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Preface

Whether new to the field of student affairs or a seasoned administrator, you have likely attended a well-intentioned multicultural workshop that was unsuccessful. Perhaps the workshop was too advanced or too remedial for the participants. It may have been too complex a topic for the time allowed or for the capabilities of the presenter. At best it was ineffective. At worst, however, it decreased the likelihood that the participants would explore multicultural topics in the future, or it even caused harm. Becoming an effective facilitator for social justice educational efforts requires more than good intentions. Topics such as race, sexual orientation, gender, socioeconomic class, ethnicity, or ability are enmeshed in our own cultural traditions, our identities, our hurts, our joys, and our ways of seeing and being in the world. Workshops, trainings, or discussions that explore these topics require the facilitator to apply unique kinds of awareness and skills for these experiences to be truly transformative and, in some cases, healing.

Social justice facilitation is an art that comes from understanding oneself, designing optimal learning environments, developing authentic relationships, and articulating multicultural concepts, but also from practice-practice that includes ongoing reflection, action, and relearning as facilitators. The contributors to this book offer their experiences to help the reader transform social justice theory to practice. These authors have varied levels of facilitation experience, social identities, educational backgrounds, and positions within higher education and have been engaged in social justice education in and out of the classroom. These educators share their successes, reflections, challenges, mistakes, learning, and strategies that are helping them become more effective facilitators (as it is a lifelong journey).

Whether you identify as a teacher, trainer, educator, student affairs practitioner, higher education administrator, or facilitator, increasing students’ multicultural understanding and graduating responsible global citizens who can make positive change in the world are likely aims for your institution. More and more faculty and student affairs administrators are asked to become social justice educators who are responsible for preparing students to live successfully in and contribute to a multicultural society in ways that are equitable for all. However, too many educators’ efforts reflect approaches to multicultural education that fall short of what could be called social justice. These programs provide ‘‘ ‘exposure’ or cosmetic efforts that fail to address the culpability of the dominant culture in perpetuating inequity and do not provide students with the knowledge and skills necessary to work for a more just society’’ (Jenks, Lee, & Kanpol, 2001, p. 88). The contributors to this book discuss how they address this concern. This book will benefit educators from a variety of contexts and from a range of experience levels by illuminating the art and complexity of facilitation and the ongoing reflection required to be successful in achieving the aspirations we set for ourselves in educating students toward social justice goals.

The journey to develop this book went through several transitions before arriving at its final destination. Discussions began at a Commission for Social Justice Educators directorate body meeting during the 2009 ACPA convention. Earlier, an e-mail was sent to the Commission for Social Justice Educators Listserv requesting a how-to manual for implementing the Tunnel of Oppression, a popular experiential exercise that illustrates multiple forms of oppression for participants. The directorate body began to discuss an ongoing question that has perplexed members since its inception in 2006: What is our role and responsibility to respond to these numerous how-to requests?

As an ACPA commission, our mission is to provide a place for college student educators committed to a broad range of social justice issues to network; share knowledge, tools, and resources; collaborate across institutions and identities; and provide support to social justice educators. Cer-tainly gathering and sharing best practices in social justice education is consistent with these roles. Yet many of us were uncomfortable sharing exercises or how-to advice without knowing more of the context. Our response was dependent on the skill level of the facilitator, the developmental readiness of the participants, the particular issues and historical context of the campus, and the answers to myriad other questions that should be considered prior to designing and facilitating a social justice training session. We worried about the potential impact on learners resulting from the uncritical use of exercises and the lack of facilitators’ personal reflection that is crucial to effective social justice education. Too many of us had experienced the negative consequences of social justice workshops gone wrong, understanding fully that ‘‘the magic is almost never in the exercise or the handout but, instead, is in the facilitation’’ (Landreman, Edwards, Balón, & Anderson, 2008, p. 2). This last point was illuminated in a 2008 About Campus article, ‘‘Wait! It Takes Time to Develop Rich and Relevant Social Justice Curriculum,’’ and encouraged readers to think more complexly about social justice education. How could we convey comprehensive information such as this in an e-mail response?

Several quality publications have served as foundational texts for many of the contributors to this book and other social justice educators. These indispensible works provide frameworks to help readers understand and critically analyze multiple forms of oppression and issues in social justice education. Examples include Teaching for Diversity and Social Justice (Adams, Bell, & Griffin, 2007), Readings for Diversity and Social Justice (Adams et al., 2010), Privilege, Power, and Difference (Johnson, 2001), and Developing Social Justice Allies (Reason, Broido, Davis, & Evans, 2005). In addition, in the popular book Teaching for Diversity and Social Justice, interactive, experiential, and pedagogical principles are presented that can help learners understand the meaning of social difference and oppression in society and in their personal lives.

Two other important contributions to the literature include, first, Multiculturalism on Campus: Theories, Models, and Practices for Understanding Diversity and Creating Inclusion (Cuyjet, Howard-Hamilton, & Cooper, 2011), which explores models and theories that have historically informed our understanding of the development of college students and offers new interpretations for understanding historically marginalized students. The book introduces the problems, concerns, issues, and perspectives of various cultural groups on a college campus and offers suggestions for faculty and student affairs practitioners’ development of cultural competence. Second, Facilitating Intergroup Dialogues: Bridging Differences, Catalyzing Change (Maxwell, Nagda, & Thompson, 2011) provides guidance on how to facilitate a particular kind of social justice program: intergroup dialogues. The important role facilitators played in the intergroup dialogue participants’ experiences is shown throughout the book. Facilitators were identified as key to contributing to the participants’ gains in a variety of characteristics essential to social justice learning. These dialogue groups employ an explicit pedagogy that features a particular kind of sustained content, group structure, and facilitator-guided process. While certainly Facilitating Intergroup Dialogues provides guidance that is transferable to other kinds of social justice education efforts, the book’s primary focus is specifically on the intergroup dialogue program model used at many colleges and universities throughout the country.

These publications serve as foundational works that are important in informing educators’ social justice facilitation efforts. However, few prior works specifically addressed the art of social justice facilitation in the depth of personal narratives offered by facilitators faced with challenges and how they overcame them. This book was developed to complement the aforementioned texts by communicating a personal voice that explores a particular kind of social justice practice—social justice facilitation—and the multiple approaches to executing successful facilitation.

While many of us used the previously mentioned resources to begin our work as social justice educators, some questions remained unanswered: How do I best apply the social justice theory and scholarship I am reading to prepare myself for social justice facilitation? How do I respond when things aren’t going as planned? How can I apply what I have read to become a better facilitator? Should I prepare differently for workshops around specific identities? Our learning as educators committed to creating inclusive campuses and engaging in socially just practices can be accelerated when we take the risk to make our learning transparent to other educators.

All of us who have engaged in social justice facilitation have had incidents in our classes or workshops that challenged our thinking and our ability to facilitate. These challenges came despite our educational backgrounds, understandings, or years of experience. As the societal landscape changes, the tools, strategies, and ways of connecting with one another need to change. In recalling the aftermaths of our own facilitations gone wrong, we recognize that we may have had a negative impact on our participants. Strong facilitators understand that facilitation must be a thoughtful, intentional act and that even the best of facilitators struggle and make mistakes. What has enhanced our facilitation is being committed to doing our own personal work, continuing to be engaged in our own learning, and having the support of a community of social justice educators who can listen to our stories and help us reflect and acquire greater understanding and skills. What we offer in this book are personal stories from facilitators that illuminate the art and complexity of social justice facilitation.

We have taken a different approach to creating this book, one that mirrors our commitment to ensuring a collaborative process that allows for a diversity of perspectives to be heard. An open invitation was issued to any member of the Commission for Social Justice Educators directorate body to serve on the editorial board. This board of seven members is diverse in terms of their multiple social identities (i.e., race, class, gender identity, sexual orientation, age); experiences with teaching, training, writing, and research on social justice topics; and positions in higher education (i.e., faculty, doctoral students, entry-level professionals, mid- and senior-level administrators). The editorial board assisted in the development of the open call to authors and the evaluation rubric used to review submissions. The call for submissions was shared on listservs, in newsletters, and at ACPA convention programs. Each chapter submission was reviewed by two or three reviewers in addition to a review by me, the editor. Although it is not possible to address all critical facilitation issues or voices in one book, I invited authors with particular expertise to submit chapters in some key omitted areas identified by the editorial board.


Social Justice Concepts and Language

The concepts and discourse surrounding social justice education can be found in a wide range of communities and ideological beliefs from religious traditions (e.g., Catholic social teachings, Judaism, Islam) to academic discourses (e.g., Rawls, 1971; critical theorists) to political activists (e.g., Freire, 1970; the Green Party) and, therefore, come with a range of nuances and meanings. Words and phrases such as success for all, inclusion, empowerment, and equity may be popular rhetoric among people from diverse political positions, yet strong disagreements remain concerning the strategies for obtaining these seemingly lofty goals. For some, just the words social justice can conjure up a set of social and political beliefs that arouse fear for the loss of a shared American culture. For others, social justice represents an acknowledgment of the existence of a system of unequal distribution of resources that has provided unfair advantage to some members of society and a commitment toward changing this system.

The concern that social justice education moves us away from a common culture can be found in the comments of multicultural education critic Schlesinger (1991), who stated,


What happens when people of different ethnic origins, speaking different languages and professing different religions, settle in the same geographical locality and live under the same political sovereignty? Unless a common purpose binds them together, tribal antagonisms will drive them apart.  (p. 13)


Conservative critiques such as these are primarily concerned that schools and universities are responding to diversity in an ‘‘increasingly harmful manner’’ (Sleeter, 1995, p. 83) and that these damaging ideas increasingly drive educational efforts. Approaches that drive educational efforts primarily toward our ‘‘common purpose,’’ often referred to as assimilation, is in conflict with the strategies, theories, and concepts of contemporary social justice efforts (Jenks et al., 2001) and with the approach we take in this book. Assimilation efforts have resulted in specific cultures’ being ignored and excluded, negatively affecting educational attainment for many.

As social justice educators, we aim to help educators identify and analyze dehumanizing processes on our campuses and in the larger society, reflect on our own socialization, and engage in proactive strategies to dismantle oppression. Our concept of social justice within education includes elements such as giving voice to particular groups’ experiences, incorporating sociopolitical perspectives into dialogue (i.e., more than dates and facts), reflecting upon and asking critical questions to motivate students to become culturally competent and critical thinkers, and creating classrooms and educational environments where students feel intellectually and emotionally able to explore issues and topics. To incorporate these elements into effective facilitation, facilitators must come to these processes having done their own work. We believe that multicultural and social justice education efforts cannot afford to divorce a focus on theoretical issues from the lived experiences of oppressed groups (McLaren, 1995). ‘‘The problem of multiculturalism must not be reduced to simply one of attitudes and temperament or, in the case of the academy, textual disagreement and discourse wars’’ (McLaren, 1995, p. 203). Multiculturalism (and, we would contend, social justice) has too often been transformed into a code word in contemporary political jargon that has been grossly invoked in order to divert attention from the racism and social injustice in this country and the ways differences are demonized (McLaren, 1995).

It is important to note that the philosophical and political critiques and ideological conflicts surrounding notions of social justice and strategies to remedy societal disparities have been going on for centuries. Unfortunately in many cases, both liberal and conservative views of multiculturalism have contributed to an aversion to rather than a respect for difference. Analyzing these debates is beyond the scope of this book, but it is important to acknowledge the existence of these conflicts and their impact on educational reform efforts.

In the first chapter Christopher MacDonald-Dennis and I briefly recount the multicultural and social justice movement and the conceptions of theory and language that followed. Critics and advocates of social justice education have identified the language of social justice education as problematic, but for different reasons. Critics find the language of social justice educators divisive, elitist, and political. The authors of Readings for Diversity and Social Justice acknowledged their difficulty with social justice terminology when they stated,


The binary terms ‘‘oppressor’’ and ‘‘oppressed,’’ for example, do not reflect the intersections of privilege or disadvantage across different identities and different social locations or positions. We continue to struggle to frame language that doesn’t trivialize the power or the damage from the oppressive system we want to expose. (Adams et al., 2010, p. xxix)


The introductory chapter provides a framework for understanding social justice theory that informs such language as social identity, target, agent or privileged, and marginalized—terms that attempt to capture the positions of groups of people within a system of oppression based on social hierarchy. Social justice education strives to bring these social structures into the consciousness of our everyday lives so that we can then begin to identify strategies to dismantle them. However, these labels can initially feel uncomfortable for people new to social justice education and the perspective that the ‘‘either/or’’ categorizing, often referred to as a binary framework, can discount the complexity of the intersections of our identities. The struggle we face is to teach and communicate social justice goals in a language and manner that can be embraced by the general public, not only by members of the academy. The task is to connect the necessary structural and contextual analyses with real issues of educational practice, inside and outside the classroom.

The contributors were not asked to subscribe to particular word choices but rather to define terms as appropriate for their topic, although shared understandings of social justice theory and concepts are evident between chapters. We recognize that having common language and shared meaning is important in reaching understanding and that not defining language can be confusing. However, language is fluid, ever evolving, and difficult to reconcile. We ask readers to continue to work within this discomfort as this is the place where new understandings and transformative learning happens.

The mission of the ACPA Commission for Social Justice Educators is to provide a collaborative home for college student educators who are committed to integrating social justice education in their practice. We believe this book is an important contribution to this mission. All those involved with this project hope this book serves as a catalyst for continued collaboration and learning across institutions, experiences, and identities, toward improving our educational efforts aimed at equity and justice for all.

—Lisa M. Landreman
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Part One Frameworks From Theory to Practice

The chapters in this section provide a brief overview of the conceptual and theoretical foundations that inform the social justice facilitation practices of many educators, particularly those shared in this book. They also demonstrate that social justice educators can have shared philosophical grounding but approach their work in different ways. The introductory chapter by Lisa M. Landreman and Christopher MacDonald-Dennis provides an overview of conceptualizations of diversity, multicultural, and social justice education and, more specifically, social justice facilitation within the context of higher education and student affairs. We discuss how college and university educators’ responsibilities toward social justice moved from recruiting and retaining historically disenfranchised students to consciousness-raising and social action. The chapter ends with a summary of some overarching core competencies of social justice facilitation.

Grounded in her 15 years of experience as a social justice educator, in Chapter 2 Annemarie Vaccaro shares her working framework for social justice education, the essential factors of facilitation, and her journey as a social justice educator.

In Chapter 3, Kelly Carter Merrill shares her reflections on her own struggle to identify as a social justice educator that involves merging her multiple professional identities and their accompanying discourse communities into a unified approach. This story reminds us of the importance of situating social justice within a broad body of theory and practice grounded in an anti-oppression framework.



1 The Evolution of Social Justice Education and Facilitation

Lisa M. Landreman and Christopher MacDonald-Dennis

DOI: 10.4324/9781003447580-2

In proposingthisbook, we set out to create a publication that would communicate the complexity of social justice facilitation and the multiple ways successful facilitation can transform learning for students. We would be remiss, however, to discuss facilitation without an understanding of what we mean by social justice education. Social justice is a concept that has entered many discourses throughout higher education in recent decades and, for many, is a critical aspect of educating college students and student affairs practice. Despite its priority, social justice education remains a concept and a practice that is often widely misunderstood. Many use it interchangeably with terms such as diversity, multiculturalism, and inclusion. We hold that while having roots in conceptions of diversity and multiculturalism, social justice education is distinct from these earlier terms. It is important to understand social justice education’s evolution from early goals aimed at diversifying American education systems (i.e., representation in and access to education) to the multicultural education movement. This movement began the process of challenging monocultural assumptions and efforts to understand the histories, traditions, and experiences of marginalized people toward creation of a heterogeneous society. These efforts evolved into contemporary social justice efforts aimed at more directly identifying and remedying institutionalized systemic privilege and discrimination in higher education. This chapter serves as a brief overview of conceptualizations of diversity, multicultural and social justice education, and, more specifically, social justice facilitation in the context of higher education and student affairs.


Evolution of Inclusion, Multiculturalism, and Social Justice in Education

Challenges experienced today surrounding notions of social justice in education are not new. Tensions such as respecting cultural differences and maintaining one’s culture versus creating a common culture, and notions of race and the existence of a racial hierarchy have existed since the start of the common school system (Tyack, 1993). Initially, whiteness was a diversified category, with western and northern European immigrants enjoying privileges southern and eastern European immigrants did not have. By the turn of the twentieth century whiteness became synonymous with American citizen for all European immigrants willing to forfeit the culture and language of their culture of origin (Williamson, Rhodes, & Dunson, 2007). “However, forfeiting culture and language and assimilating into White American Society was not an option for non-White groups” (Williamson et al., 2007, p. 196). Long before Brown v. Board of Education (1954), people of color understood that an education


is required in the performance of our most basic public responsibilities. . . . It is the very foundation of good citizenship. . . . To see them from others of similar age and qualifications solely because of their race generates a feeling of inferiority as to their status in the community. (Davis & Graham, 1995, p. 165)


This racial hierarchy affected generations of students, with the effects of this legacy still felt by college and university students.

Early work on what some may now term social justice in higher education began as efforts to admit groups other than White Anglo-Saxon Protestant men, such as White women and African Americans. Between 1790 and 1850 these access goals resulted in a noticeable growth in female schooling. This increase was driven by a number of economic, political, and sociocultural factors, not withstanding the idea of “republican motherhood” that called for raising “virtuous citizens in the new nation” (Miller Solomon, 1985, p. 14); as a result, notions of collegiate study for women began to become more common. In 1835 Oberlin College became the first American institution of higher education to adopt a policy to admit students of color, and in 1841 was the first college to award bachelor’s degrees to women in a coeducational program.

Although these early examples of access for women and people of color exist, true systematic efforts at representation for women and people of color did not occur until the mid-1960s civil rights movements (Levine, 1991). These efforts to provide equal access to education, regardless of race and sex, forever changed higher education as it had been conceived for centuries. Institutions that formerly had been the exclusive educational home for upper-class, White, Protestant men were forced to reconsider their missions and the makeup of their student bodies. Although access to education for women can be accounted for in these early movements, the early definition of diversity in education was promoted by educators who believed people of color could acquire the benefits White people had through desegregated schools.

As students from more ethnically diverse backgrounds emerged on campuses (i.e., diversity increased), the movement to increase educational access for diverse populations of students grew to include support. Diversity efforts that encompassed support focused on the retention of underrepresented students, primarily through specific programs such as the Federal TRIO programs, aimed at helping them navigate the educational system. Notions of integration soon followed, trying to assimilate these new populations of students into existing campus communities. As Williamson et al. (2007) pointed out, “Scholars who subscribe to the notion of assimilation and individual advancement as social justice confuse the battle to acquire the privileges of Whiteness with the desire to assimilate” (p. 198). Critics of these early assimilation efforts contended that instead of examining the ways racism and sexism were institutionalized to maintain an unwelcome environment for its new members (primarily people of color and women), educational efforts attempted to understand the histories, traditions, and experiences of people who had formerly been excluded and marginalized. These approaches toward access, retention, and understanding began as radical approaches to education, but over time educators saw that they were ineffective at challenging deeply embedded systems that disenfranchise people of color and women. Educators began to see there were limitations to framing these early multicultural education efforts primarily around learning about “other” cultures, displacing stereotypes, and changing prejudicial attitudes. Without examining the larger structural issues, educators gave the illusion of doing something constructive, when in fact little transformative education took place. Understanding cultural differences was an important project in a segregated society, but understanding alone does not transform the academy or end oppression. Even when students of color and other marginalized students conformed to traditional norms of behavior and attended historically White institutions, they did not reap the benefits assimilation promised (Williamson et al., 2007).

Therefore, many progressive educators argued that discussions concerning diversity needed to move beyond access and assimilation (or diversity, support, and integration; Manuel & Marin, 1997) and that retention efforts needed to include a transformation of cultural norms that privileged some students over others. Efforts moved from developing awareness or expertise about a particular culture toward raising one’s consciousness about the ways educational systems continued to marginalize the very students institution administrators declared they wanted to admit, welcome, and retain. This evolution, developed in the mid- to late 1980s, was the notion of multiculturalism. Multicultural education theorists and educators such as Banks (1991), Banks and Banks (1995), Nieto (2004), Grant (1992), and Sleeter and Grant (1993) introduced democratic classroom processes that integrated experiential pedagogy; an analysis of social inequality and institutional power; and students’ and educators’ personal narratives that enriched educational practice. These contemporary notions of multiculturalism moved beyond diversity and challenged the assimilationist idea of monocultural-ism—the fairly unchallenged assumption that we all lead our lives by a shared understanding of common sense as members of a homogeneous society (Goldberg, 1994). Multiculturalism rests upon ideals and principles of equity that challenge monocultural assumptions. Reich (2002) asserted that multiculturalism “represents a theory or position that emphasizes diversity over sameness, recognition of difference over homogenizing similarity, the particular over the universal, the group over the individual . . . and cultural identification rather than cultural affiliation” (p. 12). This form of multiculturalism promotes social and political change and constitutes social critique. The emphasis is on creating a shared community that maintains the integrity of various groups and involves general education and experiences for all students.

Multiculturalism in higher education increasingly represented a desire to rethink academic canons and to search for knowledge production and cultural and political norms that support heterogeneous societies. However, it was soon realized that the introduction of the multicultural movement did not necessarily challenge established cultural norms as was envisioned. At a major meeting of proponents of social change in higher education, it was stated, “Multiculturalism is proving to be fluid enough to describe very different styles of cultural relations, and corporate multiculturalism is proving that the concept need not have any critical content” (Chicago Cultural Studies Group, 1994, p. 115). The term multiculturalism, referring to the variety of strategies institutions and leaders had developed to address the consequences of exclusion in higher education, still did not address the issues that created the unequal social conditions that existed in society based on social identity (Smith & Associates, 1997).

In summary, a movement for social change in higher education should be more than the representation of many cultures in our institutions. Instead, educators committed to justice are searching for a pedagogical strategy and movement that challenges the assumptions, practices, and norms embedded in the notion that we live in a homogeneous society. What brought this need to the forefront was the inability of even the recent multicultural movement to reduce racial tensions in communities and on campuses; these tensions led to a national concern for promoting the knowledge and skills needed to work through differences created by historical legacies of discrimination and social identity differences (Bidell, Lee, Bouchie, Ward, & Brass, 1994). True social justice had come to be understood as the development of a community that allowed for those who had traditionally been marginalized the ability to prosper without having to forfeit their cultural heritage (Williamson et al., 2007).


Social Justice Education in Higher Education

As stated previously, initial educational reforms aimed at including marginalized students in the academy did not change the nature of teaching and scholarship. As new scholarship entered the curriculum, questions arose about pedagogy, cultural histories, and authority in the classroom. In short, educators realized that previous educational efforts did not go far enough to challenge the ways society marginalized particular social identity groups while privileging others. They contended that even though the multicultural movement ostensibly wanted other cultures to be included on college campuses, its proponents did not recognize that the foundations of college campuses benefited certain groups while the exclusion of others went unexamined.

Although ethnic studies and other efforts to diversify the curriculum are recognized as important components of educational reform, additional changes were required to address educational equity for low-income students, students of color, and other historically marginalized groups. An educational movement was needed to address structural changes in the educational environment to benefit all students, regardless of social identity. Inspired by the earlier call for ethnic studies and the inclusion of people of color, other groups (e.g., women, people with disabilities) also pushed for curricular changes and program inclusion in colleges and universities (Banks & Banks, 1995; Gollnick & Chinn, 2002). This broader concept focused on individuals’ memberships in different social identity groups, particularly race, ethnicity, socioeconomic class, and gender (Gollnick & Chinn, 2002). It also called for the recognition of the ways society dispensed benefits and power based on race, ethnicity, class, gender, sexual orientation, age, and ability.


Theory of Social Justice Education

The movement that was created to build on the earlier strategies of inclusion and multiculturalism was the field of social justice education. Social justice education, based on the writings of Fanon (1952, 1961), Freire (1970), Memmi (1965), and Young (1990), among others, arose from the Black Power, New Left, and women’s liberation movements of the late 1960s and early 1970s. Many definitions of social justice are also grounded in political philosopher John Rawls’s (1971) book, A Theory of Justice. His theory has two underlying principles: fair treatment (i.e., liberty) and a just share of society’s benefits for all (i.e., equity). Theorists held that the models earlier inclusion practices rested upon were incomplete to understand the experience of racialized minorities and women.

Paulo Freire (1970) is considered by many to be the most influential educational philosopher in the development of critical pedagogical thought and practice. His writings and teaching provided a theoretical philosophy and pedagogy that served as an impetus for consciousness-raising, liberation movements, critical educational work, and social justice action. Freire believed that the goal of attaining critical consciousness is to understand how relationships among social groups can be changed and become more equitable (Freire, 1970, 1973; Gutierrez, 1989). He believed that if people were to become critical (e.g., approach the interpretation of problems with depth, openness, and dialogue), increase their capacity to make choices, and reject the prescriptions of others, progress could be made toward dismantling systems of oppression. Good education, Freire (1970) contended, connects theory, reflection, and action. Good multicultural education asks students to critically examine social practices, reflect on what they learn, and put that learning into action. Therefore, we believe that this type of critical multicultural education is social justice education.

In the foundational text Teaching for Diversity and Social Justice Sourcebook (Adams, Bell, & Griffin, 1997), Bell articulated her vision of social justice:


Social justice includes a vision of society in which the distribution of resources is equitable and all members are physically and psychologically safe and secure. We envision a society in which individuals are both self-determining (able to develop their full capacities) and interdependent (capable of interacting democratically with others). Social justice involves social actors who have a sense of their own agency as well as a sense of social responsibility toward and with others and the society as a whole. (p. 3)


Bell’s (1997) philosophy on social justice education is grounded in a long historical legacy of radical social thought and progressive educational movements to link education to democracy, and transformative social action to the liberation of oppressed people (Darder, Baltodano, & Torres, 2003). Tensions lie, of course, in how these principles and concepts are defined, how inequality is believed to have originated, and how to address inequity (Lechuga, Clerc, & Howell 2009).

Theory of oppression. Changes in the conceptualization of the role of oppression in society marked a critical shift from earlier multicultural movements to social justice education. Bell’s (1997) vision of social justice, informed by previously mentioned scholars and a theory of oppression, has shaped many social justice educators’ practice. We offer the following model and summary of the theoretical and conceptual foundations for social justice education discussed by Bell and Hardiman and Jackson (1997) as the foundation for our thinking about social justice. These educators contended that social oppression is different from isolated acts of mistreatment. Instead, social oppression refers to


a system of ideological control as well as domination and control of the social institutions and resources of the society, resulting in a condition of privilege for the agent group relative to the disenfranchisement and exploitation of the target group. (Hardiman & Jackson, 1997, p. 17)


Bell (1997) explained that “the term oppression is used rather than discrimination, bias, prejudice, or bigotry to emphasize the pervasive nature of social inequality woven throughout social institutions as well as embedded within individual consciousness” (p. 4). According to this model, oppression is not simply ideology or random violence and discrimination. The relationship between members of the dominant group (also referred to as agents or those with privilege) and members of marginalized (or target) groups keeps the system of domination in place. By controlling social institutions, ideology, language, culture, and the history of marginalized people, dominance by agent group members over target group members is established over time. This process is often unconscious, and when institutionalized, the conscious intent to oppress others is no longer needed to maintain power and privilege by the dominant group (Hardiman & Jackson, 1997).

The social oppression matrix. Although reproduced within institutions and societal structures, oppression is operated and maintained by individuals at three levels, as shown in Figure 1.1, Hardiman and Jackson’s (1997) oppression model. This matrix illustrates the complex dynamics of oppression.

[image: ]
Figure 1.1  The Oppression Model  From “Conceptual Foundations for Social Justice Courses,” by R. Hardiman and R. Griffin, in Teaching for Diversity and Social Justice: A Sourcebook, p. 18, by M. Adams, L. A. Bell, & P. Griffin, 1997, New York, NY: Routledge. Reproduced with permission of TAYLOR & FRANCIS GROUP LLC-BOOKS in the format Trade Book via Copyright Clearance Center.

The context. At the individual level, the beliefs and behaviors, conscious and unconsious, of individuals are the focus. Examples include an employer believing that his female employee is too emotional, a White person choosing a White physician over an African American physician because the White person believes Whites are naturally more intelligent than people of color, or a transgender person being the target of hate speech.

Individuals work and live in social institutions, and these institutions regulate how individuals are rewarded, socialized, punished, or guided to maintain and perpetuate oppressive structures. At the institutional level, institutions such as schools, government, industry, family, and religious organizations influence and are influenced by the other two levels. Institutional policies, practices, and procedures, and the individuals who support and collude with oppression can have adverse consequences on people who are not members of dominant groups in society. Examples include unequal treatment of people of color by the judicial system; housing and employment discrimination for lesbian, gay, bisexual, or transgender people; unequal access to quality education for the poor and working classes; and limited inclusion in the military for women.

At the societal level, society’s norms, also referred to as cultural norms, “perpetuate implicit and explicit values that bind institutions and individuals” (Hardiman & Jackson, 1997, p. 19). The cultural norms of the dominant group are imposed on society through and by institutions and individuals. These norms include beliefs that guide how we lead our lives—definitions of good, normal, health, deviance, family, community, and success. These norms, then, provide individuals and institutions with justification for the perpetuation of social oppression. Examples include beliefs about homosexuality as sick or evil, legal definitions of rape and its causes, and assumptions perpetuated in the media and society about physical beauty and attractiveness. Although the boundaries among the individual, institutional, and societal dimensions are more fluid than may be implied by the matrix, according to the Hardiman and Jackson model they are mutually reinforcing.

The psychosocial processes. Psychosocial processes refer to the nature of individuals’ involvement in the system of social oppression. These processes are conscious (explicit and “knowingly supporting the maintenance of social oppression” [Hardiman & Jackson, 1997, p. 19]) or unconscious (“unknowing or naïve collusion” or acceptance of the “dominant logic system that justifies social oppression as normal or part of the natural order” [Hardiman & Jackson, 1997, p. 19]). Other scholars have referred to these processes as dominative or aversive (e.g., Kovel, 1970) or active or passive acceptance (Hardiman, 1982; Jackson, 1976). Examples of the unconscious process include members of ethnic groups Anglicizing their names to diminish their connection to their ethnic heritage, Asian Americans having eyelid surgery (Hardiman & Jackson, 1997), and women spending exorbitant amounts of money on cosmetic products and procedures.

The application. The application dimension illustrates that oppression appears in attitudes and behaviors at the individual and systemic levels. The attitudinal level describes the individual and systemic values, beliefs, philosophies, and stereotypes that justify oppression within the other dimensions. Examples include the stereotypes that members of certain ethnic groups are lazy, that women are weak, or that poor and working-class people are ignorant. The behavioral level describes the actions individuals and systems take to support and maintain social oppression. Examples include banking practices that deny people of color loans to live in certain neighborhoods (i.e., “redlining”) or pressuring girls not to receive an education.

Roles in the system of oppression. Foundational to understanding how oppression operates is the concept of social identity. As Maxwell, Chesler, and Nagda (2011) stated, “We use social identities to refer to group memberships based on physical or social characteristics ascribed by self or others that locate people within societal structures that confer advantage/privilege or disadvantage/oppression” (p. 163). Therefore, our social identities can include our ethnicity, gender, sexual orientation, socioeconomic status, ability, age, national origin, and religion and the intersection of these characteristics. As introduced earlier, the language used by Hardiman and Jackson (1997) and many social justice educators to describe members of oppressed and oppressor groups is target and agent of oppression. Targets are members of social identity groups who are disenfranchised, exploited, and victimized in a variety of ways by individuals, institutions, and systems. Agents are members of dominant social groups who reap unfair advantage over members of target groups. Because of their roles in society, agent group members define the rules, customs, and values for what is considered acceptable, responsible, or appropriate and, therefore, see themselves and are seen by others as “normal.” Conversely, targets are likely to be labeled deviant, evil, abnormal, or defective in some way. Unlike target group members, agent members are frequently unaware they are members of the dominant group.

Most, if not all, people have both agent and target identities. This adds a level of complexity in understanding the dynamics of oppression. For example, a Latino man with a professional occupation who is a member of the owning socioeconomic class may enjoy economic privileges not available to people who don’t identify as male yet also experience limitations not presented to White coworkers, despite his gender privilege. He may, however, experience greater acceptance in his work environment as compared to his gay coworker, despite the gay coworker’s White male identity. It is important that we capture the complexity of oppression as a social phenomenon in clear and understandable terms that neither oversimplify nor reify processes and experiences that are lived by diverse human beings in historically specific and individual ways (Bell, 1997).

Educators who employ critical pedagogical practices (which we contend are akin to critical multiculturalism or working toward social justice) reject the notion that education is a value-neutral process and instead attempt to make the political dimensions of education transparent through examining the ways schools and other institutions have operated that reproduce discourse, values, and privileges of existing elites (McLaren & Giroux, 1995). However, according to McLaren and Giroux (1995), “Many current trends in critical pedagogy are embedded in the endemic weaknesses of a theoretical project overly concerned with developing a language of critique” (p. 32). Although critical educators express their moral indignation toward the injustices that continue to be reproduced in our educational systems and the larger society, the lack of practical discourse has resulted in a lack of vision for critical praxis that leads to social justice (McLaren & Giroux, 1995). In general, critical educators have not provided a theoretical basis for alternative approaches to the organization of schools, curricula, pedagogy, social relations, or day-to-day practice.

In addition to the moral imperative to create accessible and inclusive educational opportunities and systems, numerous researchers have confirmed that students receive many individual educational benefits from engaging in interactions with peers different from themselves, which further forwards the social justice movement. Examples of these gains include an appreciation of differences (Baxter Magolda, 2001, 2004; Chang, Witt, Jones, & Hakuta, 2003); active thinking, engagement with learning, engaged citizenship, and social self-confidence (Gurin, Dey, Hurtado, & Gurin, 2002); and reduced stereotypes (Allport, 1954). Early diversity and multicultural education efforts in higher education set the vision for institutions to be a model for an equitable and democratic society. Intentionally structured opportunities for students to have meaningful interactions and relationships across differences are important initiatives to move this vision forward, clearly indicating the importance of adequately prepared social justice facilitators.


Summary of the Evolution of Social Justice Efforts

In these few pages, we have provided a broad and brief overview of the evolution of the field of multicultural education in the United States from early understandings of diversity (or representation) and higher education access to its political roots in U.S. civil rights movements to contemporary notions of social justice education pedagogy. Because conflicting political paradigms influence definitions of multicultural and social justice education, it is critical to continue to clarify what we mean by the use of the term social justice education and its subsequent application in educational settings.

Our approach to social justice education attempts to challenge assumptions that all members of society share a universally common culture that ensures equal access to resources and opportunity. Instead, it is vital for us to challenge the assumption that we live or strive to live in a homogeneous society and the norms (conscious and unconscious) that privilege members of some social identity groups over others. Although initially focused on curriculum reform and access, educators who are truly interested in fairness and equity are calling for a transformation of the whole educational environment. Early perspectives that limited diversity to issues of race are being challenged by social justice educators to include the multiple and intersecting identities students bring to the educational environment and to members of other historically targeted groups, such as people with disabilities; people who identify as lesbian, gay, bisexual, or transgender; people who are members of the poor and working classes; and people who don’t speak English or identify as Christian. Finally, we understand social justice education to be a lifelong process of development (Wurzel, 1988).

This chapter points to the need for social justice education efforts to explore power, privilege, and oppression to create truly just campuses. The challenge is to move the theoretical discourse to an examination of effective educational practices that lead to the development of students’ critical consciousness and institutional and societal change. Multicultural education began as a radical approach to education toward greater equity and is now seen by social justice educators as an approach that was ineffective at challenging oppression and inequality. To these critics, key components of a social justice approach include a movement away from becoming an expert of a particular culture but instead toward raising one’s own and others’ critical consciousness. This process involves gaining complex knowledge of history, contemporary issues, cultures and experiences, and engaging in relationship building, reflection, and action.


Facilitating Social Justice Education

While many educators may understand and support the theory of oppression and social justice education, more is needed to be a good facilitator of social justice learning. A few years ago Lisa cowrote an article for About Campus (Landreman, Edwards, Balón, & Anderson, 2008) that offered the authors’ thinking about the core competencies necessary for effective social justice education. These thoughts were grounded in the authors’ collective experiences and the writings of scholars and educators in the field. The primary premise was that many well-intentioned educators remember and rely on “that great activity” they experienced at a conference that raised their critical consciousness but caused them to lose sight of the complexities of why or how that transformative learning occurred. In reality, the magic is not in the exercise alone but, instead, in the facilitation—not any facilitation, but facilitation that is informed by an understanding of the aforementioned social justice issues and the content and components of transformative learning.

Educators who aspire to engage in social justice education have an obligation to be aware of how well-intentioned work could do harm if good intentions and seemingly powerful exercises are assumed to be all it takes to be effective educators. “Social justice education requires awareness of content and process, and ability to simultaneously participate in the process and step outside of it to assess and mediate interactions in the group” (Griffin & Ouellett, 2007, p. 90).

Social justice facilitation competence includes having skills in managing group dynamics, communication and empathy, an awareness of oneself and historical and contemporary social justice issues, and knowing how to apply this knowledge to optimize learning for participants. It does not mean that skilled facilitators won’t make some mistakes but that they approach facilitation with an awareness and humility that developing effective facilitation skills is a lifelong process.

Adams (2007) wrote that the general goals of social justice facilitation are to help participants “develop credible sources of information, honest personal reflection, comfort with questioning their prior beliefs and assumptions, and sustained critical thinking, as the bases for a larger and more adequate view of their social roles and responsibilities as social agents” (p. 32).

The goal of any facilitation is to build a bridge from participants’ current experiences to a new more critically conscious awareness, or as Baxter Magolda (2009) has discussed, to be a good guide for this learning journey. Being a good guide includes setting up the physical space, designing developmentally appropriate training, and working with students to create opportunities to reflect on their salient learning experiences. A good guide also helps students explore who they are and what matters to them and provides opportunities to practice their new learning in the process.

A variety of frameworks exist for facilitating social justice education, and a more thorough review is beyond the scope of this chapter. We do, however, offer a few here and encourage those readers interested in social justice facilitation to explore these in more detail as well as the other works on the topic referred to throughout this book.

The framework for approaching social justice facilitation that I and my colleagues suggested encompassed four competencies for social justice educators: knowing ourselves, knowing learners, designing outcomes-based activities, and cocreating facilitation (Landreman et al., 2008). We believe that when combined, these competencies allow educators to create transformative learning experiences through an integrative process that incorporates cognitive, affective, interpersonal, and intrapersonal domains of learning—all necessary for holistic growth. Quaye (2012) confirmed similar results in his research that explored how educators engage in constructive race dialogues. Based on his analysis, he identified several strategies educators used to plan for racial dialogues in their courses, including knowing oneself as a facilitator, partnering with learners to create a space for dialogue via setting ground rules, and understanding learners’ developmental readiness.

In King and Baxter Magolda’s (2005) developmental model of intercultural maturity, they emphasize the importance of this idea of understanding learners’ developmental readiness and the complexity of learning. They contend that intercultural educators must understand that holistic learning goals (which include cognitive, intrapersonal, and interpersonal dimensions) and developmentally appropriate curriculum are necessary for what they term the achievement of intercultural learning, the development of intercultural maturity. The authors propose a three-level framework (initial, intermediate, and mature levels of development) that can assist educators in program design, again reinforcing that effective social justice facilitators must know and become partners with their learners.

In the second edition of Teaching for Diversity and Social Justice (2007), Adams synthesized the body of social justice education traditions into what she identified as the following core principles for social justice education practice:


	Establish an equilibrium between the emotional and cognitive components of the learning process.

	Acknowledge and support the personal and individual dimensions of experience; while making connections to and illuminating the systemic dimensions of social group interactions.

	Pay explicit attention to social relations within the classroom.

	Make conscious use of reflection and experience as tools for student-centered learning.

	Reward changes in awareness, personal growth, and efforts to work toward change, understood as outcomes of the learning process. (p. 15)


With these principles in mind, facilitators can guide participants to take responsibility for their own learning and their interactions with other participants, and to give themselves and others permission to make some mistakes as part of the learning process (Adams, 2007).

In their article on facilitating experiential social justice learning, Lechuga et al. (2009) identified three key components facilitators should remember to address the developmental level of students and to ensure that learning occurs: (a) provide preactivity reflection and discussion about the social justice issue being addressed, (b) engage in an activity that allows participants to apply their experiences and previous knowledge to current events or familiar acts of social injustice (i.e., allow them to engage in reflective action), and (c) evaluate the outcomes of their actions to determine if any other actions should follow, and allow for introspection on the experience. In addition to these three key components, the authors discussed the importance of facilitators’ providing the appropriate amounts of challenge and support to participants, identifying clear learning objectives and activities that are theoretically grounded, forming partnerships with learners in the design of activities, maximizing intergroup contact and dialogue opportunities, preparing for and effectively working with the emotional content that is likely to arise, and providing ongoing opportunities for critical self-reflection and practice.

Two articles discussed essential components of the content and process of social justice education. In their study on social justice outcomes, Mayhew and DeLuca Fernández (2007) explored the pedagogical components that were most conducive to social justice learning. They found that content that exposed students to systemic oppression and to the societal structures and inequalities that cause and sustain this oppression, and also content that provided insight into how individuals perpetuate or discourage its reproduction, was more likely to facilitate social justice learning. In her framework of components for social justice education, Hackman (2005) listed (a) tools for content mastery, (b) tools for critical thinking, (c) tools for action and social change, (d) tools for personal reflection, and (e) tools for awareness of multicultural group dynamics as essential.
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