sim-
ply being white puts them in a particular relationship with
someone like the shoe store clerk (whom they readily identify as
“racist”), or how this relationship results in the way black custo-
mers are treated and how they are treated as whites.
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The invisibility of whiteness illustrates how privilege can

blind those who receive it to what's going on. As Ruth Franken-

" berg writes about a white woman she interviewed, “Beth was
i much more sharply aware of racial oppression shaping Black
& experience than of race privilege shaping her own life. Thus,
Beth could be alert to the realities of economic discrimination
i against Black communities while still conceptualizing her own
i+ life as racially neutral—nonracialized, nonpolitical.”®
o A common form of this is that women and racial minorities
jare often described as being treated unequally, but men and
: whites are not. This, however, is logically impossible. Unequal
45 simply means “not equal,” which describes both those who
| receive less than their fair share and those who receive more,
Bur there can’t be a short end of the stick without a long end,
_ because it’s the longness of the long end that makes the short
end short, To pretend otherwise makes privilege and those who
Ieceive jt invisible.
~ So long as we participate in a society that transforms differ-
fience into privilege, there is no neutral ground to stand on. If
;-I m in a meeting where men pay more attention to what I and
_other men say than to women, for example, I'm on the receiv-
. g end of privilege. My mere acceptance of that privilege.
3 hether conscious or not—is all that other men need from me
o order to perpetuate it. Other men need my compliance in
_:i.ord::.r for sexist privilege to work, even if my compliance is
~linconscious and passive. I know this because as soon as I put
- 1lore resistance around that path by speaking out and merely
 talling attention to it, I can feel the defensive response rise up
. "0 meetme. In this sense, I don't have to be consciously hostile
\\0ward women in order to play an integral role in maintaining

Hale privilege as a patern in this society.
In the same way, whites need the compliancé of other whites
% order for race privilege to work. If I look around my work-
lace and see no people of color, my silence on this issue sends
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the message to other whites that there is no issue. The shoe
clerk’s racist behavior depends on his being able to assume that
other whites don’t see a problem with preferential treatment for
whites. That's what makes this path of racial preference a path
of least resistance. And every white person either supports or
challenges that assumption in choosing which path to follow. It
is in the nature of social life that people continually look to one
another to confirm or deny what they experience as reality.
Given that, other people will interpret my going along with
them down this path as my acceptance of that path unless I do
something to make them think otherwise, Whether we know it
or not, when someone discriminates by treating me better sim-
ply because I'm white, we walk down a path of racial privilege
together.

There is no such thing as doing nothing. There is no such
thing as being neutral or uninvolved. At every moment, social
life involves each of us.

SICK AND TIRED

It’s not unusual for whites to comment on how sick and tired
they are of hearing about race. “It’s always in your face,” they
say. I ask how often is “always,” and what does “it” consist of?
They become a bit vague. “Oh, it’s in the news,” they say, “all
the time.”

“Every day?” I ask.

“Well, it seems like it,” they say.

“Every hour, every minute?”

“No, of course not,” they say, and I can tell they're starting
to get a little irritated with me. I realize they aren’t trying to
report an objective reality in the world. They’re describing the
feeling of being annoyed by something, put upon, When you're
annoyed by something, it can seem as though it’s everywhere, as
if there's no escaping it. When it comes to the problem of privi-

B
S it at all because it disturbs the luxury of obliviousness that
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lege and oppression, privileged groups don’t want to hear about

= comes with privilege. This means you don't have to bring it up

.;:_:- very much in order for them to feel put upon. “Always” turns

out to be somewhere between never and every minute. In real-
ity, “all the time” comes down to “enough to make me look at

what I don't want to look at, enough to make me uncomfort-
*  able.” And usually that doesn't take much.

A similar dynamic operates with most forms of privilege.
The middle and upper classes say they're sick and tired of hear-

. ing about welfare and poverty. Heterosexuals are sick and tired

of hearing about gay and lesbian issues. And it takes almost no
criticism at all in order for men to feel “bashed,” like it’s “open
season on men.” In fact, just saying “male privilege” or “patri-
archy” can start eyes rolling and evoke that exasperated sense of
“Here we go aguin.”

In fact, 99 percent of the time there is utter silence in this
society on the subject of gender privilege. In a system that privi-
leges maleness, the default is never to do anything that might
make men feel challenged or uncomfortable as men. In the
same way, because whiteness is privileged over color, the norm is
to never call attention to whiteness itself in ways that make white
people uncomfortable. It's expected, of course, to routinely
draw attention to male and white and heterosexual people, since
our society is centered on and identified with those groups. But
that differs from drawing attention to “male,” “heterosexual,” or
“white” as social categories that are problematic.

Another reason for the “sick and tired” complaint is that
life is hard for everyone. “Don't bring us your troubles,” privi-
leged groups say to the rest, “we’ve got troubles of our own.”
Many white men, for example, especially those who lack class
privilege, spend a lot of time worrying about losing their jobs.
So why should they have to listen to women or people of color
talk about their problems with work, especially when the talk
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suggests that white men should be doing something more than
they already are? When Marian Wright Edelman, founder and
president of the Children’s Defense Fund, says that it’s “utterly
exhausting being Black in America,” many white people barely
miss a beat in responding that they’re tired, too.’

And of course, they are. They're exhausted from the pace
of life that a competitive capitalist society imposes on everyone,
and it's hard to hear about racism, sexism, and other forms of
oppression. But it's one thing to have to hear about such prob-
lems and another to have to live them every day. The quick
white defensiveness runs right past the fact that whatever it is
that exhausts white people, it isn't the fact of being white. It
may be exhausting to be a parent, or a worker, or a spouse, or a
student who works all day and studies all night, but it’s not
exhausting to be a white person or, for that matter, a heterosex-
ual or a man. :

By comparison, blacks, women, and homosexuals have to
do all the things that also exhaust whites, men, and heterosexu-
als, from raising families to carning a living to getting older. But
on top of that, they must also struggle with the accumulation of
fine grinding grit that oppression loads onto people’s lives sim-
ply because they're in the “wrong” social category.

“I'm sick and tired” is a defense. It allows privileged groups
to claim the protected status of victims, It reminds me of those
times when a person injures you in some way, and when you
confront them about it, they get angry at you because you've
made them feel guilty about what they did. “Look how bad
you've made me feel,” they say, as if you're supposed to apolo-
gize for bringing your injury to their attention. Children often
use this defense because they're so self-centered that the idea of
taking responsibility for what they've done doesn’t occur to
them. When confronted with their misbehavior they sulk and
glower and act hurt and put upon, as if someone has just laid a
heavy and undeserved weight on their shoulders.
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Privilege similarly encourages people to be self<centered
and unaccountable to others. It encourages whites and men
and other advantaged groups to behave as less than adults. It
makes avoiding responsibility for what they do and don't do a
path of least resistance. And yet, at the same time, these are the
groups in charge of social institutions. People in these groups
are the ones who occupy positions of responsible adult author-
ity. It's a combination guaranteed to keep the trouble going
unless the cycle of denial and defense is broken. The challenge
for whites and men and heterosexuals is to see how privilege
keeps them from growing up, how it diminishes everyone—
including them—and blocks their potential to be part of the
solution.

GETTING OFF THE HOOK
BY GETTING ON

If being on the hook for privilege and oppression means being
perpetually vulnerable to guilt and blame, then we shouldn’t be
surprised that people do whatever they can to get off it. But
according to my dictionary, on the hook also means being “com-
mitted,” “obliged,” and “involved.”

In this sense, being on the hook is one of those things that
distinguish adults from children—adults are and children
aren't. When I'm on the hook, I feel called to use my power and
authority as an adult to take responsibility, to act, to make things
happen. Being “involved” makes me part of something larger,
and I can't stand alone as an isolated individual. Being “obliged”
means more than just being burdened, for it also connects me
to people and makes me aware of how I affect them. And being
“committed” to something focuses my potential to make a dif-
ference and bonds me to those who feel the same way.

Off the hook, I'm like a piece of wood floating with the cur-
rent. On the hook, I have forward motion and a rudder to steer
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by. Off the hook, I live in illusion and denial, as if | can choose
whether to be involved in the life of our society and the conse-
quences it produces. But involvement is something that comes
with being alive in the world as a human being. On the hook is
where I can live fully in the world as it really is.

Trying to live off the hook puts members of privileged
groups inside a tight little circle that cuts them off from much of
what it means to be alive. They have to work to distance them-
selves from most of humanity, because they can’t get close to
other people without touching the trouble around privilege and
oppression. Men living off the hook distance and insulate them-
selves from women, whites from people of color, heterosexuals
from lesbians and gay men, the middle and upper classes from
the working and lower classes. And the more diverse and inter-
connected the world becomes, the harder it is to sustain the illu-
sion and the denial day after day, the more it takes to maintain
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CHAPTER 10

What Can We Do?

Becoming Part of the Solution

the distance and deny the connection. They become like the
person who loses the ability to feel pain, and bleeds to death
from a thousand tiny cuts that go unnoticed, untreated, and
unhealed.

Sooner or later, whites, heterosexuals, and men need to
embrace this hook they're on, not as some terrible affliction
or occasion for guilt and shame, but as a challenge and an op-
portunity. It's where they've been, where they are, and where
they're going.

he challenge we face is to change patterns of exclusion, re-
jection, privilege, harassment, discrimination, and violence
that are everywhere in this society and have existed for hun-
dreds (or, in the case of gender, thousands) of years. We have to
begin by thinking about the trouble and the challenge in new
and more productive ways as outlined in the preceding chapters.
Here is a summary of the tools we have to start with.
~ Large numbers of people have sat on the sidelines and seen
themselves as neither part of the problem nor the solution.
Beyond this shared trait, however, they are far from homoge-
neous, Everyone is aware of the whites, heterosexuals, and men
who intentionally act out in oppressive ways. But there is less

attention to the millions of people who know inequities exist
and want to be part of the solution. Their silence and invisibility
allow the trouble to continue. Removing what silences them
and stands in their way can tap an enormous potential of energy
for change.
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The Culture of Power

adapted from Uprooting Racism:
How White People Can Work for Racial Justice

by Paul Kivel

|F YOU ARE A WOMAN and you have ever walked into amen’s
meeting, or a person of color and have walked into awhite
organization, or a child who walked into the principal’ s office, or a
Jew or Muslim who entered a Christian space, then you know what
itisliketo walk into aculture of power that is not your own. Y ou
may feel insecure, unsafe, disrespected, unseen or marginalized.

Y ou know you have to tread carefully.

Whenever one group of people accumulates more power
than another group, the more powerful group creates an
environment that places its members at the cultural center and
other groups at the margins. People in the more powerful group
(the “in-group”) are accepted as the norm, so if you are in that
group it can be very hard for you to see the benefits you receive.
SincelI’'mmaleand | live in aculture in which men have more
social, political, and economic power than women, | often don’t
notice that women are treated differently than | am. I'minside a
male culture of power. | expect to be treated with respect, to be
listened to, and to have my opinions valued. | expect to be
welcomed. | expect to see people like me in positions of authority.
| expect to find books and newspapers that are written by people
like me, that reflect my perspective, and that show mein central
roles. | don’'t necessarily notice that the women around me are
treated less respectfully, ignored, or silenced; that they are not
visible in positions of authority nor welcomed in certain spaces;
and that they are charged more for a variety of goods and services
and are not always safe in situations where | feel perfectly
comfortable.

Remember when you wer e a young per son entering a space
that reflected an adult culture of power — a classroom, store,
or office where adultswerein charge? What let you know that
you wer e on adult turf, that adultswer e at the center of
power ?
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Some of the things | remember are that adults were in
control. They made the decisions. They might be considerate
enough to ask me what | thought, but they did not have to take my
concernsinto account. | could be dismissed at any time, so |
learned to be cautious. | could look around and see what was on
the walls, what music was being played, what topics were being
discussed, and most important, who made those decisions, and |
knew that this was an adult culture of power.

| felt | was under scrutiny. | had to change my behavior —
how | dressed (“pull up your pants’, “tuck in your shirt”), how |
spoke (“speak up”, “don’t mumble’), even my posture (“ Sit up,
don’t slouch”, “look mein the eye when I’ m talking to you™) — so
that | would be accepted and heard. | couldn’t be as smart as| was
or I’d be considered a smart aleck. | had to learn the adults' code,
talk about what they wanted to talk about, and find allies among
them — adults who would speak up for my needsin my absence.
Sometimes | had to cover up my family background and religion in
order to be less at risk from adult disapproval. And if there was any
disagreement or problem between an adult and myself, | had little
credibility. The adult’s word was almost always believed over
mine.

The effects on young people of an adult culture of power
are similar to the effects on people of color of awhite culture of
power or the effects on women of a male culture of power. As an
adult | rarely notice that I am surrounded by an adult culture of
power, which often puts young people and their cultures at a severe
disadvantage as they are judged, valued, and given credibility or
not by adults on adult terms. Similarly, as awhite person, when
I’m driving on the freeway | am unlikely to notice that people of
color are being pulled over based on skin color. Or when | amina
store | am unlikely to notice that people of color are being
followed, not being served as well, or being charged more for the
same items. | assume that everyone can vote as easily as| can and
that everyone' s vote counts. | am never asked where | am from
(and thiswould be true even if | had stepped off the boat
yesterday). In a society that proclaims equal opportunity | may not
even believe that other people are being paid less than | am for the
same work, or being turned away from jobs and housing because
of the color of their skin. When | am in public spaces, the music
played in the background, the art on the walls, the language
spoken, the layout of the space, the design of the buildings are all
things | might not even notice because, as awhite person, | am so
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comfortable with them. If | did notice them | would probably
consider them bland, culturally neutral items. Most of thetime |
am so much inside the white culture of power, itissoinvisible to
me, that | have to rely on people of color to point out to me what it
looks like, what it feels like, and what impact it has on them.

We can learn to notice the culture of power around us.
Recently | was giving atalk at alarge Midwestern university and
was shown to my room in the hotel run by the university’ s hotel
management department. When | had put my suitcase down and
hung up my clothes, | looked around the room. There were two
pictures on the wall. One was of a university baseball team from
many years ago — 22 white men wearing their team uniforms. The
other picture was of a science lab class— 14 students, 13 white
men and 1 white woman dressed in lab coats and working at |ab
benches. In total | had 35 white men and 1 white woman on the
walls of my room. “This clearly tells me who'sin charge at this
university,” | said to myself, and it would probably send an
unwelcoming, cautionary message to many people of color and
white women who stayed in that room that they could expect to be
excluded from the culture of power in thisinstitution. | mentioned
the composition of the pictures to the hotel management and
referred to it again in my talk the next day. A few yearsago |
would not have “seen” these pictures in terms of race and gender.
The pictures themselves, of course, are only symbolic. But as |
walked around the campus, talked with various officials, and heard
about the racial issues being dealt with, | could see that these
symbols were part of the construction of a culture of power from
which people of color and most white women were mostly
excluded. | have learned that noticing how the culture of power
works in any situation provides alot of information about who has
power and privilege, and who is vulnerable to discrimination and
exclusion, and this institution of higher education was no
exception.

The problem with a culture of power isthat it reinforces the
prevailing hierarchy. When we are inside a culture of power we
expect to have things our way, the way we are most comfortable
with. We may go through life complacent in our monoculturalism,
not even aware of the limits of our perspectives, the gapsin our
knowledge, the inadequacy of our understanding. We remain
unaware of the superior status and opportunities we have simply
because we' re white, or male, or able-bodied, or heterosexual. Of
course a culture of power also dramatically limits the ability of
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those on the margins to participate in an event, a situation, or an
organization. They are only able to participate on unfavorable
terms, at others' discretion, which puts them at a big disadvantage.
They often have to give up or hide much of who they are to
participate in the dominant culture. And if there are any problems
it becomes very easy to identify the people on the margins as the
source of those problems and blame or attack them rather than the
problem itself.

Every organization has work to do to become more
inclusive. | want to focus on some ways that groups often fail to
include members of our country’s most marginalized members—
those marginalized by economic status, physical ability, and
English language ability.

Often, when groups talk about diversity issues, they address
those issues of race, gender, and sexual orientation that are most
visible. Without an understanding of how class limits people's
ability to participate in organizations a group may end up with a
remarkably diverse group—of middle class participants. Those
who are homeless, poor, single parents, working two jobs, or
poorly educated (and many people fall into more than one of these
categories) are unable to attend meetings or events because they
cannot afford the time, the fees, the childcare, or the energy. When
they do make it they may feel unwelcome because they have not
been as able to participate previously, because they do not speak
the language (or the jargon) of the organizers, or because they are
unfamiliar or uncomfortable with the middle class values and
styles of the group.

People with disabilities can be similarly excluded when
meetings are held in rooms and buildings which are not accessible,
when signing is not provided, when accessible public
transportation is not available, or when the pace and organization
of the meeting does not allow them to participate.

People for whom English is not their primary language may
face comparable barriers to finding out about meetings, attending
events, becoming part of the leadership of an organization, or
simply participating as a member when interpretation is not
provided, when non-English media and communication networks
are not utilized, or, again, when the pace and style of the group
does not allow for the slower pace that a multi-lingual process calls
for.

| am Jewish in a Christian culture. | am often aware of
ways that the dominant culture of organizations | work with
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exclude me. When | get together with other Jewsin agroup | can
feel sorelieved that we are all Jewish that | can fail to notice ways
that parts of the Jewish community have been excluded. Because |
am in the culture of power in terms of disability | can overlook the
fact that we may all be Jews in the group, but we have scheduled a
meeting or event in a place that is not accessible. We may all be
Jewish, but we may have failed to do outreach into the Jewish
leshian, gay, bisexual, and transgender communities. Or because
we are predominantly middle class Jews during our discussions we
may be unaware of how we are excluding Jews who are poor or
working class.

We each have ways that we are in the culture of power (for
me, for example, as awhite male) and ways that we are
marginalized (for me as a Jew). Although we may be good at
recognizing how we have been excluded, we are probably less
adept at realizing how we exclude others because it is not as much
asurvival issue for us. We have to look to people from those
groups to provide leadership for us.

It isimportant that we learn to recognize the culture of
power in our organizations so that we can challenge the hierarchy
of power it represents and the confinement of some groups of
people to its margins. Use the previous paragraphs and the
guestions below to guide you in thinking about the culture of
power in your organization.

Assessing the culture of power

What does the culture of power look like in your organization? In
your office or area where you work? In your school or classroom?
In your living room or living space? In your congregation? Where
you shop for clothes? In agencies whose services you use?

The following questions can be used to identity cultures of
power based on gender, class, sexual orientation, religion, age,
race, language, physical ability, immigrant status, or education.

1. Who isin authority?

2. Who has credibility (whose words and ideas are listened to with
most attention and respect)?

3. Who istreated with full respect?

4. Whose experience is valued?

5. Whose voices are heard?

6. Who has access to or is given important information?
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7. Who talks most at meetings?

8. Whose ideas are given importance?

9. Who is assigned to or expected to take on background roles?
6. How is the space designed? Who has physical access?
7. What is on the walls?

8. What language(s) are used? Which are acceptable?

9. What music and food is available? Who providesit?
10. How much are different people paid? How are prices
determined?

11. Who cleans up?

12. Who decides?

Every person has the right to compl ete respect, equitable access,
and full participation. Anything less limits the effectiveness of an
organization by denying it the contributions—the experiences,
insights and creative input—of those individuals and groups
excluded or discriminated against.

Those inside the culture of power rarely notice it, while
those excluded are often acutely sensitive to how they and others
are being marginalized. Therefore leadership in efforts to eliminate
the culture of power need to come from those in excluded or
marginalized groups. Unless they are in leadership positions, with
sufficient respect, status, and authority, the organization’ s efforts
to change will be token, insufficient, and have limited
effectiveness.

Asthey become better at identifying patterns of exclusion,
people from within the culture of power can learn to take
leadership in identifying marginalizing practices so that the
organization doesn’t have to rely as much on people at the margins
to do thiswork for it. Although groups will always need to look to
the insights of people at the margins to completely identify how
systems of oppression are currently operating, there is an important
role for those inside the culture of power to take leadership as
aliesto those excluded. They can challenge the status quo and can
educate other “insiders’ who are resistant to change. It is precisely
because they have more credibility, status, and access that people
on the inside make good allies. They can do this best not by
speaking for or representing those marginalized, but by
challenging the status quo and opening up opportunities for others
to step forward and speak for themselves.

Every institution of higher education has a culture of
power. And each department, division, school, program, and office
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within it has its own subculture of power. These may not be
consistent or overlapping. The university may have an educated
white male administration while the women’s studies department
has a middle class white woman’ s culture of power which excludes
poor and working class white women and women of color of all
classes. To bein opposition to the prevailing culture of power does
not preclude us from creating subcultures of power that, in turn,
exclude others who are even more marginalized than we are.

We have aresponsibility, as people who have had accessto
educational opportunities, not to let the fact of our being on the
inside of a culture of power allow us to deny educational
opportunity to those who are on the outside. We need to fight for
equal opportunity and full access and inclusion not just for those
groups that we are a part of, but also for those groups we are not.
For most of us that means listening to those on the margins,
acknowledging our insider status compared to some other groups,
and acknowledging our access to power, our resources, and our
privileges. Then we can work with others to use our power,
resources, and privileges to open up the educational structuresto
those who continue to knock on the doors.

One of our goals should be to create organizations and
ingtitutions that embrace an internal culture of full inclusion and all
of whose members are trained to think critically about how the
culture of power operates. We each have aroleto play, we each
have much to contribute to creating such organizations and
pushing every group we are a part of to move from a culture of
power to a culture of inclusion.

2

Please send comments, feedback, resources, and suggestions for
distribution to pkivel @mindspring.com.

Further resources are available at www.paulkivel.com.
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A RABBIT ON THE SWIM TEAM

Once upon a time the animals decided they should do something meaningful to meet the problems
of the new world. So they organized a school

The adopted an activity curriculum or running, climbing, swimming and flying. To make it easier
to administer the curriculum, all the animals ook all the subjects.

The duck was excellent in swimming; in fact, better than his instructor. But he made only passing
grades in flying and was very poor in running. Since he was slow in running, he had to drop
swimming and stay after school to practice running. This caused his web feet to be badly worn, so
that he was only average in swimming. But average was quite acceptable, so nobody worried about
that - except the duck.

The rabbit started at the top of his class in running, but developed a nervous twitch in his leg
muscles because of so much make-up work in swimming.

The squirrel was excellent in climbing, but he encountered constant frustration in flying class
because his teacher made him start from the ground up instead of from the treetop down. He
developed "charlie horses" from overexertion, and so only got a C in climbing and A in running.

The eagle was a problem child and was severely disciplined for being a non-conformist. In climbing
classes he beat all the others to the top of the tree, but insisted on using his own way to gel there.

The obvious moral of the story is a simple one - each creature has its own set of capabilities in
which it will naturally excel - unless it is expected or forced to fill a mold that doesn’t fit. When
that happens, frustration, discouragement, a::d event guilt bring overall mediocrity of complete
defeat. A duck is a duck - and only a duck. It is built to swim, not to run or fly and certainly not
to climb. A squirrel is a squirrel - and only that. To move it out of its forte, climbing, and thén
expect it to swim or fly will drive a squirrel nuts. Eagles are beautiful creatures in the air, but not
in a foot race. The rabbit will win every time unless, of course, the eagle gets hungry.

Editorial note:

What is true of creatures in the forest is true of humans too. We are not all the same and we were
never intended to be. We have unique differences, abilities, variations and areas of difficulty.
Cultivate your own capabilities, your own style. When you do this, creativity and satisfaction will
flow. When you are forced to meet someone else’s expectations (beyond your capabilities),
frustration, mediocrity, phoniness and total defeat is pretty predictable.

Rabbits don’t fly, eagles don’t swim, and ducks look funny trying to climb. Remember - there’s
plenty of room in the forest for everyone.
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The Parable of Ups and Downs

What makes an up an up and a down a down is that an up can do
more to a down than a down can to an up. That's what keeps an up up
and a down down. The ups tend to talk to each other and study the
downs, asking the downs about what's up, or what's coming down for
that matter. The downs spend a lot of time taking the ups out to lunch,
to dinner, to explain their downness. The ups listen attentively, often in
amazement about the experiences of being a down. They contrast one
down's experience with another down's experience and at times don't
worry too much about what the downs experience and at times don't
worry too much about what the downs are up to because the downs
never get together. If they did, the ups would have to shape up.

After awhile, the downs weary of talking to the ups. They tire of
explaining and justifying their downness. They think, “If I have to explain
my downness one more time, I'll throw up.” And so they form a process
which they call “networking and support groups”. This act makes the
ups nervous. Three ups together is a board meeting; three downs, pre-
revolutionary activity. Some ups hire downs, dress them ups, send them
down to see what the downs are up to. We sometimes call this
“personnel and affirmative action”. This creates a serious problem for the
down who is dressed up with no sure place to go. That down doesn’t
know whether he or she is up or down. That's why downs in the middle
often burn out. '

Sometimes what the ups do to smarten up is to ask the downs to
come in to a program one at a time to explain their downness. The ups
call this “human relations training”. Of course the ups never have to
explain their upness, that's why they’re ups rather than downs.

There's good news and bad news in this parable. The good news is,
we're all both ups and downs. There’s no such thing as a perfect up or a
perfect down. The bad news is that when we’re up it often makes us
stupid. We call that “dumb-upness”. It's not because ups are not smart.
It’s that ups don’t have to pay attention to downs the way downs have to
pay attention to ups. Downs always have to figure out what ups are up
to. The only time ups worry about down is when downs get uppity, at
which time they're put down by the ups. The ups perception is that
downs are overly sensitive; they have an attitude problem. It is never
understood that ups are underly sensitive and have an attitude problem.

I used to think that when downs became ups they would carry over
their insight from their downness to their upness, Not so. Smart down -
dumb up.

- Bob Terry, University of MN
Reflective Leadership Program
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The Cold Within

Six humans trapped by happenstance in bleak and bitter cold;
Each had a stick of wood, or so the story’s told.

Their dying fire in need of logs, the first man held his back,
Four of the faces around the fire - he noticed one was black.

The next man looking cross the way, saw not one of his church,
And couldn’t bring himself to give the fire his stick of birch.

The third one sat in tattered clothes; he gave his coat a hitch.
Why should his log be put to use to warm the idle rich?

The rich man just sat back and thought of the wealth he had in store,
And how to keep what he had earned from the lazy shiftless poor.

The black man’s face bespoke revenge as the fire passed from sight,
For all he saw in his stick of wood was a chance to spite the white.

The last of this forlorn group did nothing except for gain,
Giving only to those who gave to him was how he played the game.

Their logs held tight in death’s still hands was proof of human sin,
They didn’t die from the cold without, they died from the cold within.

Author Unknown

161



HEART SURGERY

You are a member of an advisory committee of citizens whose purpose s to
make recommendations to a local hospital on organ transplants. You have
been called to an emergency mesting because there is oaly 1 heart currently
available and all of the following people are equally in need and equally
capable of receiving the heart. With only the information below, your
committee must decide who gets the heart and everyone on the commuttee
must agree with the decision. You have 10 minutes to decide. ,

PATIENTS:
1.  Sheis a famous brain surgeon at the height of her career, 31 years old

single, black, and has no children.

She is a gifted concert musician, 12 years old, and Japanese-American.

!\)

He is a public school teacher, 40 years old, white, and has two children
and a wife.

(U]

4. She is a high school student, 15 years old, white, unmarried, and
pregnant with her first child.

5. Heis a Roman Catholic priest 35 years old.

6.  She is a waitress, 17 years old, white, who dropped out of school to
work to help support her parents.

7. Sheis a scientist close to discovering a cure for AIDS, 38 years old,
Chinese-American, no children, and lesbian.
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BUILDING ON DIFFERENCES: Quotes To Remember Handout 8.2
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“No individual can live alone, no nation can live alone, and anyone who feels
that he can live alone is sleeping through a revolution. The world in which we
live is geographically one. The challenge that we face today is to make it one
in terms of brotherhood. We must all learn to live together as brothers, or we
will all perish together as fools.” Dr. Martin Luther King, Jr.

“The deliberate cultivation of the gift of putting yourself in another’s place is

the beginning of wisdom in human relations.”
' Arnold Bennert

“Never judge another man until you have walked a mile in his moccasins.”
North American Indian saying

“Whoever seeks to set one race against another seeks to enslave all races.”
Franklin D. Roosevelr

“A man bleeds, suffers, despairs not as an American or a Russian or a
Chinese, but in his innermost being as a member of a single human race.”
Adlai Stevenson

“Interdependence is and ought to be as much the ideal of man as
self-sufficiency.
Mahatma Gandhi

“Communication is not easy. It is one of the most difficult things we ever

accomplish. And the trouble is that it doesn’t stop demanding something of

us once we have broken through to the other - it requires constant effort. We

ought to bear in mind always the alternative to communication - death.

That's right. None of us is worth anything alone. We need other people.

They are extensions of us. When we decide it isn’t worth the trouble, we are

saying we are not worth it. Marriages die. Corporations die. Individuals die.”
John R. Killinger

“It is never too late to give up your prejudices.”
Henry David Thoreau
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BUILDING ON DIFFERENCES: Quotes To Remember
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“If we take people as they are, we make them worse. [f we treat them as if they
were what they ought to be, we help them to become what they are capable of
becoming.”

Goethe

The person next to me was created as a gift for me, and | as a gift for him (her).
All things exist in a relationship of love: each to each. But in order to find the
golden thread linking everything together, we must love.

Chiara Lubich

When unity with our neighbor becomes difficult, let us not break but bend... until
love works the miracle of one heart and one mind.
Chiara Lubich

Unlike many other peoples, Americans are not bound together by a common
religion or a common ethnicity. Our binding heritage is a democratic vision of
liberty, equality, and justice.

Kenneth T. Jackson

Men and women are not only themselves; they are also the region in which they
were born, the city, apartment or farm in which they learned to walk, the games
they played as children, the old wives' tales they overheard, the food they ate,
the schools they attended, the sports they followed, the poems they read, and
the God they believed in.

W. Somerset Maugham

He has a right to criticize who has a heart to help.

Abraham Lincoln
The world is my country. All mankind are my brethren.
Thomas Paine
Beware, as long as you live, of judging people by appearances.
La Fontaine

Until you have become really in actual fact, a brother to everyone, brotherhood
will not come to pass.
Fyodor Dostoyevsky

You must look into people as well as at them.
Lord Chesterfield

Handout 8.2
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Diversity

Instruments and Assessments

Valuing Diversity Self-Assessment—Worksheet

Rate yourself openly and honestly on a scale of 1 to 5 for each item.

Rarely Sometimes Always

1.

2,

w

10.

11.

12,

13.

14.

| understand the company’s diversity goals.

I regularly assess my strengths and weaknesses in the area of
diversity, and | consciously try to improve myself.

I’'m always asking questions. I'm curious about new things
and people.

. When | don’t understand what someone says, | ask for clarification.

. I’'m committed to respecting all co-workers, customers,

and vendors.

. I work willingly and cooperatively with people different from me.

. I recognize how bonding with my own group may exclude,

or be perceived as excluding others.

. | can communicate with and influence people who are different

from me in positive ways.

. I'm interested in the ideas of people who don’t think as | do,

and | respect their opinions even when | disagree.

Some of my friends are different from me in age, race,
background, eltc.

| recognize I’'m a product of my background; my way isn't
the only way.

I'm aware of my prejudices and consciously try to control my
assumptions about people.

I try to help others understand my differences.

I work to make sure that people who are different from me are
heard and are respected.
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8 « Instruments and Assessments Diversity

Valuing Diversity Self-Assessment—Worksheet (continued)

Rarely Sometimes Always

15. | help others succeed by sharing unwritten rules and showing
them how to function better. 1 2 3 4 5

16. | apologize when I've offended someone. 1 2 3 4 5

17. | resist the temptation to make another group the scapegoat

when something goes wrong. 1 2 3 4 5
18. | think of the impact of my comments and actions before

| speak or acl. 1 2 3 4 5
19. | refrain from repeating rumors that reinforce prejudice or bias. 1 2 3 4 5
20. | recognize and avoid using language that reinforces stereotypes. 1 2 3 4 5
21. linclude people different from me in informal networks and events. 1 2 3 4 5
22. | believe and convey that nontraditional employees are as skilled

and competent as others. 1 2 3 4 5
23. 1 get to know people as individuals who are different from me. 1 2 3 4 5
24. | turn over responsibility to people who are different from me as

often as | do to people who are like me. 1 2 3 4 5
25. | disregard physical characteristics when interacting with others

and when making decisions about competence or ability. 1 2 3 4 5

26. | avoid generalizing the behaviors or attitudes of one individual
to an entire group. 1 2 3 4 5
(c.g., “All men are . . .,” “All Jewish peaple are . . .,” elc.)

27. 1 say “I think thal’s inappropriate” when | think someone is making
a derogatory comment or joke. 1 2 3 4 5

28. | recognize that others may stereotype me, and | try to overcome
incorrect assumptions that they may make. 1 2 3 4 5

Total by column

Total score
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Diversity

Instruments and Assessments

Unaware
(0 to 39)

Traditional
(40 to 69)

Neutral
(70 to 99)

Change agent
(100 to 129)

Rebel
(130 to 140)

Valuing Diversity Self-Assessment—Scoring

Unaware Traditional Neutral Change Agent Rebel
0-39 40-69 70-99 100-129 130-140

l | | | |

I | I | 1

Unaware people don’t realize they exhibit biased behavior. They
may offend others without being aware of it. They may accept ste-
reotypes as facts. They may even unknowingly be committing ille-
gal acts. An unaware person’s scores can fall in any category
because an unaware person might answer “always” or “frequently”
when in reality he or she just does not comprehend biased behavior.
Because unaware people “don't know what they don’t know,” the
only accurate indicator is feedback from others.

Traditionals are aware of their prejudices, and that their behavior
may offend some people. Nevertheless, they continue with deroga-
tory jokes, comments, and actions and act as though laws and the
organization’s values don’t apply to them. If you fall in this cate-
gory, not only is it likely that your behavior is damaging workplace
productivity, but it could bring legal implications as well. People in
this category often usc bias in employment decisions and treatment
of co-workers—which is illegal. Look at the questions you marked
lowest. You might want to create goals which will help you break
these habits.

People in this category are aware of biases in themselves and oth-
ers. They are working to overcome their own prejudices, but are
reluctant to address inappropriate behavior by others. They avoid
risk by saying nothing, and this behavior is often perceived as
agreement. If you fall into this category, look at the questions that
you marked the lowest. You may want to create goals to improve
those areas. You can also work on ways to become more proactive
with regard to others’ biases.

These people are aware of biases in themselves and others, and
realize the negative impact of acting on those biases. They’re will-
ing to take action when they encounter inappropriate words, behav-
iors, or structures. They relate to people in a way that values
diversity. If you scored in this category, your greatest contribution
is to help others value diversity more fully.

Rebels are acutely aware of any behavior that seems to be preju-
diced. They may even go too far and become involved in reverse
discrimination. They have played an important part in helping non-
traditional employees, but they pay a price. They may get a reputa-
tion that causes people to discount their views. If your score falls in
this category, you may be a change agent but should also examine
whether you are coming across too strongly or overreacting. Ask-
ing other people for honest feedback may help.
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