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Abstract
The authors, male and female African-American faculty from differen t
academic disciplines at predominantly white institutions, share personal
reflections on theirexperiences teaching postsecondary graduate and profes
sional courses that focus on diversity and multicultural themes. This article
provides tools and strategies for improving the overall effectiveness for those
who teach diversity courses from a framework the authors havecodified asa
"3-C" perspective: context, characters, and curriculum.
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Multiculturalism has made a powerful entrance into various disciplines, including
medicine, education, counseling, and law (Banks 2004; Arredondo et al. 2005; Banks
and Banks 2007). As such, following the ideas of psychoanalytic , behavioral, and
humanistic movements, multiculturalism is considered the fourth force in counseling
and psychotherapy (Pederse n 1991, 1999; Hoffman 1993).
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Historically, multicultura lism can be traced to the black civil rights and feminist
movem ents and other social jus tice movements of 1960s in the United States and outside
(movements of non-Europ ean migrants in Anglophone countries). Regardless of its origin,
Pedersen (1991, 4) broad ly defined multiculturalism as "a wide range of multiple groups
without grading, comparing, or ranking them as better or worse than one another and
withou t denying the very distinct and complementary or eve n contradictory perspectives
that each group brings with it."

Since its emergence, academic programs have responded to the multicultural phenom
enon with major effor ts, such as add ing courses in cultural diversity, hiring more women
and faculty of colo r, admitting more students of color, and increasing awareness of
multicultural issues (0 'And rea and Daniels 1997). Ironically, administrators have begu n
to understan d that increase d numbers of people of color alone are not enough to crea te
a positi ve multicultural env ironment, but rather there is a need to crea te welcoming,
growth-oriented, and supportive campus environments cond ucive to academic success
(Valve rde 1998; Jackso n 2006). Although women faculty and faculty of color have made
significa nt gai ns, people of color in the academy continue to be underrep resented in
tenured position s and senior faculty positions. The y tend to be employed at four-year
colleges (Manzo 2000; Antonio 2002; Opp and Gosetti 2002; Perna 2003). In fact , the lack
of a critical mass of admi nistra tors and faculty of color hired and re tained in academe
is thought to hinder the retention and grad uation of students of colo r in predominantly
white institutions [PWIsl (Turn er and Myers 2000; Liang and Sedlacek 2003).

In terms of the retention of African-American faculty and other faculty of color, par
ticu larly challenging is teachin g and training students in PWIs to become multiculturally
compe tent; that is, prep aring future professionals and educators who have cri tical mul
ticultural competences and skills to work with diverse people. A lack of factual training
about whiteness, pri vilege, diverse groups, and social justice issues, in general , tends to
foster intense emotions amo ng white students when they are exposed to multicultural
training (such as anger, resistance, guilt, confusion, and self-doubt). Sad ly, by challenging
pri vilege or covering sensitive content dealing with race, class , gen de r, or sexua l orienta 
tion , women and faculty of color have paid a price professionally and personally wi th
defiant and resentful student reactions, attacks on their cred ibility, cha llenges to their
competency to teach, and even lower student evaluations.

Keep ing the or igin of multiculturalism in mind, a primary objec tive of th is article
relates to the experie nces of people of color- specifically, African America ns w ho
have had negat ive classroom experiences tha t im pacted faculty and students. Strictly
speaking, the goal is to cu ltivate an understanding of the pain and hurt resulting from
unhealthy human in teractions between students and facu lty of color from the lived
expe rie nces of Africa n-Ame rican faculty from various professional disciplines that
teach diversity.

Several of the scena rios that foll ow include an awareness of the insti tutional
micropolitics and ste reo types of people of color, as well as the developmental processes
that culturally encapsulated students tend to undergo over the course of the semester.
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(Students often change from being highly defensive and set in their ways, to being more
open-minded, with abilities to question and critically examine their own biases and
ignorance of differences.)

Underpinning our nontraditional approach to writing this article is the assumption
that storytelling is more than a recounting of events or one person telling something to
another. Rather, narratives offer a powerful way to get first-hand knowledge. They also
arise from a tradition grounded in African and African-American culture. Thus, in contrast
to traditional research, we intentionally present our stories intact and uncensored.

arratives are symbolic and often have hidden messages, such as parables wi th
morals or lessons to be learned. Similarly, in our narratives, there are subtle cultural mes
sages, universal truths, and the affirmation and validation of the experiences of African
American professors that will draw out head nods from black people and other peop le
of color. Further, we make no broad claims, but we invite the reader to make connec tions
between elements of our narratives and their own experiences.

The last and most important objective of this article is to provide, pe rhaps ambitiously,
a synthesis of authentic personal and literature-based experiences (i.e., theory and praxis)
of African-American faculty from the disciplines of counseling, law, higher education,
and educational psychology. The assumption is that adding our personal experiences will
provide more validation for African-American students taking courses on predominantly
white campuses and to African-American faculty teaching diversity and other courses.
They also should ring louder than merely describing approaches to teaching diversity. For
African-American faculty, this is more than just a teaching experience; it is an emotional
experience. In other words, in our experiences, when we step into the classroom to teach,
race enters with us.

The ultimate goal of this article is to provide strategies grounded in our pe rsonal
journeys as African-American faculty teaching in PWls. We hope these strategies will
assist other African-American faculty and faculty of color teaching courses in diversity
and multiculturalism to mitigate students' attacks and resistance, w hich is often found
to exist when faculty of color teach about these issues. Therefore, in ma ny ways, this
article is replacing one view wi th our view of a multicu ltural pedagogical approach for
teaching diversity courses.

Frameworks that Undergird Our Teaching Diversity
From a philosophical and theoretical design, as opposed to presenting techniques

and curriculum, our 3-C (i.e., context, characters, and curriculum) perspective models on
teaching are immersed in the basic tenets of Sue, Arredondo, and McDavis's (1992) mul
ticultural counseling competences and Baxter Magolda (2001) and Kegan 's (1982, 1994)
self-authorship and college student development research. The models also are consistent
with Walker 's (1993) feminist pedagogy; Helms's (1995)racial identity development model;
and Ivey, Ivey, and Simek-Morgan's (1993) cultural intentionality. We offer these frame
works as lenses to help the reader understand the complexity of teaching diversity and
multicultural courses to defensive and resistant students. We used the term multiculturalism
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to describe those courses that focus on ethnic and racial diversity, whereas diversity is the
broader term referring to those courses that focus not only on ethnic and racial diversi ty
but also on gende r, age, sexuality, socioeconomics, and so forth.

Cross-Cultural Competencies
For us, Sue, Arredondo, and McDavis's (1992) cross -cultu ral compe tencies provide

a promising framework for understanding students' and faculty's attitudes and beliefs,
knowl ed ge, and skills; awareness of their own cultural values, biases, and cultu rally diffe r
ent worldviews; and the ability to provid e culturally appropriate intervention stra teg ies.
This framework provid es a 3 X 3 matrix of awareness, knowledge, and skills.

For Sue, Arredondo, and McDavis (1992), the awareness level for training multicultur
ally skilled faculty requires developing an awareness that begins with the faculty member
and extends to the student-tha t is, culturally competent facul ty move from being culturally
unaware to being aware and sensitive to their own cultural herita ge; then, they progress
to val uin g and respecting differences and having an awareness of how their own cultural
backgrounds and experiences and at titu des, va lues, and biases affect their classroom
environment. At this point , faculty members are knowledgeable about their own cultural
heritages, as well as those of their students. Finally, at the skills level, faculty members need
the cultural and effective tools and skills to work with stu de nts from diverse backgrounds
so that stude nts also can effectively wo rk with cultural differences.

Self-Authorship
According to Baxter Magolda's (1992; 1998) framework for self-au thorship, college

students progress through aspects of knowing that include absol ute knowing, tran si
tional know ing, indepe nde nt knowing, an d con textual knowing (in three domains of
learning: cogn itive, affective, and behavioral) . Self-a uthorship is defined by Pizzolat o
(2006,32) as, "A relati vely enduring wa y of orien ting oneself toward provocative situ
ations that includes recognizing the con textual nature of knowled ge and balan cing this
understanding with one's own internally defi ned beliefs, goals, an d sense of self" (see
also Kegan 1994; Baxter Magolda 2001). Specifically, Baxter Magold a (1998, 143) defined
self-authorsh ip as, "the ability to collec t, interp ret, and analyze info rma tion and reflect
on one's own beliefs in order to form judg me nts."

Baxter Magolda (2001) introduced empirica l evide nce for self-au thorship as a way of
knowing orig inally described by Kegan (1994) that ign ited a new push for reform focuse d
on improvin g college student ou tcomes. In he r longitu d ina l study, self-au thored partici
pants used their internally defined sense of self and goa ls to d irect their decision making
and kn owled ge construction . The abil ity to assess competing ideas and to gene rate new
ideas, together with the development of a coherent, consistent sense of self, suppo rts the
development of reflection skills, problem-solving skills, and a coherent ide ntity in college
students (e.g., Astin 1984; Baxter Magolda 1992,2001).

Cultural Intentionality
Developing this self-authorship is consistent wi th what Ivey, Ivey,and Simek-Morgan

(1993) referred to as cultural intentionalitv, inco rporating diversity in thoughts, feelin gs,
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and behaviors. According to Ivey, Ivey, and Simek-Morgan , the person wh o acts with
intentionality is a fully func tioni ng person w ho has a sense of capa bility. This person can
generate alternative behaviors in a given situa tion and approach a problem from different
vantage points; generate the thoughts, wo rds, an d behaviors necessary to communicate
with a va riety of diverse groups an d individuals; and formulate plans, act on man y
possibilities exis ting in a culture, and reflect on these actions.

Further, according to Baxter Magolda (2004), self-autho rship is not jus t an ind ividua l
characteristic, but also a quality sha ped by the environment. Thus, perhaps the failure
to find many individuals who are fully self-au tho red and cul turally intentional is not a
failure in students, bu t a reflectio n of an educa tiona l sys tem that rewards a relian ce on
au thority and the quest for the right answer. If college stude nts were armed with cultu ral
intentiona lity and self-authorship and taught to cha llenge their assumptions, they would
be able to develop reflection , problem- solving, and decision-making skills; integra te their
identity development with their cognitive skills; and also develop multicul tural compe
tency skills that help them bett er prepare to cope with a pluralistic multicu ltural society
during and after college (see Baxter Magolda 2001).

Feminist Pedagogy
The following principles of research and praxis derived from Walker 's (1993) feminist

pedagogy also offer a significant promise in meeting the goa l of inclusive teaching:
1. adopting a critical perspective toward sources of knowledge about family life, thus

rejecting the illusion of objectivi ty and absolute tru th in the classroom, linking
individual and familial experiences to external, st ructural processes;

2. focusing on variations within groups as opposed to differences between gro ups;
3. attending to family conflicts, competition, and structural arrangements that increase

the likelihood that relationships an d family processes will be harmful; and
4. inco rporating within the syllabus or program outline the wo rk of those who have

been underrepresented. In a similar vein, cultu ral competence is inherently related
to multiple identities and contexts regardless of the disc ipline.

Similarly, the four voices in the following sections represent multiple perspectives
from mu ltiple curriculum traditions. The authors are also the par ticipants, each briefly
di scussing his or her points of departure for teaching a multicul turally oriented course
to majority stude nts. In each case, the destinations led to moments of professional and
even personal transcendence. In this series of accounts, we take no te of and try to exp lain
th is tra nscende nce and show how it is necessary for teaching diversity courses-just as
necessary, in fact, as a critical, multicultural perspective itself.

How Do You Know?-Marbley
Instead of one memorable encounter wi th students' stereo typic and racist attitudes,

there are many (both old and recent) that remain plastered all over my dignity. After being
a therapist for more than 20 years and serving on the other side of the academy in positions
such as dean of students, director of student counseling, and as an acade mic counse lor,
I returned to my home state to pursue a doctorat e at a PWI located in a sma ll sou thern
city that was 97 percent white. The ins titu tion was considered research intensive. The lack
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of diversity was especially challenging after living more than 20 yea rs in Chicago, in a
community area that was considered the most diverse in the Midwest.

As part of my duties as a graduate assistant, 1taught undergradua te and master 's level
counseling courses (e.g., on clinical approaches, diversity, and counseling techniques).1came
to academia prepared to teach, but I was not prepared for the nasty, subtle attacks on my self
hood. For example, I was in the midst of a lecture on racial and ethnic groups, talking about
labels and how important it was to allow different groups and individuals to self-ide ntify,
when a lovely, 55-ish, white woman with a sweet smile and soft voice raised her hand. With
a puzzled expression on her face and an innocent, unwavering voice, she presented me with
the question, "Do I call you nigge r, black, or what?" I was shocked! My heart stopped, my
mouth dropped, and I could not breathe for wha t seemed like an eternity, but in reality was
about two seconds. After regaining my breath, I exhaled and told her, 'When I left college,
we were referred to as blacks, and when I returned to college in 1994, we were called African
Americans. I prefer African American, but black would be okay."

A few years later, as a tenure-track African-American female professor in a PWI, this
type of little nasty assail conti nued with increased intensity, masquerading as resistance,
criticism, and constant attacks on and challenges to my cred ibility in the form of questions
and statements like, "How do you know that is tru e?," "That' s not what my supervisor
said," or "That' s not what Dr. Tom said." After years of scholarly wo rk in diversity train
ing, I accepted that this behavior would occur when 1was teaching diversity courses or
challenging a student's beliefs and value sys tems. Ironi cally, I received even more attacks
on my credibility from students when teaching other content courses from a diversity
perspective. To my professional chagrin, I was wri tten up and hauled to the principal's
(department chair 's ) office for sheer nonsense (a perfectly expected reaction from a stude nt
facing his or her biases).

As a result of these classroom experiences, it has become my professional and ethical
charge as a counselor educator and licensed professional counselor to increase students'
awareness and knowledge an d challenge their stereo typic beliefs, not only about people
of color, but also about other diverse gro ups such as people with disabilities; gay, lesbian,
bisexual, and transgende red; the elderly; and populations from a global perspective.
Teaching diversity courses reach es far beyond 3-C to wh at Ivey, Ivey, and Simek-Morgan
(1993) termed a "call to conscious ness," wha t feminists describe as the "personal is politi
cal," and what 1modestly refer to as "living the life you talk about." As a result, I have
developed a relational-eollabora tive-reciprocity (RCR) curriculum model as a tool to
promote diversity and social jus tice in teaching diversi ty counsel ing courses (context) to
graduate students and interns (cha racters).

RCR Model
In the RCR model, the Rstands for relational as an acknowledgment that teaching diver

sity is curvilinear. Therefore, in a pluralistic society, we have to foster healthy relationships
with our students, and they need to do the same wi th their clients and peers. The C refers
to the need to collaborate. The collaborativeeffort is an acknowledg me nt of the collectivism
in relationships, where the "primary focus is on group goals with a strong orientation
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toward interpersonal cooperation and in-group interdependence" (Lee and Kelly 1996/
254). The final R, reciprocity, is the giving back and not just taking from or exploiting the
people from whom we learn. I strongly believe that, morally and ethically, we ought to
be givers and not just takers, especially when it concerns those who allow us to en ter the
sacredness of their worlds.

Though I have developed this RCR model of teaching diversity and promoting social
justice, I have not found a way to make the situations less hurtful or harmful; the attacks
still hurt. As an African-American educator and dean once said in response to Graff's
book, Beyond the Culture Wars (1992), "It is one thing to debate and another thing to be
the subject of the debate. Being the subject of the debate changes and unevens the playing
field ." As long as racism exists in our society, the playing field is not level , and people of
color are the subject and not the verb or object.

Giving Them Something They Can Remember-Bonner
My motivation for teaching courses on diversity and multiculturalism stems from

what I perceive to be the lack or cursory trea tment of these topics during my own gra duate
school experiences. As I reflect on my days as both a master's and doctoral student, and
now as an associate professor, I see that the lessons I learned from bumping up against
obstacles and "stu bbing my toe" on adversities taught me how to navigate the academy
as an African-American male. Yet,what would have made my foray into academe during
the tumultuous and un certain times a bit more palatable, particularly when I questioned
my own sense of agency and identity, is the shared sense of being that comes from a
discourse community that has at least been exposed to and can somewhat empathize
with "your pain."

One of my most vivid experiences as a student of color occurred during a favorite
graduate scho ol class-History of American Higher Education. To my surprise, this
particular course fascinated me. I was never a history buff, so I had immediately chalked
up this course as one I would just have to suffer through in order to get to the other side
(i.e., to graduate). From the virtuosity of the professor, who not only wro te the book, bu t
also served as one of the major forerunners in the field of higher education history, to the
complex and interesting readings we com pleted for each class sess ion, I found tha t this
class quickly became one of my favorites .

Then, that fateful evening, it happened. During an engaging classroom discus 
sion about early egro education and the advent of the historically black colleges
and universities, a class member-a white, male student-raised his hand and sta ted,
"50/ if these institutions are so great, why don't they just go there." What had been an
ongoing lively and spirited classroom discussion quickly degenerated into an acerbic
back-and-forth sparring match. Before we were allowed to venture too much fur ther
into this conversational abyss, the professor stood up and said, "Well, let's just take
a break."

When the class resumed, there was no continued discussion, debate, or even men
tion of what had just previously occurred. An African-American student, and peer in the
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class, turned to me and said, "These white folks do n' t wa nt to know who we really are
and what we are really about-we are to only be seen and not heard ."

Co-Creators of Teaching and Learning
Although the context for me has changed, I now sta nd on the other side of the lectern;

the discussions around topics associated wi th diversity and multicu lturalism, in many
ways, have remained the same. As a faculty member who teaches courses in this area, it
is my goal to provide students with an opportunity to focus on their indivi dua l, as we ll
as their collective, learning, growth, and development. It is my goa l to ensure that they
are not just seen but also heard, and subsequently valued for who they are and what they
bring to the academy. Classroom is the first C, the context, in this prop osed 3-C model that
I attend to as an instructor. Creating classroom environments in which all stude nts have
the opportunity to participate and share their views and persp ectives is what I attempt to
promote.According to Bonner, Marbley, and Agnello (2004,253), "In breakin g the traditional
boundaries of teaching and learning, both academics and stude nts become co-crea tors of the
teaching and learning context. This process requires a transactional approach, a departure
from teacher-centered teaching and an ap proach toward stude nt-centered learning."

While all Cs in the proposed model in my view are interrela ted, I find some of the
closest ties among the characters (students) an d the curriculum. Any decision I make
regarding classroom content is in timately connected to the stude nts I instruct. Wh at I
want the students to appreciate and gain is a be tter unde rstand ing of self. Conseque ntly,
as a firs t approach in my diversity course, I require students to engage in an acti vity that
forces them to look at themselves as cultural beings (Banks and Banks 1993). Students
explore what thi s activity defines as their macro- as we ll as micro-cultural identities.
One of the mo st important outcomes of thi s activity is that all students begin to see
the congeries of cultures that constitute thei r bac kgrounds. Add itiona lly, students w ho
had not previously viewed themselves from a cultural pe rspective-typically w hite
students-are challenged to view th emselves d ifferently. It is the range of works I
use-from Bell Hooks, Beverly Dan iel Tatum, Paulo Friere, Sylvia Hurtad o, Der yl Wing
Sue , and William Tierney; to Peggy McIntosh, Jerome Bruner, Glori a Ladsen-Billings,
and Cornel West-to fill their three-ring binders and head s. Embracing di versity and
multiculturalism is not something one can solely experience temporally; in orde r for it
to matter, students must have something they can feel.

Welcome to My World- Ross
What was your first experience with racism? I posed this ques tion to my Race and Rac

ism class and a similar class called Jurisprudence at another law school where I previou sly
taught. However, with the Jurisprudence class, an interest ing phenomenon occur red when
discussing the racism question with my colleagues. The two white professors could easi ly
recall vivid memories of observing racis m and prejudice di rected toward a person of color,
whi le the professors of color, like me, had a different experience. Surprisingly, we could not
recall the first time we experienced racism-my whole life was full of racial incide nts.

I shared this and another incident that involved an interview for my first job as an
attorney with my Race and Racism class. I recalled sitting in the office of the managing
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a tto rney (an obese, cha in-smo king, white man ), answ er ing questions. Then, without
wa rn ing, he as ked, "Wend y, w ha t are yo u going to do whe n so meone calls you a nigger?"
I was taken aback. I could not believe this was happening to me. I was thinking, "This is
the 1990s. Why do I still have to d eal wi th this?This is su pposed to be a profession where
justice is bli nd an d color sho uld not make a difference." Somehow, I managed to pull
myself and my though ts together and responded, "Well, it wou ld n' t be the first time."

This s to ry is one of many that I share w ith my students to illustrate the many
ind igni ties that I have suffe red througho ut m y life and professional career. In fact , I found
myself using my personal expe rie nces as teaching tools to expose stud ents to racism.

Firstha nd expe rie nce catapu lted the di scussions on di ver sity and racism in my Race
and Racism law course. By exploring the historical foundation of race and the law in
America, th is course focuses on race and the law as a social microcosm. Students are
exposed to the d ichotomy of approaches that challenge contemporary race and th e law
issu es. Acco rd ing ly, I have framed my approach as the social mirroring bias and privilege
(SMBP) app roach w ith a social impetus of change compon ent.

5MBP
The 5M BP approach hinges on th e reality tha t law reflects societa l views (Martinez

1997). In effect, the law is used to reflect (or mirror) major ity perspectives, biases,
prejudices, ste reo typical ideas, and noti ons of privi lege (Davis, Johnson, and Martinez
2001) . The im pe tus of cha nge com pone nt advoca tes that th e law be used as a catalys t
for change. For exa mple, it can be used to right wrongs th at have historically been
overlooked. These exa mples can be seen in affirmat ive actio n, hate speech, and anti
d iscr im inat ion laws.

From the aforementioned 5MBP framework (curriculu m) and from the 3-C pe rspec
tive, students (the cha racters) are often challenged to face the root s of their own pe rsonal
biases (known and unknown), prejudices, and stereo types toward people from diverse
backgrounds. Stu d ents are forced to reckon with their newl y found self-aw areness. It is
only th rough cha llenging th eir privil ege and biases that stu dents' unconscious beliefs
and feelings are exposed (Wild man and Davis 1995). Throughout my years of teaching,
students on numerous occasions hav e revealed that they were unaware that they harbored
racist beliefs and atti tudes.

For students of colo r, sha ring their own experien ces of rac ism and discrimination
affo rds them an oppo rtu ni ty to vent, be validated, an d be vind icated . They have, on
countless occasions, come to me to express their gra titude and relie f for this type of forum
in their law school curricu lum.

Finally, to solidify all as pects of thi s model. stu dents are asked to demonstrate their
knowledge and understandi ng of th e ways social bias and privile ge play out in society
and law such as how we, as lawyers, are agents and, thus, the impe tus of change. One wa y
this is done is through the use of small-grou p d iscu ssion s w here students are assigned
topics to discuss. Ad di tiona lly, th rough the use of research paper s, students are given
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the opportunity to share their findings and entertain questions from the rest of the class.
This approach resu lts in students ed ucating themselves and one another on racism and
the way in which it affects people of color, as well as society as a whole. This approach to
contextualizing teaching diversity in law has required me to become comfortable teach
ing outside the box, challengi ng students' beliefs and attitudes, and allowing them to
choose their own ap proach while keeping them safe . In fact, this forum has allowed me
to sha re my experiences of racism, a glimpse of my world; and, as a result, my suffering
is no t in vain.

Her Eyes Were Wide as Headlights-Burley
Her eyes we re wide as headlights, and her face a ghostly white. She looked right

thro ug h me, gla ring d irectly at the African-American students filling the narrow, middle
schoo l hallways. She whispe red, "Dr. Burley, I'm going to be sick." Indeed, it was an old
building with yellowing and rusting lockers inside and slightly crumbling brick on the
outsid e. Also, that September da y in Texas the air sweltered, windless and thick. Even
the scent of the nearby stockyards was no match for the broken air conditioning and
the sweaty adol escent bodies pushing, running, cursing, laughing, and shouting in the
halls that afternoon. "Please," she said, "I've got to leave right now." She did leave. And
she never returned . She got special permission to complete her diversity requirement at
another school that was ove rw helmingly white. During one of our reflective discussion
sess ions, anothe r young, white wo man boldly blurted, "1don't know why you bring us
way over here. I'm never go ing to teach in a school like this."

This was my introduction to teaching School, Society, and Diversity to preservice
teachers at a predomina tely white, research-intensive university in the Southwest. We
met once a week in a pred ominately African-American middle school that seemed
to squat between two decaying govern ment housing projects . School here started at
8.00 a.m., bu t at 7:20 in the morning, the cafeteria wa s packed with students getting
break fast becau se 95 percent of the students were on free meals. As expected, pass rates
on the state exams we re low, but truancy was high. Often I saw assistant principals trying
to catch students escaping the school. I soon found myself doing the same thing, trying to
stop my near ly all white college students from slipping away from the school and faking
their observa tion rep ort s. I got sick too . "1 don't want these people teaching my kids," I
thought. So I escaped . It seemed like no one wanted to be at this school.

I ran to my favorite tool for understanding this world-research. As any good re
searcher should, I decided to examine the program. Was it the context? Was it the students?
Was it the curriculum? Was it me and, of course, was it my African-American heritage? I
interv iewed stude nts and colleagues. I read . I worried and lost sleep. I cursed and hated
my students an d my job. I stopped reading my student evaluations and advised others
teaching the course to do the same. Only after years of routinely changing the textbooks
and the curriculum did I find an approach that worked for me.

Inductive Learning
Inevitably in these courses, stud ents must con front their biases and racist tenden

cies. I could always coun t on pronouncements like , "1 believe everybody is the same,"
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or "You' re making me feel like I'm a racist, and I'm not. " I always struggled with a
meaningful rebuttal. I had students watch certain movies and read the right novels.
As I spoke, I waved Kozol 's Savage Inequalities (1991) around like a backwood s Baptist
preacher waving the ew Testame nt. othing wo rked until I challenged students to live
the life that they were talking about. I stopped preaching about multiculturalism , and I had
st udents in terview an older minority person, spend time with a minority ad olescent,
an d attend a religiou s eve nt wi th people w ho saw religion d ifferently than they d id.

Amazing ly, by saving the ideology, suppressin g the preaching, and focusin g on
ind uctive learn ing, I began to see students connectin g the dots. In a report on attending a
prayer service at a predominately African-American church, one future teacher said that
he had never been more scared of an ything in his life. He realized tha t, for the first time in
his life, he wa s in a room wh ere he was in the minority-something minority professors
experience daily. He wa s deeply embarrassed by his biases, taug ht to him by fami ly and
friends. Finally, I found my students leading me to ad mit my ow n fears an d biases. Was
it my own low expectations of my students tha t led to some of my problems? I began to
think like one of my students, who interviewed a Mexican American who, for yea rs, had
change d the oil in the stude nt's car. In broken English, this man told of his passionate love
of freedo m and America and his family' s battles, victories ove r racist law enforceme nt,
and bigo ted landl ord s. In two hours, the interview ee smashed every Latino stereotype
the student had. He concluded in his report that, "I can no longer pretend to know what
a student is thinking before hear ing his story-whether black, brown, green, or blue--or
even whi te." Like this student, I too am fore ver changed.

Resiliency-A ecessaru Sk ill Set Wh en Teaching Diversity
Though not a core des ign in our teaching , braid ing together our stories produces an

interesting and eme rgen t powerful theme of resilience-one made taut by bein g steeped
in resiliency and one that tra nscends what we typi cally call multiculturalism . This resil
iency is one featu re of a necessary skill set for the professor of color in a predominately
whi te teaching context. We believe that this skill set includes three major features: (a)
di sp ositions anchored in high self-efficacy (Sprad lin and Parson 2007); (b) protective
relationships that support self-efficacy and provide validation of perceptions; and (c)
external suppo rt sys tems, usually from ins titu tions in the Afr ican-Ame rican com munity
and other communities of color.

First, each of the authors was resilient because of high self-efficacy. ot only we re
they confide nt in their content knowledge and their abi lity to deliver this kno wled ge to
students, but they also exhibited high expectations for students. Though each African
American faculty membe r experienced critical harangu es from students- related in stories
about confro nta tions with students (and even colleag ues) that ended positively-each of
them validated, encouraged, and praised students' or colleagues' cultural intentiona lity;
that is, their willingness to examine other wo rldviews and points of view and the ability
to generate alternative behaviors.

Second, the cha rac ters of these professors have roots in reality. Despite all the self
efficacy in the wo rld, racist a ttacks hurt, as mentioned by Marbl ey. They can cause one to
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lose oneself in eternal battles that cannot be wo n. However, thi s group found colleagu es
who helped them to see the multicultural classroom context for what it was. The real
ity is that no amount of insisting that students learn the precepts of multiculturalism
will change overnight the reali ty of racial biases, stereo types, and racism existing in the
academy. The following scenario of reciprocity between two of these African-American
authors illustrates this point.

After exerting considerable effort in the develop ment of a multicultural course,
one author, as an African-American facu lty member, became nearl y despondent aft er
examining evaluations of ins truc tion. Stude nts accused her of suggesting that they
were racists; however, she earnestly had no recollections of even coming close to doing
this.

One of the authors, her colleague at that time, encouraged her to ignore the evaluations
and to trust herself and her teaching. She did, and she recogn ized that she had somehow
actually pricked a few consciences, an d they we re actively projecting their racism on to
her- a particularly effective defense mechan ism used by those unable to confront their
own issues. Recognizing the projection herself and receiving positive coaching from team 
mates allowed her to reclaim he r inner streng th. No t only did her evaluations improve,
but also she later learned tha t the low eva lua tions we re, in part, the result of a white
colleague's deliberate efforts to encourage her stude nts to submit less-than-favorable
evaluations. Eventually, to their credit, he r colleag ues (white and African American)
exposed this covertly aggressive person, and he left the university discredited , while the
African-American faculty member eme rged as a we ll-respected, award-winning recipi
en t and researcher.

Interestingly, a few years later, she had the opportu nity to return the favor in-kind. The
African-American male colleague found himse lf mired in draining administrative wars that
basically pi tted him against a powerfu l crony network in the college . Her advice was to
stee r clear of the mess and go back to wha t he loved best-teaching and scholarship-with
the goal of attaining full professorship. In both cases, th is suppo rtive relationship helped
the authors remember the values that made up self-efficacy, realize the ir own asse ts, and
see the reality of the situation and the value of supportive relationships.

The third feature of the resilient response of the autho rs is the use of community
organizations as touchstones. On e of the classic ways of dealing with the typ es of racism
presented here is simply to stay away, jus t as one wo uld respond to the narcissistic
personality. When that is impossible, crea ting clear boundar ies, limiting contact, and
surrounding oneself with hea lthier people is helpful (Ho tchkiss 2003). Something similar
can be said for dealing with context an d cha racters that cons titu te the multicultural cur
riculum. Places of wo rship, fra ternal organiza tions, and community organiza tions were
critical aspects of building these professors' resilien cy. These organizati ons tended to be
predominately African American and represented distance and relief from an academic
atmosphere that could be suffoca ting. The au thors went so far as to form a faculty
of-color support group, a black faculty and staff assoc iation, a support group for African
Ame rican students, and a 100 black wo men cha pter in the community. Often, the work
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of these groups took the authors into the local African-American community, where they
could provide support, tutoring, training, and advising. Being active in these organiza
tions required one to be positive and to think about others, even while working daily in
an unweicoming and sometimes hostile environment. As the y coached and encouraged
others, such as young African-American women, the y found themselves being coached.
These touchstone organiza tions presented them with emotional healing from the actual
classroom and workplace injuries and, most importantly, from the anger of dealing with
ene rgy-drai ning racism .

SYllt lzesizi ng Teaching Experiences across Disciplines
In each scenario, the authors reported success-either successful teaching or suc

cess fu l negotiation of the situa tion. All had to make sure that students were equipped
with the necessary knowledge and skills to work with diverse students and clients.
Students had to sharpen not only their knowledge and skills, but also their intercultura l
awareness and sensitivities so that they could better meet the needs of diverse students
and clients.

Further, in each scenario, they took risks as African-American professors, experienced
a threat of failure, and repeatedly confronted racism. When attacked by those demonstrat
ing racism and intolerance, each bounced back; and, despite the context being routinely
hostile, the y remained stead fast and resilient. For example, when the potential employer
tried to rattle Ross by use of the " " word, her response was instructive on multiple leve ls
for the potential employer. Most importantly, she moved forward from this experience
to success.

In the wo rds of poet Maya Angelou, "You ma y encounter many defeats, but you must
not be defeated. In fact, it ma y be necessary to encounter the defeats, so you can know
w ho you are, what you can rise from , how you can still come out of it" (in Barnes 1997,
10). This resiliency is not a necessary feature of multiculturalism, but rather a necessary
attribu te of professors of color.

In many wa ys, for these African-American authors, confronting a hostile major
ity environment is akin to having a relationsh ip wi th malignant narcissism; that is, an
exaggerated sense of grandiose self-importance. Sometimes, stude nts' relentlessness is
shameless, hurtful, and completely wi thout boundaries. They will de mand entitlements,
even while accusing affected minority groups of being unduly entitled.

Thi s is not necessarily a personal character issue, but one of cultural narcissism;
a self-abso rbed pathology innately entrenched in our American culture. For exam ple,
Burley remembered memorizing fact after fact about Am erican history that began with
the phrase, "The first white man to .. . land on U'S , soil, cross the Mississippi, traverse the
continenta l d ivid e," and the like. He recalls being thrown out of the classroom after ask
ing a white junior high history teacher, "What difference did the gu ys' race make?"

To him, th is not ion of bein g unique feeds mores like , "free, white, and 21" and
reinforces the idea that there is nothing better in society than being part of the majority. This
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type of cultural hegemony can explain much of the drive for new immigrants to ass imi late
and erase their own cul tural heritages. Therefo re, when a professor of color challenges
this culturally derived view of white privilege in the world, some stude nts resp ond wi th
disbelief and ange r. In the end, a faculty of colo r must be fully armored with dispositions
and skills that produce resiliency or, in more eve ryday terms, a very thick skin.

Theory to Practice to Teaching
Though not read ily obvious or directly articulated in this article, the basic tenets of

Sue, Arred ond o, and McDav is's (1992) multicultural counse ling compe tences ; Baxter
Magolda (2001) and Kegan's (1982, 1994) self-authorship and college stude nt develop
ment; Walker 's (1993) feminist ped agogy; Helms's (1995) racial identity development; an d
Ivey, Ivey, an d Sime k-Morgan's (1993) cultural intentionality are theoretically different
and often ove rlap. Nevertheless, collectively, they are the adhes ive for Marbl ey's RCR
model, Bonner 's co-creators of teaching and learning model, Ross's 5MBP model, and
Burley's inductive learn ing 3-C perspec tive mod el.

Teasing out the specific role each of these frameworks play in our teaching is beyond
the scope of this article . Yet collectively, the fra meworks are an integra l pa rt of each of
our teaching and provide excellent frameworks for cod ifying our expe riences as faculty
of color in PWls.

For our teaching, multicultural cou nseli ng com pe tences, self-authorship, an d college
student development; feminist pedagogy; racial id entity development; and cultura l
intentionality are theoretical templates that describe, expla in, and predict behaviors and
influence the wa y in wh ich we design and teach our courses. In essence, these theoreti
cal approaches not only sha pe the con tent of the courses, but also the complexity of our
behavior, philosop hy, teaching, well ness, resiliency to adversi ty (e.g., defensive and
resistant students and cold acade mic clima te), and our personal journeys as mu lticultural
educators and schola rs.

For example, Sue, Arredondo , and McDavis's (1992) core multicultural compe tencies
and standards have bee n adopted and endorsed in all our di sciplines (counse ling, higher
education, law, and cur riculum and ins truction) as the foundation for multicultural educa
tion and training multiculturally competent professionals. Cultural competency begin s
with awareness and knowledge of our and our students' cu ltures, as well as the skills
needed to wo rk with culturally diverse students .

People are not socia lized within a vacu um; thus, our training involves us acting wi th
cultural intentionali ty by actively developing an awareness in ourselves and our students
of how diversity issues such as race and ethnicity affect the way we all construct mean
ing in the class room and in the world. From a feminis t pedagogy perspective, class roo m
teaching is sys temic; that is, it links the stude nt's ind ividual, familial, and community
experiences to externa l, structu ral processes.

Being effective in classroom teac hing requires us to be knowled geable about and
mindful of how our level of racial identity develop ment and the levels of our students'
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development affect our teaching and our relationships. We empower ourselves and our
students.Similar to acting with cultural intentionality, we orient ourselves toward challeng
ing situations that include seeking new knowledge and at the same time understanding
our own internally defined beliefs, goals, and sense of self.

Conclusion
In an attempt to reframe our negative experiences, we uncovered the protective

factors; however, the protective factors we eliminated included the irresistible gravi
tational pull of the simple act of teaching multiculturalism. After all, there is no joy
in watching students wrestle with the realization that they might be racist, sexist, or
homophobic; nor is the classroom context the protective factor. On the contrary, for
us , these classrooms were cultural battlegrounds-battlegrounds in which students,
because we are people of color, may decide to launch a quiet insurgency by questioning
every sentence we utter; or battlegrounds where student evaluations have the power
to destroy our personhood, dignity, and self-esteem while lessening our chances for
promotion or tenure. Instead, we have not given up, succumbing to what Steele and
Aronson (1995) called stereotype threat, where group performance suffers because of
an internalized fear of being stereotyped. Rather, as evident in our teaching, we have
chosen to reframe our negative experiences in teaching diversity; we have persevered
and even thrived .

Having high self-efficacy, a focus on reality, plus resiliency equals real empowerment.
We believe that this empowerment is the start of a pedagogy for teaching college courses
on diversity and multiculturalism. It is important to note that this is not an empowerment
based on anyone in the majority group needing to do anything or give up something.
In fact, a core principle of teaching in the multicultural class is that white students, in
general, are unconscious of their white privilege.

This is nothing to lament; simply, it is a function of being part of the majority
culture. We have discovered that when the instructor in a diversity class realizes that
the course, at best, is merely a momentary lifting of the veil, then he or she can gain
great strength from the experience. Further, this empowerment is anything but passive;
rather, it is transformative. In one instance, one of the authors felt compelled to defend
herself to students, colleagues, and supervisors, the majority of whom were white. The
result was a severely eroded self-esteem. However, she refused to give in to hate and
bigotry, recognized her high level of competence, realized that there may always be
overt and covert racists in academia, and recommitted herself to resiliency. She, like
all of us , rediscovered herself and helped others teaching these courses to rediscover
themselves.

In conclusion, we call for much more research on the issue of pedagogy for multicultur
alism. From our discussion, it appears that pedagogy for teaching diversity classes begins
with the emotional readiness of the instructor. This is particularly true if the instructor
is a person of color. Also, a person of color teaching a multicultural course to students in
the majority requires taking many risks. As each of the writers testified, early failures are
almost certain. These failures do not define the teacher of a multicultural course, however.
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They can actually sharpen the teaching skills of the instructor. Each person improved the
course by having students lea rn the content and gai n insigh ts with hands-on activities
and projects. Of course, the difficulty here is that the hands-on activities involve touching
worldviews, values, and mo res that do not change eas ily; and this will certainly lead to
challenges from students and a challenging situa tion, in general. Again, the instructor
must be emotionally ready.

lf used wisely, earl y failures (such as not being emo tionally read y for a surprisingly
hostile class ) can be used to strengthen the person teaching this course. The refore, in
the mu lticu ltural classroom, the 3-Cs are inextricably intertwined and eve n knotted . To
reiterate from our narratives, the issues in the classroom and the issues of the classroom
are complex. This complexity does not mean defeat.

As in Profe ssor Ross's scena rio, we ask African-America n faculty, in part icu lar,
"Wha t are you going to do when some one calls you the 'N' word? What w ill sustain
you?" To recast the wo rds of An gelou , with high self-efficacy and resilience, the teacher
of the multicu ltural class need not become personally or professionally defeated (see
Barnes 1997, 10). In fact , we believe tha t with the knowledge, the right tools, resiliency,
and prayer, the class can becom e a way of fulfilling one's own unlimited potential
for growth.
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