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Foreword

H. Richard Milner IV

In 1964, Fannie Lou Hamer delivered a provocative speech at the Williams Institutional CME Church in Harlem, New York. The title of her lecture was “I’m Sick and Tired of Being Sick and Tired.” Hamer, a Black woman born in 1916 in Montgomery County, Mississippi, was a civil rights leader and worked tirelessly for voting rights for Black people and other marginalized groups. In her speech, she talked about racist and sexist experiences she encountered in Mississippi and also stressed that some in other cities across the United States still dealt with relentless discrimination against Black people and women in particular. A central point of her lecture was that some people were not “free” at all and that current conditions caused some to experience life in society in slave-like ways, even though federal mandates had begun to support rights among all citizenry in the United States. She provided poignant stories of resilience of her family as they worked and fought through phobias and isms both in their personal interactions in the south and in the workforce. The title of Hamer’s speech metaphorically connects with the theme and message of this book. Like Hamer, the authors of this volume are sick and tired of being sick and tired of racist, sexist, homophobic, xenophobic, hegemonic, and inequitable structures and systems both inside and outside of education.

Racial Battle Fatigue: Insights from the Front Lines of Social Justice Advocacy is a powerfully important volume that brings together a diverse range of scholars committed to social justice. The stories shared in this book provide empirical, analytical, and conceptual sites of nuance that allow consumers of the text to critically examine how oppressive conditions can foster psychological, socio-emotional and cognitive strain as social justice advocates work to expose and dismantle inequity. Although much of the empirical and theoretical scholarship related to microaggression has shepherded the field into more deeply examining, measuring, and understanding race and racism, this book extends this dialogue—not ignoring the salience and permanence of racism—by including other forms of marginalization such as gender discrimination and the intersecting nature of oppressive structures such as racism and gender discrimination.

Although some still believe and advance conversations that would suggest that we currently live in a postracial U.S. society—mainly because of the election of our nation’s first Black president—this book disputes this notion by providing compelling examples of the ways in which microaggressions still manifest in people’s everyday lives. Unlike some edited volumes, here are consistent and provocative stories between and among the different chapters that draw a logical story line, which allows the book to tackle common themes from diverse perspectives. Thus, readers of this text will learn about how the micro can result in macro outcomes. As institutions of higher education (and beyond) slowly and incrementally undermine the very essence and existence of particular individuals and groups of people, they almost methodically ensure that these people continue to be negatively influenced personally. Moreover, the slow (and what might be seen as small) actions that undermine some by those in power work to ensure that the perspectives, contributions, and actions of those committed to social justice and equity remain on the margins. In this way, readers are invited to think about and deepen their insights about how racial battle fatigue can exist and why. This book makes the case for why it is critical that social justice workers are not bullied away from emancipatory work that can make a difference for those within and outside of traditional institutions of education.

Across the chapters, the stories shared about the challenges these social justice educators face indeed provide insights into what the editor Jennifer Martin calls a pedagogy of vulnerability. And while her explanation of this pedagogy is shaped by her untenured status, such vulnerability likely will not end post-tenure. For instance, as a scholar committed to social justice but also one who experiences microaggressions, even as an endowed chair and full professor at a research-intensive-institution, the sad reality is that even after one earns tenure, microaggressions persist and racial battle fatigue can intensify. They may falter a bit—become somewhat less noticeable or occur less frequently—but microaggressions and the fatigue they cause continue.

Just a few weeks ago, as an African American male, I sat in a meeting and offered my perspective to the group about ways to increase the number of doctoral applications to our program. People in the room ignored my suggestions—moving on by offering others. Then, a few minutes later, a white colleague at my same rank offered the exact same suggestion I made minutes prior. This time, the suggestion was accepted, and this full professor was “lauded” for such an outstanding idea. But the idea was mine, and I offered it just minutes earlier. However, the white colleagues in the room either did not hear me or did not want to hear me. But I, like Fannie Lou Hamer and the authors of this book, am sick and tired of being sick and tired. Revealing these microaggressions is only part of a much more complex task we face. We must do something about them. This book is not only a compelling example of how an edited volume can bring together a set of collective voices to expose readers to the persistence of racism and other forms of discrimination, it is also a call to action to actually do something to end these toxic (individual and institutional) practices! Exposing microaggressions; calling them out when they occur; and demanding individual, structural, and systemic shifts are but a few ways we can redress their deleterious effects. But as the authors of this book query, is it possible for microaggressions—especially related to race—to ever completely end in a society in which race and racism are at the very core of our work and lives? Certainly our physical, mental, physiological, psychological, and emotional humanity are at stake and deserve better! Fortunately, this book takes us one step forward in the arduous task for social justice.
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Introduction

Jennifer L. Martin


What the best and wisest parent wants for his own child, that must the community want for all of its children. Any other ideal for our schools is narrow and unlovely; acted upon, it destroys our democracy. All that society has accomplished for itself is put, through the agency of the school, at the disposal of its future members. All its better thoughts of itself it hopes to realize through the new possibilities [are] thus opened to its future itself.


—John Dewey


All our silences in the face of racist assault are acts of complicity.


—bell hooks

Racial Battle Fatigue: Insights from the Front Lines of Social Justice Advocacy brings together a collection of personal stories and critical reflections on the repercussions of doing social justice work in the field and in the university. In this volume, activists, scholars, activist scholars, and public intellectuals share experiences of microaggressions, racial battle fatigue, and retaliation because of their identities, the people for whom they advocate, and what they study. The term racial battle fatigue (RBF) is used to describe three major stress responses—physiological, psychological, and behavioral—and involves the energy expended on coping with and fighting racism that is exacted on racially marginalized and stigmatized groups (Smith, 2008); dealing with daily microaggressions is but one example of dealing with everyday racism.

According to Sue, Capodilupo, Torino, Bucceri, Holder, Nadal, and Esquilin (2007), “Racial microaggressions are brief and commonplace daily verbal, behavioral, or environmental indignities, whether intentional or unintentional, that communicate hostile, derogatory, or negative racial slights and insults toward people of color. Perpetrators of microaggressions are often unaware that they engage in such communications when they interact with racial/ethnic minorities” (p. 271). Sue et al. conceptualized a classification system of racial microaggressions in 2007, thereby noting three types of racial transgressions: micro-assaults, micro-insults, and micro-invalidations. Micro-assaults involve “conscious and intentional actions or slurs” (p. 274), such as racist speech, a display of racist symbols (swastikas, confederate flags), or performing racism through showing preference to a white person over a person of color. Micro-insults involve communication, verbal or nonverbal, that either invalidates or demeans one’s racial heritage or identity; for example, asking whether a person of color was hired because of affirmative action policies, thereby questioning her or his qualifications (Sue et al., 2007). Micro-invalidations are overt or covert nullifications of the feelings and experiences of people of color who experience the aforementioned transgressions; it is common for people possessing privilege to deny the existence of racial transgressions (Sue et al., 2007).

Experiencing racial microaggressions often leaves the person of color “in question” caught in a double bind; this is the classic “Catch-22”: If a victim of racial transgressions confronts the perpetrator, commonly, the perpetrator will deny it, minimize it, or dismiss it (Sue et al., 2007, p. 279). Thus, the person of color questions what actually happened—and even her own sanity; these experiences can be exhausting and emotionally taxing (Sue et al., 2007). I would also argue that micro-assaults, micro-insults, and micro-invalidations can be perpetrated against persons who possess any identities that deviate from the hegemonic norm, such as nondominant gender or sexual identities, particularly those possessing multiple minority statuses.

Persons possessing dominant identities often do not see their own societal privilege (Milner, 2013), often deny the existence of structural inequalities, and instead attribute success to hard work. These insights set the stage for my entrance to the tenure track: I work at a PWI (Predominantly White Institution) and have experienced a variety of microaggressions, including resistance from students when asking them to examine the status quo, privilege, racism, and white supremacy in our schools and society. I deem my examination of this journey “a pedagogy of vulnerability.” These feelings of vulnerability led me to ask the question: Do educators who engage in social justice work face heightened challenges in comparison to their colleagues, and, if so, how does this impact them professionally? This question then led me to conceptualize this volume in general, but I first must acknowledge my own privilege as a white woman and state that although I am seeking to tell my own story in this space, I am interested in diverse perspectives in investigating and interrogating this question. As a white woman, I do not claim racial battle fatigue, but I seek to learn what my colleagues of color face in their classroom and institutional spaces.

Brene Brown (2010) tells us that “what makes us vulnerable makes us beautiful” (n.p.), but despite the fact that I agree with Brown’s assessment of the concept of vulnerability in general, the topics that will be addressed in this volume critique the implications of this vulnerability; working for social justice, thereby making ourselves vulnerable, can cause those who engage in this work great personal and professional consequences. It would be much easier for us to teach traditional, noncontroversial content, but something stops us from doing so. We are moved and inspired by our heroes to create a more just world. We are troubled by the business model of education, a model that cares more for the bottom line than for the hearts and minds of students, and, consequently, for those who teach them. Teaching for the hearts and minds of our students is more difficult than teaching with an eye to the bottom line. As Deresiewicz (2008) reminds us, “Being an intellectual means thinking your way toward a vision of the good society and then trying to realize that vision by speaking truth to power. It means going into spiritual exile” (para. 27). This is necessary work, but one laden with challenges. As educators, we are demonized by politicians and the media and demoralized by claims that our schools and universities are broken. This is an elaborate ruse.

When the smoke clears, if we allow our eyes to adjust to the harsh and painful realities, we realize that schools and universities are the battlegrounds of cultural wars and hegemonic fears that our country is changing. The banning of ethnic studies in Arizona is but one illustration of this fact. We must continue to tell our stories so that the truth of this work, this vulnerability, may be revealed. Finding support from colleagues also speaking truth to power can give us the strength to continue to fight for our ideas and our ideals, and for the hearts and minds of our students. In a live chat (Nieto, 2014) with Dr. Sonia Nieto on June 5, 2014, I had the opportunity to ask this question, “How do you deal with the pain of doing anti-oppression work with resistant students, or dominant students who deny inequality?” Dr. Nieto replied, “Make sure the rest of your life is in order, have good strong relationships with people who you love, make sure you do things that bring happiness to your life so this is not the only thing you do all the time. Some people have left the field because it is so painful. But I understand. There is a psychic cost to it” (n.p.). Because this work is so personally taxing, we must do other things to nurture our spirit. I would also argue that we must share our stories, for much can be learned from this telling; one such lesson is that structural inequality is still a disturbing reality in the United States, which often plays out in our schools and universities.

At the time of this writing, summer 2014, we celebrate the 60th anniversary of Brown v. Board of Education (1954), the U.S. Supreme Court case declaring separate public schools for Black and white students unconstitutional, overturning Plessy v. Ferguson (1896), which upheld ­state-sponsored segregation in public education. The Brown decision made de jure racial segregation a violation of the Equal Protection Clause of the 14th Amendment. A major factor in the Brown case was the work of Kenneth and Mamie Clark. Psychologists at Columbia University, the Clarks’ “doll experiments” of the 1940s illustrated how children were impacted by segregation. In these experiments, children were presented with two identical dolls, but for skin and hair color: one with brown skin and black hair, the other with white skin and blonde hair. The children participants were asked which doll they preferred and various other questions, such as which one looks “bad,” and which has the “nicer color.” The participants showed an overall preference for the white doll, which illustrated internalized racism among African American children. Such feelings of self-hatred were more pronounced in children who attended segregated schools (American Psychological Association, 2014). As Kenneth Clark stated, “The Negro child accepts as early as six, seven, or eight the negative stereotypes about his own group. . . . These children . . . like other human beings who are subjected to an obviously inferior status in the society in which they live, have been definitely harmed in the development of their personalities” (Clark, as cited in Beggs, 1995, n.p.).

In fact, new data from the U.S. Department of Education’s Office for Civil Rights (2014) illustrates how racism and structural inequalities impact schools today. Some of the most startling findings from these data include: although African American students account for only 18 percent of U.S. pre-K enrollment, they account for 48 percent of preschoolers [emphasis mine] with multiple suspensions; African American students are expelled three times more than their white counterparts; African American and Latina/o students account for 40 percent of enrollment at schools offering gifted programs, but only 26 percent of students in said programs; African American, Latina/o, students and Native American students attend schools with higher percentages of first-year teachers (3 to 4 percent) than their white counterparts (1 percent); and African American students are more than three times as likely to attend schools where less than 60 percent of teachers meet all state requirements for certification and licensure. The above findings have great implications for our K–12 schools, for higher education, and for society in general. The issue of financial and resource equity in education continues to be a crucial issue. Can the heart of our nation be judged by the allocation of their resources? Tellingly, more resources are allocated to incarceration than to education. Despite the fact that the United States is one of the wealthiest nations, it comprises 5 percent of the world’s population and 25 percent of the world’s inmates (Darling-Hammond, 2010). As Kozol (2005) argues, the discrepancy in funding for public schools in the United States disproportionately impacts the poor and people of color, leading to an intractable opportunity gap. The question that remains is, how far are we from Brown?

Although we are decades away from Brown, we are not metaphorically far from the above-mentioned feelings of students of color illustrated by the Clarks’ experiments, trapped in segregated schools and reduced to feelings of inferiority; their surroundings teach them this. According to Chanel Smith, current Philadelphia public school student and advocate for Youth United for Change, “We don’t have support at all. We have lack of books, resources, anything you can think of, but when we go in contact with these white children, or as some say Caucasian, they don’t know how to act because they believe that they’re better than us, and we don’t know how to act because we believe that they’re better than us” (quoted from Harris Perry, 2014, n.p.). This issue is not only relevant to those students attending these schools, but to society in general. We cannot sustain the social bargain if we do nothing about inequality. The cultural workers and public intellectuals who point out these truths require institutional support in order to continue to engage in this work, for although it is often taxing, thankless, and disheartening, it is crucial. This volume, Racial Battle Fatigue: Insights from the Front Lines of Social Justice Advocacy is necessary in sharing the difficulties of doing anti-oppression work.

Banks (2013) argues that what is necessary in today’s schools is “transformative citizenship education,” which includes: challenging mainstream knowledge for the purpose of improving the human condition, recognizing and valuing diversity and social/community activism with the goal of producing a multicultural democracy, and developing cosmopolitan values. In our current era of accountability, the exact opposite of what Banks advocates is occurring in schools today. Darling-Hammond (2013) argues that to meet the demands of the 21st century, we must establish equitable schools in order to prepare our students for this knowledge-based, global, and multicultural world economy. In order to do this, we must view diversity as a strength and not as a deficit (Apple, 2013). We must develop and nurture all students with the intention of embracing the ideal of global citizenship, and it begins in schools.

The 19th-century Common Schools were created to build and sustain democracy, teach children to live and work together, and teach the skills and knowledge necessary to fully participate within a democratic society. Cronon (1998) reminds us that education should celebrate and nurture human freedom, with the goal that “everyone might someday be liberated by an education that stands in the service of human freedom” (p. 2). ­Collectively, we must do more as a society to heed the advice of Dewey (1899): to educate our children in a democratic and equitable manner. Cultural workers and public intellectuals must advocate for: an investment in early childhood education; rich and varied curriculums, including the arts, in all schools; the measurement of knowledge and skills with care (not standardized tests); the democratic control of public schools; the recognition of education as a public good; reduced segregation; equitable and fair resource allocation (adapted from Ravitch, 2013); and the heightening of education as a profession, both in K–12 and the professorate. Educators must be empowered to speak the truth of the reality of schooling, and their institutions must support them in these endeavors. If these needs are not met, we must ask the questions: what is the purpose of schools? And what is the purpose of education in a democratic society? The acknowledgment that inequities exist is a fundamental part of this process; if we do not sound our voices, we are complicit, as hooks (1996) suggests, in the inequities that abound around us. It is my hope that this volume, Racial Battle Fatigue: Insights from the Front Lines of Social Justice Advocacy, can play some part in bringing to light some of the issues we face when teaching about issues of racism and other forms of oppression in today’s classrooms. We are raising our collective voices in the hope that many will listen.
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Part I

Theory and Narrative








Chapter 1

Self-Study of Social Justice Teaching on the Tenure Track: A Pedagogy of Vulnerability

Jennifer L. Martin

[T]he political struggle for freedom and equality must first of all be a struggle within each person.

—Marta Nussbaum

The Familiar Is Strange

Making ourselves vulnerable is to reveal the chinks in the armor; in this revelation one exposes the places where one is weakest. Is this bravery or something else? Nussbaum (2010) encourages us to engage in intellectual struggle with ourselves, for only then are we able to engage in political battles for equality both inside and outside of our classrooms. But do we need to make our personal struggles public? If we decide to do so, are there benefits: lessons to be learned and strategies to share—both personal and political? Are they one and the same? Although slightly terrifying, I believe in such endeavors, which is why I decided it was crucial to write this chapter and to publish this volume about the difficulties in doing social justice work in academe. In this chapter, I share my personal struggles in teaching “unsafe content”: topics that destabilize students or make them uncomfortable. Asking students to grow, often when they are disinclined to do so, can make professors who ask students to do this work vulnerable in their own right. This is my work. This is my story.

To engage in this struggle within us there must be a method; my chosen approach is currere. According to Pinar (2012), currere, literally curriculum as a verb, or “the course to be run” (p. 43), is a form of criticism where one’s understanding stems from a personal analysis of how culture shapes one’s own consciousness; moreover, it is a process of examination where one stories how academic knowledge influences one’s lived experiences and vice versa. Through the practice of self-study using currere as the vehicle, the major existential crisis of my transition to life on the tenure track was my heightened vulnerability to microaggressions because I asked my students to do the hard work: to examine their biases, to think about discriminatory practices, to challenge their thinking—exactly what I thought higher education was supposed to be, or so I thought. I had no idea how wrong I was, or how difficult this proposition would be.

When I first moved about four hours south from my urban/suburban home—where I had lived and worked into my early 40s, I noticed immediately there was a change in climate, not meteorologically speaking, but metaphorically: Something in the air was different, and the change was palpable. My initial experiences upon moving were over the top: My friends who came to visit in those initial weeks were shocked at the behavior of wait staff, bartenders, and store clerks, going out of their way to gush at the newcomers, to offer advice, local wisdom, and suggesting places to eat, drink, and shop. I was immediately recognized when walking into a place that I had been only once before, remembered, and welcomed. I thought that I was from the Midwest, but I had never experienced that stereotype of the “culture of niceness”—the stereotype of midwestern values. However, this culture played out very differently within the university. Pittard and Butler (2008) define the “culture of niceness” as:

school culture (including external factors such as school structure, community culture and nature of the profession in general) characterized by conformity and professional interactions wherein the expectation for teachers is to not be confrontational or critical of the school structure, but to accept it or at the very least to work within it without outward resistance. In other words, the expectation is for teachers to “play nice” within the system of schooling, accepting the status quo and modeling it for their students. We see this as part of the “hidden curriculum” of schools and, as such, it is pervasive and invisible at times. (p. 72)

I found a very similar culture in my new institutional home.

This was a predominantly white institution (PWI), and coming from a very diverse area, I was shocked at the homogeneity of my students. In fact, it was difficult for me to tell many of them apart, as there appeared to be a uniform right down to the accessories. When, on the first day of class, I asked my students to tell me an interesting fact about themselves, something to set them apart in my mind so that I could connect a face to a name, many of the young women stated they were in a sorority, the men indicated they were athletes. My new career home was a football school in a football town; I questioned whether I would fit in.

My charge has always been to move my students from their comfort zones. But in this predominantly white institutional space, this was a more difficult endeavor than what I was accustomed to, as my first year coincided with a new multicultural education course, which I taught, to complete the licensure program in education. Prior to this, students were not required to take a course in multicultural education; previous social foundations courses did not deal explicitly with issues of diversity. Thus, I knew that I would face resistance, but I had experience teaching these courses. Student resistance is to be expected when one delves into the dangerous waters of asking students to move beyond their own experience and to engage in thinking that is uncomfortable, particularly for students from dominant groups (Sleeter, 2011). In predominantly white institutions, multicultural education is often seen as unnecessary (Milner, 2005a), but, as Milner reminds us, “The idea that racial discrimination and cultural misunderstandings do not exist in predominantly White institutions is a fallacy” (p. 394). All of our students will eventually engage in a multicultural society, and they need to have the knowledge and skills necessary in order to do this effectively without relying on stereotypes or models of deficit thinking. I was a bit unprepared, however, for the invisible wall that I faced on a daily basis. I learned of the existence of this wall when I read my first semester’s evaluations.

One particular evaluation from a graduate student disturbed me greatly; this student indicated that I “did not understand the institution or know how it worked.” Essentially, this student viewed me as an outsider, as someone who was challenging the status quo—which many of my students found unacceptable. Many were troubled by the content of my courses, as evidenced by student evaluations, but most never expressed this to me openly so that I could deal with their anger or discomfort and assuage their fears. It typically only came out after the fact. Now, at this particular institution, several professors attended as undergraduates. My institution is considered a teaching institution, and student evaluations are the primary tool for determining tenure. So, I could play it safe and teach safer courses or be who I am and take my chances. Of course, I chose the latter, but not without fear and great trepidation.

Methodology as a Self-Reflexive Process

Reflective practice begins where practitioners are problematizing their practice and learning afresh about both the knowledge and skills and attitudes that their practice demands.


—Peter Jarvis

My approach to this chapter is a methodological bricolage, or an interweaving of story (Lincoln & Denzin, 2003). I incorporate aspects of Pinar’s concept of currere (2012), or the manner in which to understand the self through reflection filtered through the lens of academic knowledge as well as Milner’s approach to narrative inquiry (2005a; 2008) and Brown’s theory of using narrative as a form of resistance (2008) in order to examine and make sense of my experiences doing social justice work in academe. Self-study involves critical reflection with the goal of changing the curriculum and the world (Schon, 1991). Pinar’s method of currere involves thinking and writing to understand ourselves in this manner, “Reactivating the past reconstructs the present so we can find the future” (p. xv) because it is “Through academic self-study [that] we reconstruct ourselves and the world we inhabit” (p. 2). My telling is inspired by thinkers such as Ives who contends that “we do not write about things as they are or were or will be, we write about these things as we are” (as cited in Nash, 2004, p. 130), and Richard Rorty, who theorizes, “truth is made, not discovered” (as cited in Nash, 2004, p. 7). Sharing one’s vulnerability and struggles and then problematizing them is key to social justice work, to our own survival—this is the truth we attempt to create and to share. According to Brown (2008) currere involves three steps: delving into our pasts and restorying our educational journeys, forging into the future to an imagined reality of what is possible, and finally, analyzing ourselves as texts in order to gain knowledge of practice and potential practice. However, I have reconfigured Brown’s steps in this telling; I will first delve into my past, problematizing my current educational dilemmas; second, contextualize my story as text to be analyzed; and then, third and finally, imagine a future utilizing story as lessons learned for an informed praxis. It must here be noted that not only can the telling of our own stories assist in sharing effective classroom practice, but sharing ourselves can also help us to connect with our students.

According to Pinar (2012), currere is an autobiographical method, which tells one’s lived experience and provides a strategy for self-study. This work is crucial in creating classrooms and curriculums that are attuned to ourselves and to our students: to the knowledge that is not only shared but also coconstructed. According to Berry (2014), “Such understandings have expanded curriculum through experiences, past, present, and future, in terms of what we know, what we need to know, and who determines what we need to know. Curriculum, from a reconceptualist stance, bears the question of what knowledge is worth knowing . . .” (p. 4). In this telling, one will examine one’s own beliefs about education by examining the relationship between academic knowledge and one’s life history in order to gain self-understanding and social transformation. These endeavors necessitate what Pinar describes as complicated conversation with the self with the goal of some form of pedagogical action. According to Pinar (2012), channeling Virginia Woolf, “Only after that room of one’s own becomes quiet enough to hear oneself think, then one can initiate conversation, first with oneself, then with others, others who are also occupants of rooms of their own” (p. 6). Essentially, we work from within in order to move into transformational classroom spaces. We must know what we love and what we fear, what inspires us and inhibits us, in order to find pedagogical freedom in the classroom and peace in our lives.

My process during my two years as an assistant professor is both complex and intertwined between the study of the self and developing effective practices to inspire culturally responsive teachers and leaders and studying the evolution of students to this end. This telling is informed by the following: my personal currere, personal field notes detailing my classroom experiences and reflections on interactions with students, and course evaluations.

Dangerous Waters: Doing the Work

In general, although the pre-K–12 student population in the United States is becoming increasingly diverse, the teaching force is increasingly homogeneous (Milner, 2005b). According to the National Center for Education Information (Feistritzer, 2011), 84 percent of the teaching force in the United States is white.1 To compound this problem, there are many current challenges to political correctness and the demonization of inclusive diversity programs, the dismantling of affirmative action, ­anti-immigration ­legislation and attitudes, and less academic freedom for educators. This atmosphere contributes to the challenges of being a teacher educator today. Although difficult, it is critical that teacher educators assist in the development of competencies for future teachers to effectively work in diverse schools (Milner, 2005b), but it simultaneously makes the educators who work to dismantle white supremacy and patriarchy more vulnerable to microaggressions and racial battle fatigue, particularly if these educators work in predominantly white institutions (Milner, 2005a, 2005b).

At both the undergraduate and graduate levels, most of my students (82% of whom are white) had little exposure to ethnic and racial diversity. Often they would confuse diversity with individuality: “Everyone is different.” Most could not talk about diversity, let alone race. They confessed that talking about racism made them uncomfortable, and, in fact, “guilty.” Additionally, when asked to reflect on questions of racism in the United States, many communicated that the problems are over: simultaneously believing that we live in a postracial America, while also sharing memories of nooses hung in the lockers of the lone African American student in their high schools. But, for them, that was a long time ago, and everything is okay now because, as many stated, “We have a Black president!” Teaching multicultural education provided students with a venue to discuss issues of race, gender, sexuality, and the like, and largely, the only time they were asked to do this work, but conversations about white privilege were often met with resistance and denial. I learned that most of my students felt that their predominantly white institution (PWI) was in fact diverse. And, for most of them, it was. White students often tend not to be critical of issues of race and racism in their lives for various reasons: They do not have to deal with the issue on a daily basis or even confront their own privilege; some view racism in terms of binaries (e.g., this person is a racist and that person is not), but this is not an either-or situation; as Trepagnier (2006) argues, some view racism only in terms of derogatory words and de jure discrimination, but the unconscious engagement in behaviors that serve to reinforce the status quo is silent racism.

Most of my undergraduate students, on entering the multicultural course, in general communicated a “colorblind” ideology, as realized in statements such as, “I do not see color.” This is a privileged viewpoint to possess because it delegitimizes the experiences of others who do not share a dominant identity and/or racial identification; in effect, it justifies the perpetuation of the status quo. To simplify, according to colorblind/genderblind ideology, if you talk about race you are racist; if you talk about sexism or feminism, you are sexist (Ludlow, Rodgers, & Wrighton, 2005). Adopting colorblind and “other-blind” ideologies makes it difficult to recognize systemic and institutional policies and practices; instead, teachers may tend to blame the students for their failure to conform to dominant ideologies, which contributes to cultural mismatch and the disproportionate percentage of students of color referred for special education services and subject to heightened discipline policies (Carter & Welner, 2013; Kohl, 1994). According to Milner (2013), “By adopting color-blind ideologies, practices, and mind-sets that ignore the importance of race, educators can contribute to and actually exacerbate the persistence of opportunity gaps” (p. 23). The widespread adoption of colorblind ideology throughout the United States is not only a political neoliberal consequence, but also implicated are curricular choices that impact our students. Pinar (2012) details the systemic removal of the history of American racism from U.S. textbooks, which is a situation that contributes to the problem of colorblindness; this curricular assault cannot be ignored and must be rectified.

In essence, it is not uncommon for white preservice teachers to engage in the aforementioned denials of inequality and a general questioning of the need for multicultural education, both in their own educations and in their future classrooms (Milner, 2013). Many of these white future teachers, and mine are no exception, believe that they will go on to teach in schools much like they were educated in: small, rural, and all-white, and thus feel that multicultural education is neither relevant to them nor to their students. As Milner (2013) states, many of these educators “gloss over race” for various reasons:

(1) They are uncomfortable talking about it, (2) they find it irrelevant to do so, (3) race is sometimes considered a taboo subject due to its horrific history for some in U.S. society, and (4) race is misunderstood by so many, both within and outside of education. (p. 7)

However, Gay (2010) reminds us that students can feel ashamed, embarrassed, and angry when their ethnic or racial group is either portrayed only negatively through the curriculum or not at all. It is thus necessary for teacher educators to push to create culturally responsive educators and educational leaders.

Although I had a difficult time teaching multicultural education to undergraduates in a PWI, I had an even more challenging experience with my graduate students, many of whom were alumni, and thus did not benefit from the multicultural course requirement during their undergraduate careers; these challenges were exacerbated by the online delivery of much of our Master’s program.2 I saw much more growth in my undergraduate students than in my graduate students through the course of a semester. ­Delivering content dealing with issues of diversity is demanding in and of itself; attempting to do so online in an asynchronous format is even more difficult because one does not have the benefit of the “teachable moment.” In the two-year cohort-based Master’s program, I taught two curriculum courses: one in year one and one in year two. My philosophy of teaching courses in curriculum involves teaching everything as text: the school and society, politics and policy impacting education, the larger culture, popular culture, social media, and so on. Because my graduate students were unaccustomed to dealing with the complex issues of oppression and educational inequities on a variety of levels, I made this my focus. Colorblind ideology revealed itself when one of my graduate students indicated that at her “all-white” elementary school, her principal did not see the need for multicultural education, that there is no need for change; in white suburban schools with majority white populations, this attitude is not uncommon (Milner, 2005b).

In general, I noticed a disturbing notion in many of my graduate students, particularly at the start of the program; I refer to this phenomenon as hegemonic arrogance: many communicated the precept that “all opinions are created equal.” More specifically, despite evidence-based conclusions, “an opinion is an opinion,” and thus it cannot be “wrong.” When grappling with issues of racial disparity in schools, many of my graduate students would deny that such inequities existed, despite extensive evidence. Some implicitly indicated that if they had not experienced it, that means it does not exist. Thus, particularly at the start of the program, most of my students denied structural inequality, the notion of privilege in general, and failed to move beyond their experience and comfort zones. Again, although they were upset about having to engage with these issues, most did not explicitly communicate their discomfort in the form of anger toward me. They kept their true feelings hidden from me in this “culture of niceness.”

I have also seen colorblindness in the extreme, when another one of my graduate students, a social studies teacher, proclaimed that he has experienced “the opposite,” as he deemed it, of the educational inequities we discussed in class: “reverse racism”; he taught in a diverse school where he viewed himself as the minority, and thus a victim of racism perpetrated by his students. He asked the question, “Why isn’t there a white history3 month?” He also protested the feasibility of adding multicultural content or reframing his curriculum to that end altogether because “we can’t possibly cover everything.” The implications here are, do nothing because it is easier, and that multicultural education is not important enough to make a priority. This may very well have been a coping mechanism, a self-protective resistance to shield one’s self from the guilt of the privileges of white supremacy. As Wise (2010) argues, “The first rule of white supremacy [is]: do not talk about white supremacy”; the fact is, we cannot solve race specific injury with race neutral or colorblind rhetoric on policy.

At the time of this writing, I am in my second year as an assistant professor. Prior to entering the tenure track, I taught high school for 17 years—15 of those at an alternative high school for students labeled at-risk for school failure. Additionally, I taught graduate courses in research methods and multicultural education and undergraduate courses in women’s and gender studies for approximately eight years. With all of my experience dealing with high conflict and “unsafe content,” I thought that this transition would be pretty straightforward. However, I was naive to the implications of my students’ lack of exposure to cultures and people different from them.

Because, as previously indicated, I had more difficulty delivering “unsafe content” to my graduate students, I will share some of their thoughts and my analysis of these experiences in general. Prior to their first course and again at the semester’s end, I surveyed students to gauge their perceptions of multicultural education and culturally responsive pedagogy. I asked my first group of graduate students to respond to the question, “What have you done to incorporate diversity into your classroom or school?” The following responses capture of essence of the group:


•   “I have tried to incorporate more literature from perspectives of people from other nationalities, race, religion. Admittedly, I have not done enough of this as the majority of the literature in our books is that of white males!”

•   “I’m very aware of the different learning styles of my students as well as their different backgrounds. Because of this, I make certain to be sensitive to each student and try to get to know them and find what makes them tick.”



In this first cohort, all of my students had grown up in homogenous environments with a traditional hegemonic curriculum. Beyond the notion of “everyone is different,” diversity for them meant learning styles and personal preferences: valid notions, but not adequate knowledge for a teacher working in a school with real students who may possess stereotypes of people they may not yet have had the chance to meet.

I also asked students to describe their own experiences or backgrounds with multicultural education; the following statements are generally representative of the group:


•   “Other than my college observations and playing sports with many different types of people, I haven’t had much of an educational background with multicultural students.”

•   “None.”

•   “I have had minimal experience with multicultural education with school-aged children. I have worked in schools that do not focus on multicultural education. It is rarely discussed, and I am rarely held accountable for providing multicultural education.”

•   “It is very limited. Even in college, I tended to gravitate toward the classes that taught literature from the perspective I was most used to and that was mainly the canonized literature.”



Clearly, I knew that I had a lot of work to do. I was grateful for the honesty of my students and for the institutional support I received to conduct this research. These responses gave me an indication of what I needed to focus on in my courses, and a clue as to the potential resistance I may face regarding said content. I found that relaying my own personal stories and stories of my former students of color who had worked in predominantly white schools and the inequitable treatment they faced were instrumental in the growth of my students.

When I asked what reasons (if any) would prevent them from being more culturally responsive, student responses included:


•   “Knowledge and application.”

•   “Lack of knowledge; fear of the unknown.”

•   “Lack of experience, lack of knowledge about other cultures.”

•   “I may need more knowledge about it, especially when I advance to an administrative position so that I can better help everyone.”

•   “I am not around various cultures very often.”

•   “It is not something that is asked of me.”

•   “I don’t have a diverse classroom of students.”

•   “I have never been placed into a situation that really needed it.”



I found the above responses to be the most revealing. I deem them as falling into two categories: (1) ignorance of the importance of the issue and/or knowledge of how to implement issues of diversity in the classroom and (2) the notion that because one does not work in a diverse school setting, multicultural education is not a pressing need. Again, such responses are not uncommon for white preservice students to express (Milner, 2013).

In my first class with this cohort of students, I asked them to complete a curriculum project where they created a unit based on best practices, global relevancy, and multicultural education. I had a student, a kindergarten teacher, submit a project about pumpkins, including texts about pumpkins. Not having any experience with early childhood education, I was confused. I asked him, “What do pumpkins have to do with multicultural education?” He replied, “All pumpkins are different.” I advised that he incorporate multicultural texts and even provided him with a list, and he responded with, “My principal is okay with this, so I do not feel the need to revise my project.” I was flabbergasted, both about this particular curricular approach and about the student’s defensiveness about revising his project to be more culturally responsive. I have paid close attention to this student throughout my two years with him, and have seen tremendous growth; however, in my second cohort of students, another student submitted a similar curriculum project about pumpkins for kindergarteners, a disturbing trend, to say the least.

Toward the end of the first semester, when I asked students to describe their reactions to multicultural education, they replied with the following:


•   “I would like to expose students to more elements of culture that is not theirs. I am not sure how to integrate this authentically.”

•   “It has been my experience that we teach all kids as though they are middle-class white Christians. It disappoints me even though I am a middle-class white Christian.”

•   “I need to learn more about it. I didn’t realize the extent in which we try to make others conform to the one idea that success is equal to that of the white experience. I have had little diversity in the classes I took through school and college and have had even less as a teacher.”

•   “I am very open to learning more about multicultural education but also have concerns about the challenges that may be displayed.”

•   “I think it can be more challenging on the educator since you have to be more aware of the backgrounds of your students as well as the fact that we as the educator usually can’t relate to a lot of what kids are going through today.”



In general, I saw tremendous growth in my graduate students as they ended their first course and even more so when they ended their second year. However, this growth came with great struggle. Some of the most negative student comments included on the first semester’s course evaluations included, “Not everything is about race,” “This professor is very opinionated,” and “Sometimes she talks down to us.” Undoubtedly, the worst comment I ever received on a student evaluation was from a student in the second cohort of graduate students: “The climate of [my] questions were always as if the person were not doing what they should. I felt the questions were delivered in a mean spirited way rather than a constructive way. Her delivery method is often gruff and makes you feel like nothing you do will ever be good enough. This is the kind of teacher that we all strive not to be.” Student evaluations were much more mean spirited from my graduate students than from my undergraduate students during the first year and a half. I attribute this to the online delivery of the courses, which is supported by research (Bonanno & Brocat, 2012); it is difficult to communicate one’s personality and sense of caring in an online format.

However, at the time of this writing, at the end of year two, in comparing my evaluations of this first cohort of graduate students with my two undergraduate courses, the graduate students’ evaluations were the best. In fact, they were outstanding. Perhaps this difference involves both my students and I taking the time to get to know one another and retooling our approaches toward a coconstruction of knowledge.

I have heard professors at other institutions indicate that they do not read their evaluations; that is how they survive. I strive to always improve my practice, and reading course evaluations is part of this process. I strive to be nice (while also critical), available to my students, and funny as a way to compensate for asking students to go to places they do not want to go, to think about things that make them uncomfortable. Although I was criticized by some undergraduate students for focusing too much on diversity (and on race and gender specifically), despite the fact that this was a course in multicultural education, the comments were not as scathing as were the graduate student comments in their first course with me.

Interestingly, I faced even more resistance from my second cohort of graduate students in relation to course content. When asked, “What have you done to incorporate diversity into your classroom or school?” some of the most telling responses from the second cohort included:


•   “I do believe I was given some formal multicultural education in school; however, it generally came from parents, grandparents, ­great-grand-parents
, pictures, and African Americans that address such issues. I believe multicultural education has diminished. African American students do not identify themselves as being worthy of education unless the educational structure that they are a part of makes them understand its importance. I do not feel students are being educated about multicultural education at home, which is where education begins.”

•   “I do not have experience with multicultural education.”



I found the first comment to be particularly offensive because this student specifically views African American students as operating from deficit models. In this group in general, my students tended to operate by viewing racial and socioeconomic groups of which they were not members, including their students, from deficit models. There were many times that I had to be very firm with this group and openly correct offensive statements. I had to call one student to ask him to remove his homophobic and racist posts from Twitter; his students and their parents are among his followers.

When asked to describe their own experiences or background with multicultural education, some of the responses from my second cohort of students included:


•   “I am not quite sure how I feel about ‘multicultural education’ and if it truly exists. It we are still struggling to implement it, or if it’s just an educational phase! There are so many dynamics at so many levels. It also has to do with introducing students to a ‘realistic’ perspective of the world and education when a school is 99% white or 99% black.”

•   “I would personally find it difficult since I don’t have any experience.”



The resistance is clear, but the question remains: How does one break through this? Persistence may in fact be the key to dismantling resistance. At the time of this writing, I have not yet had this second cohort for their second course; my hope is that they will progress in similar ways as my first cohort of graduate students.

When I asked this group of students what reasons (if any) prevent them from being more culturally responsive, they replied as follows:


•   “I believe I try to be culturally responsive but I also know that my past personal experiences and the feelings that stem from those things I have to continually work through.”

•   “The limitations of my curriculum. It’s hard to achieve multiculturalism plurality when there are precious few resources published. I suppose I could write and publish them, but as this point in time, this doesn’t seem to be a reality.”



It appears that some students are attempting to work through their resistance, but I found this last comment to be particularly revealing. No resources published on multicultural education? This is clearly not the case, as I have provided many resources and suggested venues where students may find more. This final comment seems to be a convenient dismissal of the ease in finding and implementing multicultural education, for such an endeavor may conflict with this particular student’s world view and prior educational experience.

Being a woman and asking critical and difficult questions of students in an environment where female professors, particularly in the education department, are expected to be “nice” and “nurturing” makes my job a bit more difficult than the white male across the hall who, admittedly, does not ask the tough questions or assign difficult reading because he needs to be “liked.” Typically I experienced indirect anger, such as retaliation on course evaluations; although uncommon, I was infrequently exposed to direct anger in the classroom. During a unit on critical media studies with undergraduate students, I asked students critical questions during a discussion, such as “who is ‘we?’” and “what do you mean by . . . ?” in an attempt to move them beyond dichotomous thinking. A student, in front of the entire class, stated, “I do not think your questions are appropriate.” When I spoke with him privately after class he informed me that he “did not appreciate my sassy comments.” The next day I felt the need to discuss with the class the nature of microaggressions, and what my purpose had been in asking them critical questions. I shared with them the idea that professors who teach “unsafe content” often have more difficult experiences because of student resistance and anger. I asked students to imagine I was a man asking those same questions and if they would have had a different response. I waited. The room was silent. I could feel them thinking. A male student replied, “Yes. If I have a male professor who comes on like a drill sergeant, not saying you do, I would be like, cool, that’s how he is. He’s in charge. But, if a woman acts like that I think, ‘what a bitch.’” A corner was turned with the entire class that day.

The good news is, after spending a considerable amount of time with the aforementioned student who did not appreciate my “sassy comments” during office hours, he sent me a personal e-mail a few weeks after the course ended and the grades were in:

I can’t thank you enough for getting my mind prepared and ready to study and think critically. Thanks to you, I wouldn’t of [sic] known were [sic] to start if not for you making us question and challenge what we already knew.


I know that I was not the best student and was downright disrespectful to you and questioned everything you taught us, but now I see why. And I wanted to let you know that I now see why. Finally, I wanted to say again how much you helped me grow as a person and as a student. I truly appreciate everything you have done and how everything was completely worth it.


As a white woman, I do not possess racial battle fatigue; this is not a term that I feel comfortable claiming as a person possessing middle-class and white privilege. However, I will state that I feel stress and fear in terms of my career success because of certain comments on my course evaluations that deal directly with asking primarily white students at a historically white and private institution to think about race, gender, and other forms of oppression. On a midterm evaluation that I gave to students in my freshman Introduction to the Teaching Profession course, a student wrote, “I hate this class. You talk about diversity too much.” Although these disheartening comments represent a small percentage of student responses, they are not less hurtful because they are few in number.

Several of the professors at my current institution are home grown; the institution hires its own, and this leads to a very homogeneous teaching faculty. This may impact how students view me, because I do not come from a rural background; I do not share those experiences. There are definitely regional differences in verbal and nonverbal communication styles that set me apart. For example, I initially found it difficult to operate in this “culture of niceness,” for my intellectual and academic background and tradition were geared toward a continual questioning; some students and colleagues often viewed such questioning as confrontational. I have found that meeting with other professors who teach similar content can help tremendously.

Informing Praxis

Conflict is the gadfly of thought. It stirs us to observation and memory. It instigates to invention. It shocks us out of sheep-like passivity, 
and sets us at noting and contriving . . . conflict is a “sine qua non” of reflection and ingenuity.


—John Dewey

The curriculum we create and the pedagogy we utilize are both inherently political. As Pinar (2012) argues, “The school curriculum communicates what we choose to remember about our past, what we believe about the present, what we hope for the future. Curriculum debates—such as those over multiculturalism and the canon—are also debates over the American national identity” (p. 30). To illustrate Pinar’s point, much of the traditional curriculum in the United States constitutes the eraser of systematic violence against and oppression of indigenous peoples, people of color, and women of color and white women, sexual minorities, and the disabled, by the white male heterosexual hegemony (Pinar, 2012). As a professor of education it is my charge to unearth these graves, instill a sense of questioning in my students, and address the issue that all curriculum choices are political choices. And, as Pinar argues, “This is the moment when self-study becomes reconstituted as public service” (p. 47). This is rough terrain in a PWI—and potentially dangerous ground to cover by a new faculty member without tenure. But one does the work one is called to do.

Although, as Dewey (1922) reminds us, we should not fear conflict or controversy in the classroom, as a junior faculty member I am compared equally with my peers who teach innocuous courses such as educational technology, despite decades of research on student resistance to content pertaining to diversity and multiculturalism (Ludlow et al., 2005). Fear of controversy is not the issue; the issue is fear of the implications of doing this work. To not do this work is also a political choice, a choice to maintain the status quo. The choice to maintain the status quo is a dangerous one because it ignores the teaching of the histories of educational inequities in this country that have disproportionately disadvantaged students of color through heightened placement into special education programs and lower-tracked classes, stricter discipline policies, and various educational policies that ignore a myriad of societal and political issues that lead to opportunity gaps for students of color, for low-income students, and in particular for low-income students of color (Carter & Welner, 2013; Milner, 2013). Despite the controversy in broaching these complicated conversations, such curricular choices are necessary in dismantling and problematizing this inequitable status quo. If we, as teacher educators, do not make these issues a priority in our classrooms, who will? If we do not dare to do this dangerous work the cycle will perpetuate.

If our institutions and our departments do not value our work, then we are left standing alone, pushing our largely white population of teacher candidates into rough terrain, terrain that may have largely been unexamined by them. If my students are upset at having to examine their biases, will they take their anger out on me in student evaluations? Sometimes the answer to this question is a definite yes. Will I eventually be denied tenure because I chose to take this risk by volunteering to teach these courses? Currently, I am unsure how to answer this question. What I can say is that privilege is often correlated with student resistance (Ludlow et al., 2005). The implicit institutional norm is for junior faculty to avoid teaching such classes, because it is easier and safer not to. According to Patton, Shahjahan, and Osei-Kofi (2010), “to critically engage with social justice scholarship and practice is not at the top of the list when it comes to advice for new faculty members on how to be successful in higher education today” (p. 265). The implicit question raised by the work of Patton, Shahjahan, and Osei-Kofi is, “should we wait until we achieve tenure to do this work?” And, “in the meantime, who will carry these burdens?”

I acknowledge that I possess a great amount of privilege, and that I have a lot of work to do to dismantle or unlearn the damaging ideas that I have been taught, and that I can do more to move beyond my own experience. I consider myself to be an ally on many fronts, working in various ways to undermine oppression, and working to undo the potential assaults that may be perpetrated in our future classrooms by teachers who are untrained in cultural responsiveness: or, to complicate the conversations of those students who feel that being “nice” is enough to deal with any “–ism” that may enter her or his classroom (Nieto, 2008).

Although I am committed to teaching “unsafe content,” I understand that not only is achieving tenure more difficult for women and faculty of color because of organizational cultures that do not support their work or their identities (Jones, Taylor, & Coward, 2013; Smith, 2007), but also, this work is further complicated when teaching courses with “unsafe content”; according to Ludlow, Rodgers, and Wrighton (2005), “resistant White/male heterosexual/mainstream students respond to diversity courses by inverting the dominant/subordinate paradigm: the White student perceives himself/herself to be subordinated by the discourse of diversity and resists it as if she/he were the marginalized group” (p. 8). Additionally, the more dominant identity the instructor possesses, the least likely s/he is to face student resistance on evaluations; the more distant the instructor’s identities are from dominant identities, the more “intense, abusive,” and discrediting the resistance can become (Ludlow et al., 2005, p. 8). According to Sandler (1991), “When women’s issues are introduced as part of the curriculum [and, I would argue, issues of multiculturalism], these issues may also be devalued and not seen as ‘real’ issues. Students may indicate their displeasure with overt comments, hissing or booing, negative body language, and inattention or yawning” (p. 11).

Professors who violate students’ expectations by, for instance, stepping out of students’ proscribed gender [or racialized] role expectations can face consequences (Bachen, McLoughlin, & Garcia, 1999). In fact, when women professors are perceived to be “nonnurturing,” they can be criticized as arrogant or as having something “to prove,” particularly by male students (Bachen et al. 1999, p. 208). Sheryl Sandberg (2013) relays a conversation with Professor of Leadership Deborah Gruenfeld, “‘We believe not only that women are nurturing, but that they should be nurturing above all else. When a woman does anything that signals she might not be nice first and foremost, it creates a negative impression and makes us uncomfortable’” (p. 43). Sandberg’s concern is a great one, for it impacts both our lived experiences as women and the trajectory of our careers. Students often expect women faculty to be more “maternal”: personable, supportive, and open to providing special treatment; but despite reporting receiving more attention from women professors, students often rate them less favorably (Sandler, 1991). Women who are outspoken tend to receive more negative repercussions for their behavior (Takiff, Sanchez, & Stewart, 2001).

Sandberg’s concern is my concern. I feel as if there is resistance to being a strong woman in my current institutional space. According to Takiff, Sanchez, and Stewart (2001), “Female professors, like other women in the workplace, may often have to decide whether to conform to traditional gender-role norms or to demand the status and success they deserve at the cost of likability” (p. 143). It is as though my students expect a maternal figure, someone who is perpetually nice: someone who is not too challenging, someone who does not ask too many questions, for, as Sandler (1991) reminds us, gender can impact how students evaluate a faculty member’s competence. According to Baker and Copp (1997), “students may hold contradictory and unrealistic expectations of them [women]. These contradictions may make it hard for women faculty members to receive outstanding teaching evaluations, because students judge women by their gender performance” (p. 29). Attribution plays a part here too, as women’s successes are often attributed to luck, while men’s to talent (Sandler, 1991). Just as possessing nondominant gender identities can result in lower teaching evaluations, the same can be said for nondominant racial identities. White instructors’ course evaluations tend to be higher than their counterparts of color; the same phenomenon exists for sexual identities (Ludlow et al., 2005). But student evaluations are not the only concern; teaching classes covering issues of diversity can result in overt or thinly veiled resistance on the part of students. As Brown (2004) argues, “Resentment is frequently reflected on teacher evaluations, whereas resistance is apparent in inadequate preclass preparation, reluctance to engage in class discussions and activities, and a lack of commitment to required ­cross-cultural ­interactions and research” (p. 326). This fact becomes even more complicated when women professors teach feminist or other “unsafe content” (Baker & Copp, 1997; Ludlow et al., 2005). In sum, professors who teach “unsafe content,” particularly if they possess nondominant identities, can receive consequences from students: anger, resistance, negative evaluations, and, potentially, negative consequences from administration and tenure and promotion committees.

Despite these difficulties, we must work to change the curriculum to be more inclusive and to work to engage our colleagues in supporting us in these endeavors.


OEBPS/images/cover.jpg
Insights from the
Front Lines of
Social Justice Advocacy

Jennifer L. Martin, Editor
Foreword by H. Richard Milner IV






OEBPS/images/Infinity_Symbol_fmt.jpeg





OEBPS/images/Praeger_logo_fmt.jpeg
@ PRAEGER

AN IMPRINT OF ABC-CLIO, LLC
Santa Barbara, California ® Denver, Colorado ® Oxford, England





