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CULTURE AND PRACTICE

Educating Professionals for Practice in
a Multicultural Society: Understanding

Oppression and Valuing Diversity

by Cathryne L. Schmitz, Catherine Stakeman, & Jose Sisneros

Abstract

‘The United States is a society diverse in culture, race, ethnicity, religion, and incorne; one strugpling with a past involving op-
pression, inequality, and buried knowledge. in order {0 heal and strengthen, we must educate ourselves about the many
strands of oty history: grow 10 appreciate and enjoy the multiple cudtures, races, and realities; and recognize the consequences
of current and historicat oppression. Sodkal work professionats can and should play & lead role. Social work educators can pro-
vide Jeadership in developing leaming opportunities with parallet fod on the history and Impact of oppression, and the
strength and joy of diversity, After a review of the issties, 2 modet Is presented for puiding/fadiitating this early leaming,

THE UNITED STATES 1S A MULTICULTURAL, pluralis-
tic society, challenged from its inception Lo educate for and
about diversity. The immigration of Western Europeans from
many cuitures to & land already occupied by multiple Native
American celtures required accommodation and assimilation
in norms, langsage, und valves (Takaki, 1993; Zinn, 19800
English was chosen as the nutional language by the colonial
leadership and immigrants leamed it at the expense of their
own language and colture. Traditionally, the history (“his
story™} of the United States has been written from the Euro-
pean (male) perspective {Beard, 1995; Chomsky, 1993; Taka-
ki, 1993}, Facts have been omitted or distorzed about the dis-
placement ol Native Americans, the alternating immigration
and enslavement of Africans, the relationship with Latinos in-
cluding the migration and displacement of Mexicans, and the
bringing in of 2 labor force from Chins und Japan followed by
the immigration of other Asians, Southeast Asians, and Pacif-
ic Islanders {Takaki, 1933 Zinn, 19800,

The major institutions (government, schools, social wel
fare, banking, business} have been heavily influenced by
western Buropean, White Anglo-Saxon traditions and mores
{Gollnick & Chinn, 1998}, The increuse in non-European
popuiations and the dissatisfaction of people of color, women,
gays and lesbians, the elderly, and people with disabilities, are
bringing new demands for equity in education and employ-
ment, and an overall voice for change in mstitufional values

{Beard, 1595). The varions social movements espousing eg-
uity and eguality intersect and must coalesce for true equity
and lasting change.

Currently, there is much discussion about multicultural
education, particularly in fields such as social work and edy-
cation. Many books exist on cross-culiural practice in the
human service fields (Almeida, 1994 Ewalt, Freeman, Kigk,
& Poole, 1996; Greene, 1999, Fglehart & Becerrs, 1995, Ka-
vanugh & Kennedy, 1992; Lum, 1996, 1999; Paniagua, 1994
Philteo & Brishane, 1995; Ridiey, 1995). Unless practitioners
are brought through a process that helps them understand the
impact of oppression and the value of diversity, however, they
will not have a context for the integration wnd application of
this materfal.

While a number of books exist on educating for a maldi-
cubtural society (Fiol-Matta & Chamberiain, 1994; Geismar &
Nigolean, 1993; Hidalgo, McDowell, & Siddle, 199¢); Ruberts.
(onrales, Harris, Hoff, Johns, Lon, & Scott, 1994: Schoem,
Frankel, Ziiiga, & Lewis, 1995}, there is Htle concrete infor
mation {o geide preparation of social work professionals and
students for muBicultural practice. The potentiad for diversity
as 2 sousce of strength and joy frequently goes unvoiced. As
Sue {1994} stated, “Personal and cultural values are challenged
by diversity ... we must develop u positive appreciation for di-
versity and multiculiuralism, valuing buman diversity and re-
alizing that it is an essential part of existence” {p. 2).
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Experience has taught us that movement toward in-
formed practice in a multicuitural society involves three
levels or stages of learning. The first level is multidimen-
sional. At this level, parallel knowledge is presenied simul-
taneousty on the masy histories and cultures of the United
States, and the history and impact of oppression. Exposure
to the new knowledge through a process encoursging the
development of critical thinking skills helps learners exam-
ine the identity and beliefs of self and others. The second
level involves enguging learners in a dizlogue that helps
them discuss and learn across the boundaries of difference.
After these two levels participants are able to move to the
third level, fearning about social work practice in a mult-
cultural environment. J is at this point that students can
learn from the body of Hierature on mulfifeross-cuitural
practice. The concepis, knowledge, and skills that support
“cultural competence™ (for definitions and discussions see
Carter, 1995; Leigh, 1998; Lum, 1999; Green, 1999} and
“ethnic sensitive practice” (for definitions and discussion
see Devore & Schiesinger, 1998; Green; Lum) are more
meaningful and can be incorporated with increased under-
standing at this juncture of the learning process.

Through this article, a model is presented that has been
effective in helping social work students move into the fisst
two levels of leaming to begin the lifelong journey toward
growth, incinsion, and exploration. Experience in and kaowl-
edge about educating on the complex issues of diversity and
oppression 18 shared. Analysis of student projects and evalua-
dons have informed the development and refinement of the
model. The maulticultural curdculum described has been
taught by faculty diverse in race/ethnicity, gender, and sexual
orientation. This process of inclusive leaming has been sue-
cessful in engaging students at four upiversities during 3
years, and in three regions.

Reality, Learning, and Resistance

Because social work professionals and students come
with a range of values, cultural histories, and prejudices, edu-
cating on the impact of oppression and the value of diversity
can be like walking through 2 minefield. Participants not only
respond out of unexamined values but also out of the defen-
siveness bor of guikt and shame and/or the anger born of pain
{see Garcia & Van Soest, 1997, and Lather, 1992 for velated
discussion). Edacators must leam 1o bring participants care-
fully through multipie emotions into a place of accepting and
understanding our societal history of oppression by race, gen-
der, sociveconomic status, and sexual orientation.

Recent articles (Garcia & Van Soest, 1997; Millstein,
1907 anajyze some of the barriers to the carly stages in this

process and the pivotal role of self-reflection. Garcia and Van
Soest examine the resistance experienced in facilitating stu-
dent learning about racial diversity and oppression. They
identify the importance of moving students through a self-re-
flective, critical process. Millstein as well as Garcia and Van
Soest describe the use ol a taping project that engages euch
student in self-monitered learning and reflection on power
and irequality, This project is a valuable tool supporting a
seif-informed educational process. These studies support the
importance of interweaving process and knowledge building.

A framework does not exist, however, for guidance in
the development of curriculum on multicuitural social
work, which is broader and more inclusive. The multicul-
tural perspective has the potential to be inclusive, recogaiz-
ing the multiple cultures of the United States (Fellin, 2000},
The inclusiveness has both the potential to reflect the rapid-
ly changing caitural environment of the country (Fellin)
and to bring more participants into the dialog across multi-
ple contexts of oppression and privilege. While there are
many views on muiticnlturalism, we have chosen to buiid
from the concepts of critical multicslturalism (Kincheloe &
Steinberg, 1997). Within critical multicuituralism, class,
power, and domination are central to analysis and knowl-
edge building. Engaging the critical perspective promotes
individual consciousness raising about how and why one's
political epinions, sociveconomic class, role, religious be-
liefs, gender role, and racial self-image are shaped by the
dominagt perspective,

Expecting and understanding resistance, educating to lis-
ten and question, opens & space for exploring oppressien with
its multiple  realities and  faces racism, sexism,
homophobig/heterosexism, classism, refigious discrimination,
and differeace. 1t is difficuly, however, 10 acknowledge
racism, Inequality, oppression, privilege, and stereotypes.
Efizabeth Ellsworth's £1989) study of the pedagogy of anti-
racist education reflects rumerous sowrces of fear in student
resistance including vulnerability, misunderstanding, tistory
and memories, guilt, and resentment. Tatum (1992) identifies
three sources of resistance to learning: (a) race as u taboo
topic in mixed seftings, (b} the belief in the United States as a
just society, and {c} the denial of personal prejudice.

Learning is & process (Goldstein, 2001) inclusive of re-
sistance with learners experiencing a multiplicity of contra-
dictory reflections on knowledge. Because attitudes, values,
and behaviors are embedded through socialization, a process
designed 1o shift worldview threatens self-identity, precipitat-
ing the surfacing of resistance. Lather (1991) provides a
framework for understanding the process of resistance and
feamning. Based on her study of student response to feminist
consciousness-raising, Lather developed a model to exempli-
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fy the learning process, which is expanded in Figure |, When
conironsed with the reality of oppression, learners either ac-
cept or reject early in the process. Unless participants are able
to accept the reality of oppression and are helped to separate
the ugliness of oppression from the beauty and strength of di-
versity, they are not able 1o embrace and enjoy diversity. i
they accept the realify of oppression, the educator must take

Figure 1. The learning process.

Strength/Creativity
y A in Diversity
/ \ W

Liberating/
Excitement/Action

‘ Reject Accept F——

\
Guilt/Fear/Hopelessness

Reject Anger
Blame Hostility
Retreat

Note: Based on Lather (1992, p. 127).

care to help studensts move past guilt, fear, hopelessness,
anger, and/or blame info excitement, learning, and action.

The process uself 18 important, Garcia and Van Soest’s
{1997 study supports the importance of educating beyond the
cognitive level to student “examination of societal oppression
i their own lives” {p. 128). The multicultural teacher “strives
w0 encourage the development of a critical consclousness”
{Lewis, 1995, p. 27), one that retnains open o transformation
and interaction. This requires the educator to be “participating
in the learning experience, by continually reflecting on what
students are learning ... and by constamtly seeking alternative
methods of presenting material” {p. 273

A guided, supportive learning process helps students
come to the place of discovering & joy in leaming about di-
versity and an anger at lack of knowledge. With careful plan-
ning and thoughtful timing, participants are able o meove
through their resistance to embrace the content, process, and
activities {see Goldstein, 2001, for a discussion of the tengion
of the leamning process). While some students become more
open to learning about diversity, others remain refuctant to
risk without strong, supportive role models. Our experience
indicates that diversity among educators and a willingness
to discuss race 4nd oppression from their own experience
with discrimination and prejudice helps participants enter the

dialogue. They are more witling to share thelr struggles with
these issues if the educator is willing to share attempts to
work with personal biases, stereotypes, anger, and guilt.

Focusing the Process/Shifting Perception

Relying on the premise that reality is socially construct-
ed (Berger & Lucksnann, 1966), the practice of social work is
based on the search for “meaning construction” {Scott, 19893
The constructivist approach supporis the education of sociul
work students on self, calture, and help-seeking behavior
{Lee & Greene, 1999}, It is within the context of our history
of interactions with others, family mythology, language, cul-
ture, and experience of power and control that we interpret
our current context, Culture nvolves an integrated pattern of
behavior, norms, beliefs, values, and skifls arising fom ones
racial, ethnic, seligions, and secial groups (Soe et al., 1998,
Luam, 1999). The contextual interactions are complex and in-
tertwmed. Most, if not all of us, have experienced some form
of prejudice, discrimgination, andfor handship while also
knowingly or unknowingly participating in maintaining
racism, sexism, classism, and heterosexismn even if only
through tnaction. “The dialogue on culture and self bridges
the more abstract ingelieetsal discussion and students’ person-
al experiences, thes facilitating a reflexive learning process”
(Lee & Greene, 1. 341

While blame, faul, and guilt arise as part of the discov-
ery, a focus on moving beyond these feelings toward reflec-
tionr and growth facilitates a new social consciousness, As
frammed by Millstein (1997}, “A major focus is to ... help sto-
denis engage in critical self-reflection” (p. 493). Many lean-
ers want to withdraw from discussion, exercises, and reading
due to powerful feelings, The withdrawal is further height-
ened in a multicuifural environment. Anger and guilf can re-
sult in participanss responding megatively to one another. A
multi-racial teaching team can model constructive dialog
across difference,

Resistance to knowledge building is not only individual
but also family and community. A major burrier 1o leaming is
a lack of personal understanding of one’s culture, socializa-
gon, and social strucere. There is an “invisibility” of privi-
lege in being White. When one is White, one simply does not
think about it (Lopez, 1996). White students frequently do not
know about White culture or White privilege and therefore re-
sis¢ the notion that students of color may experience oppres-
sion. Studenss of color are often painfully aware and carry
pain and/or anger into the discussion. The pervasive social
deniad ol pessonal prejudice and lack of knowledge about
the irnpact of racism on self and others produces potential bar-
riers. Because race is a tuboo topic for discussion (Tatum,
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19923, even as individuals begin to open up, they face pres-
sure from family and friends to remain sifent. Additionally,
the community at farge prides itself on believing that the Unit-
ed States is & just society. This, 1n part. stems from: cultural
mores heavily influenced by a confusing and conflictnal mix
of religious, cultural, and gender socialization,
Understanding that oppressions overlap fucilitates open-
ness as students find a place to enter the discussion through
linking mechanisms, While the manifestations of oppression
vary, there are commaon themes that deseasitize otherwise
compassionate people to oppressive structures and actions.
Many great minds have drawn the link across sour common
exisience. Martin Niemoelier's poem (as cited in Bastlett,
19523 written 1 response to Nazi Germany helps set the tone:

i Germany theyv came Jirst for the Commimises,

ard 1 didn’t speak up because T wasn't a Communisi,
Then they vame for the Jews, and { didn't speak up
because T wasn o Jew Then they came for the rade
wrdonists, and Fdidn’t speak up because T wasn't a
trade wnioniss, Then they come for the Catholics, and
1 didi’s speak up becguse T was g Protestunt, Thew
they came for me, and by that dme no one was left 1o
speak up. (p. 684}

Other visionary leaders such ag Martin Luther King, Ir.
{ 1990) have scen the conpection us reflected in his stajement
“An injustice anywhere is a threat to justice everywhere” (p.
172} Audre Lorde (Gordon, 1983} draws similar paraliels in
her poer There is no hierarchy of oppressions. The contextis
deepencd by presenting  historical  information  on
inequality/inequity, poverly, and the nature of population
shifis. Storics and arsicles {e.g., Abramovitz, 1995; LaVelle,
F905; Meyer, 1994, Nichols-Casebolt, Krysik, & Hermann-
Curric, 1994; The war against woman. 1994 Starrels, Bould,
& Nicholas, 1994; van Wormer, 1994), videos, and presenta-
tions on the global natre of the oppression of women, per-
sons of color. and persons in poverty bring the discussion to
life for learners.

Excitement is generated and knowledge gained through
the interspersing of discussion and small group exercises with
articles on the culture and history of major non-Buropean
racial and ethaic groups as well as women, gay men, and les-
bians, Growing awareness of the significant contributions of
many groups (Native Americans, African Americans, Agian
Americans, Lalinos, women, gays, and leshiang) to the build-
g of this nation chatlenges students to explore and learn as
they grasp the shallowness of their knowledge of history.
From a position of valuing the strengths, talents, and perspec-
tives of individuals from diverse cultural backgrounds, they

begin to learn the need to examine internal and external bar-
riers o accessing these strengihs,

Estabiishing the Environment

The muldeulural teaching of oppression and diversity
can ondy occur in a safe, tusting environment {Beard, 19935;
Garcia & Van Socst, 1997). Thig spacc is built within the con-
text of respeet, openness, paticnce, energy, sensitivity, and ex-
citement. Faculty enthusiasm about the value of multicyltural-
ity sets the tone. Faculty establish a legiimacy for the
discussion by acknowledging and aormalizing the pervasive-
aess and dehumanizing impact of racism, sexism, classism,
and homophobis/hcterosexism. A balunce between educating
about diversitly and facilitating an understanding of oppression
and its impact is anchored in several underlying premises.
Table | provides an outline of the premises surfacing through
reffection on the literature roviewed above, These premises
provide i framework for curricuium development and imple-
mentation. They ground the process, guiding the choice of ac-
tivities, readings, and discussion. This framewaork stractures a
context that supporis student growih in the ability to recognize
and analyze the destructiveness of oppression, learn the joy in
expanded knowledge, and assess rhetorie and symbols.

Table 1. Underlying Premises

. All “isms” are based upon social constructions.
They are reinforced by institutional power, economic power,
and educational systems.
“Isms” are internalized and reinforced by family, friends,
and neighbors.

[ =]

Understanding historical roots and current rationale allows
the opportunity for change.

Participants see who loses and who gains by historical and

current rationales for mequity.

. There is no hierarchy of “isms.”

If you can oppress one group of people, you can oppress
all and establish boundary mechanisms to keep oppressions
intact.

There is tremendous power in controlling the framing of the
dialogue, the language of the dialogue, and the symbolism
associated with the dialogue.

Reframing allows greater freedom of dialogue and the inter-

connecting of ideas.

Understanding the commonalties of pitting groups against
one another, through the fostering of fear and ignorance,
facilitates the building of bridges across groups.
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Symbolic language patterns frame the construction of "'so-
cial reality” {Searle, 1995) establishing the social and political
disfogue that maintains some groups in a privileged position
{related discussion in Garcia & Van Soest, 1997} Analysis of
the connections across symbols, language, and power is en-
lightening; informing discussion on the significance of re-
claiming ianguage syrmbols. Participants are challenged (o look
to themselves, others, and previcusly unknown writien and oral
histories for the answers, A basic sct of goals (Table 2), flowing
from the premises, frames choices and stracture, providing a
foundation for design, implementation, and evaluation.

Table 2. Teaching Goals

Increase understanding of internalized and institutional
oppression.

Educate about the value of multiculturality and the strength
of diversity.

Provide material on the negative impacts of oppression on
the oppressed and the oppressor.

Increase student awareness about the impacr of oppression

on their lives

Help students identify the privilege of male gender, White
skin, and heterosexual orientation.

Expand knowledge of multiracial, multicultural, and multi-

gendered history locally, nationally, and globally.
Provide exposure to multiple cultures and worldviews.
Facilitate the development of critically thinking skills.

Create the possibility for students to work together toward

a more just society.

These goals, combined with core process techniques
{Table 3}, inform curmiculurs development. A safe learning
space structured around interaction, discussion, and knowledge
building encourages exploration and growth, Effective models
engage participants in active learning, teaching the skills for
¢critical thinking. Faculty and peer patience with, and respect
for, each individual’s process {acilitates change rather than re-
sistance. Faculty use of self provides a model for discousse on
difference, internalized oppression, and racism, sexism, clas-
sism, and hetercsexism. The timing and pacing of presentation,
reflection, activities, and discussion are key factors. Education
about the use of terms and symbols impacts the learning and
thinking processes. For example, to refer to a woman as a gir
implies & lack of adult statay. Negative language in regard to
race, ethaicity, class, and sexual orientation are intolerable be-
cause it implies a lesser status. A commitment to ang-

TACISTHSEXISIY requites monitoring common language patterns
for overtones of racism and sexism such as referring o black as
negative and white as positive.

Table 3. Process Techniques

Awareness and use of pacing and patience
Attention to vocabulary, language, and symbol
Creative knowledge presentation

Productive interaction grounded in common definitions and
agreed-upon ground rules

Active learning process
Cohesion building through group process

Educator self-awareness and comfort with strang emotions;
use of self

Precipitation and modeling of action

Ground rides. in order to discuss oppression and preji-
dice, facalty and studeats together develop a set of behaviors,
which provides a framework for the development of safety
and trust. Ground rujes establish the norms for participation.
Respecting curreat participant knowledge and worldview rec-
ognizes leamning as a process—inowledge and truth as con-
structed and contextasl, and embarragsment and ignorance as
inevitable possibilities. Basic rules include confidentiality.
mutual respect, required attendasnce, and speaking for seif
only with the use of "1” statements. An environment safe for
risk faking means that what is said in the learning environ-
maent is freated with Civility and remains private. Rules are es-
tablished for valuing feelings and confusion. Criticism and in-
sul are not acceptable and participants may request a fme-cut
with an agreed-upon band signal when their feelings are hurt,
they are angered, or they are embarrassed and confused. Par-
ticipants kearn to approach each other respectfudly and indi-
vidually rather than through assaurnptions and generalizations,
ailowing the emotional space needed to avoid withdrawal into
familiar defense postures. As one participant noted, Tt 1s tm-
portant to keep class safe, so that we can own our ideas and
not just be fed information. ... Keep class interactive and open
t¢ hear anything.”

Setting the stage. As an entry into the process, each par-
ticipaat 1s asked to List one thing they like about their gender
and one thing they Hke about their race/ethnicity. This exer-
cise provides a focus on scif and helps the learser orient o the
issues from a personal perspective. Women can have difficul-
ty listing a positive about their gender and White participants
conunonly are at & loss to discuss a positive about their race,
not having frequently thought about their own race and

616

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.




Schimitz, Stakeman, and Sisneros » Educating Professionals for Practice in a Multicuttural Society

Table 4. Matrix of Oppression

Race/Ethnicity Gender Class Sexuality Education Ability Religion
Anglo Male Ruling Heterosexual Higher Able-bodied Christian
Other Female Working Gay, Lesbian, Bi Other

Note: Other potential categories: language, age.

culture. If they have, their knowledge may bring guilt, which
interferes with learning. This exercise begins a process of
seil-growth and heightened awargness.

Experience has led to knowing the value of ¢ducating stis-
dents on the interlocking web of oppression across multiple di-
mensions including race, gender, sexual orientation, religion,
education, ability, nationality, and age. Conceptuaily, learners
often lack an understanding of the structural difference in
power relations, The matsix presented in Table 4 serves sever-
al functions. This model provides a framework for examining
the interplay between instimitional and intermalized oppression
while allowing participanis to idemify themselves in two di-
mensions—oppressed and privileged. The process helps de-
crease resistance. Separating institutional oppression and in-
ternalized oppression helps learners identify the dynamics and
irnpact of racis, sexism, classism, religious oppressions, and
heterosexism on all members of society. Participants begin o
analyze personal and social mechanisms for maintaining op-
pression and privilege, contextualizing their own areas of priv-
ilege and role in oppression. Subsequent discussion facilitates
the examination of how we cach participate (frequently un-
knowingly) in the oppression of others based on our privileges.
Participants begin 0 grasp the concept that when groups are
singled out by race, gender, disability, income, sexual orienta-
tion, religion, and culture, the behaviors of groups with more
power impact adversely on groups with less power through un-
equal access (o resourees.

Defining terms. Terms like racism, prejudice, privilege.
power, and oppression are defined and discussed so ali partic-
ipants possess a collective meaning of the terms and concepts.
The two hardest terms to get consensus on are racism and priv-
iege. Racism is defined as a structural issue. Persons of color
in the United States, by definition, cannot be racist because
they lack the power to discriminate systematically and eco-
nomically. Persons of any racial/ethnic group, however, can be
prejudiced and biased, dimensions that encompass personal at-
titude and action, This discussion allows for confusion but
moves toward a consensual understanding of the concepts.

Privilege is defined as unearned advantage. Initially.
White participants generaliy have problems with this delini-
tion, They are aware that they have worked hard for their
achievements and don't understand how they could be

perceived as having privilege. Articles by Peggy Muntosh
{1992, 1989) on male privilege and race privilege facilitate an
understanding of the labeis and the issues. By reviewing the
advantages of males, then reflecting on her own advantages,
Mclatosh was able 10 recognize her privileged position by
race, This is a turning point for many White learners, helping
them understand the privileges gamered from being White in
the United States Lopez (1996) provides 2 history and analy-
sis of the legal construction of race in the United States Stu-
dents are shocked by the defining of Whiteness in law and the
policy and personal implications. The curriculurs expands the
discussion to other privileges some or all of us share because
of education, socioeconomic status, disability, sexual orienta-
tion, and/or religion.

Texts, Videos, and Resources

Articles, short stories/narratives, videos, and speakers re-
flect difference and similarity; diversity and oppression. Most
of us struggle with identity crises as well as some form of dif-
ference or diversity, and, unfortunately, no group is ismune
from zbuse amongst its own members. Oppression by cuiture,
racefethmicity, gender, incorne, religion, Janguage, and sexual
orientation add diverse layers of adversity and barniers 1o so-
cial, political, and economic opportunity. Persons from op-
pressed groups struggle against feelings of oppression and the
domiration and sense of helplessness that inequality engen-
ders. Racism and sexism add barriers to the ability to compete
equitably, impeding the chance to succeed without structural
safepuards. Teaching aids deepen knowledge of these issues
¢{Tabie 5), helping participants evaluate the adversity Jayers of
oppression add to personal struggles,

Articles and hooks enrich the process when they provide
knowledge about the history and richness of diverse groups,
incorporating models of privilege, identity development, and
anti-oppression and anti-racism, The integration of current is-
sues and articles from newspapers, other media, and confer-
ences infuses vibraney into the discussions reminding stu-
dents that these are not oid issues. Analysis ol international
ethnic struggles is another means. The discussion shifts the
prism for cultural reflection as participants analyze micro and
macro expressions of oppressior: without a sense of national
guilt or responsibility.

T
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Table 5. Resources

Textbooks
Leigh, |. W. (1998). Communicating for cultural competence.
Boston, MA: Allyn & Bacon.
Rothenberg, P. S. (1998). Race, class, and gender in the Unit-
ed States: An integrated study. New York: St. Martin’s Press.

Targeted Reading
Pharr (1988, 1993)
Tatum (1992, 1994)

Models
Black identity development: Cross (1971, 1978)
White antiracists: Helms, P. (1990); Tatum (1994)
White privilege: McIntosh (1989, 1993); Winter (1977)

Videos
Asianization of America, The (1988)
Biculturalism and acculturation among Latinos (1991)
Black Is, Black Ain’t (Riggs, 1995)
Eyes on the Prize (Blackside, Inc., 1993)
Honour of All (Lucas et al., 1985
In the Whiteman'’s Image (Lesiak, 1991)
Martin Luther King: Legacy of a Dream (Kaplan, 1989)
Sarafina (Singh, 1992)
Schindler’s List (Spielberg, 1994)
Skin Deep (Reid, 1995)
We Are Family (Sands & Banks, 1987)

Poems and Other Readings
Lorde, A. (Gordon, 1983; Lorde, 1984)
Niemoeller, M. (Bartlett, 1992)

Activities, novels, ethnographies, and narratives bring
life to the issues and personalize the stories. Based on new
understandings, participants enjoy andiovisual presentations
designed to expand knowledge and exposure. Learners are
Turther surprised by exercises exposing their own multicul-
rural knowledge and attitudes. Leigh {1998) is a good text
for introducing soctal work students to a moded [or listening
and learning with eultural competeuce. It provides a frame-
work for interviewing and assessing, which is embedded m
cubfural awareness. By performing an ethpographic inter-
view, students discover perspectives previously hidden from
their view. Individuals interview a member of any racial
group other than their own. The interview involves gues-
tions swrrounding culture, tanguage, frame of reference,
family, aspirations, vision, and commanity. The taping pro-
ject deseribed by Miflstein (1997) and Gurcia and Van Soest

{1997} encourages student reflection with evaluation of their
own change process.

Diversity Among Faculty

While there is po Iterature on the sigrilicance faculty di-
versity, our own observation, experience, and analysis of ste
dent evaluations indicate that the learning process is ideaily {a-
cilitated by a raciadly/ethnically diverse team. While educators
ol color are vital 10 and pivotal in the education of individualg
of all colors, White educators also have a role and responsibil-
ity for teaching diversity and oppression. lastructor discussion
about and across race models a process; 2 discussion alf social
work professionals engage in for practice in a multicaltural so-
ciety. If not team-taught, carefully chosen speakers add diver-
sity while modeling openness and self-exploration.

Information related by lacelty of one colorfethnicity may
be heard differently by some feamers when repeated by edu-
cators of another colorfethnicity. White participants can have
difficuity hearing the material without guilt and can be espe-
cially eritical of lacalty of color. Participants ol color can
have similar problems with discussion and knowledge based
on the inputfdirection of White educators. Black educators
help Black learners integrate a theoretical and historical pes-
spective with strong feelings based on experience. This ob-
servation is supported by simifar findings of Garcia and Van
Soest £1997). Although White participants struggie with in-
ternalized guilt in order to tearn about oppression from edu-
cators of color, the growth is liberating,

Targeted or integrared: The false discussion. Education
and practice for a multicultural society are ut the core of our
profession. The Handbook on Accreditation Standards and
Procedures (1994 by the Council on Social Work Education,
and the Nationzl Association of Social Workers' Code af
Extics (1990} hold this principle as central. Whether students
learn the context for multicultural practice through a separate
social work course or infused within core social work cur-
ricalum. 18 not the most nportant issee, There is no research
to support additionaf benefits through infusion versus separa
tion (Revuolds, 19953 What matters is that students do learn
the material; that this goal is a primary goal of the curriculum,
The tendency in social work education 1s to combine the sep-
arate and integrated education {LeDoux & Montalve, 1999}
A sepurate course foliowed by integrated curriculum places
the dialog at the center of smdent learming. The introduetory
course facilitates movement through the first two levels of
learning—self-awareness, caliural knowiedge building, un-
derstanding oppression, and cross-culteral dialogue, Integra-
tion across the curriculum is then required to teach the skills
of malticultural practice and cultsrally sensitive knowledge
buailding, the third level of learning.

T
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Implementing the Model

Experience has been un educator; students the teachers,
Initfally, resistance——expressed through negativity, closed
body language and facial expressions, and journal/evaluation
comments—was strong and quick. Student evaluations re-
flected anger but lacked specific feedback. Evaluations with
mereasing specificity led to an understanding of the basis lor
withdrawal into guilt, shame, fear, pain, and anger. This carly
feedback led to the development of the model described.

The curriculum components have been taught through
integration as welf as a separaie course. The course of study
was designed to bring the students through the first two lev-
els or stages of learning. Process was engaged for seff-reflec-
tion, the analysis of the impact of oppression and privilege,
and knowledge building on diverse cultures, gender, and sex-
ual orientation.

Dizlog on the impact of oppression and the value and
strength of diversity was interwoven within the educational
process. In the classrooni, students explored the issues to-
gether, educating one another. Multicuitural historica! infor-
mation was provided along with a knowledge base about
many of the caltures contributing to the historical and social
context of this nation. Professional as well as current newspa-
per articles were shared for analysis; videos {(frequently pop-
ular videos) enriched the process, precipitating discussion and
reflection. When teaching students about feadership and so-
cial action, a video on Martin Luther King Jr. was shown.
Many of the students knew little about hiny and were amazed
at his skills, presence, impact, and power.

Curreat and historical information on oppression interna-
tonally enriched the discussion. The discussion ol the context
of oppression that allowed the development of Nazi Germany,
Japanese inferament in the United States during World War IE,
South African apartheid, and the more recent conflicts i pa-
tions such as Bosnia, Somalia, and Rwanda facilitated the de-
velopment of eritical thinking skibls. Videos such as Sarafinag
set a stage for understanding the impact of unegual power on
both the oppressed and the privileged. This video provided
the opportunity to observe the value and strength of diversity
and the evil of oppression slightly removed from the cul-
ture/society of the participants. Understanding oppression
outside self helped remove the guilt factor. Reflection and
discussion precipitated the transportation of that knowledge
back to the participants’ own cuitural context(s}.

Through reflective journals, students shared issues with
the instructor that they were unwilling o address openly
with classmates. The instructor responded with personalized
comments and suggestions. The iateractive process aliowed
& more personal and private struggle. Each week, siudents

analyzed the readings, videos, classroom activities/discus-
sjon, and their own history and knowledge, Students shared
their concerns, fears, anger, and joy, providing faculty with
& sense of student integration, knowledge building, and mis-
perceptions or difficulties,

Evatnations reflected an overwhelmingly positive re-
spouse, Stadents were asked on a qualitative evaluation to re-
spond fo the question, “Do you feef this course helped in-
crease your knowledge of the issues of diversity and vour
understanding of oppression?” Over six semesters, 164 of 176
students responded. The vast majority (919, 130 students)
was very positive. Ten of the others were ambivalent indicar-
ing they learned some or a little. Only 2% were negative
about the diversity content.

Evaluations evidenced not only increased knowiedge but
also an appreciation of the growing awareness and ifs impor-
tance (see Table 6 for representative ovaluative comments}.
Participants developed an exciternent about their growth as
the wealth of diversity in the United States became more ap-
parent. One of the students reflected on the feeling, *1 really
did feel like every class helped © make me a better person.
The stereotypes are slowly being destroyed.” Participants in-
dicated an appreciation of the opportunity fo examine person-
al and societal values and norms that impact ali players in a
muiticultural society. As one students stated, “I am much
more aware of multicuifural issues and have become more
sensitive te oppression.” Further, many expressed frustration
af not being exposed to this knowledge sooner. These changes
have ripple effects as reflected in student comments such as,
“[The course] aflected interactions with my lamily.”

Discussion and Conclusion

At the core of our national struggle is the incorporation
of diversity. At the center of our profession is the value of
multicuitural knowledge. Culturally compctent practice
builds from sclf-awareness of ones values, beliefs, and
racial/cthnic identity. From this base, one can develop the
skills for multicultural practice (Carter, 1995, Leigh, 1998
Lum, 1999; Green, 1999). A major challenge for us as educa-
tors and professionals 13 to participate in and fead crtically
thoughiful discussions about difference. As Anderson and Hill
Colling {1998} state “The strength and richness of our society
fies in its diversity, but that potential ... wil! only be realized
through social structeres that value and protect all human ex-
periences” {p. 19}. The shift begins “by valuing the experi-
ences of those ... excluded and questioning the assemptions
made by all groups” ép. 17},

The mode! presented begins this process. It 15 & model
developed through years of experience growing and shifting

T T
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Table 6. Themes From Participant Evaluations

Themes Comments
Value of the course ¢ | am more aware of the value of diversity and the realism of oppression.
* This class helped me understand that oppression comes in all forms and must be dealt with if
we are ever going to live in a just society.
* It helped me to more fully understand the importance and the need for practitioners to be
open-minded about situations.
* It recharged my desire to fight inequality—I'm now thinking a lot. My eyes are much more open.
Knowledge building » This course helped me increase my knowledge of the issues of multiculturalism and my under
standing of oppression.
* I do not think I could possibly give a concise enough answer in this little space about all I
have learned in this course about diversity and oppression.
* This course introduced me to many ways of understanding oppression. It proved to be a
great awaking to me.
» The class on oppression was extremely helpful in understanding the costs of oppression to all.
s The course expanded my knowledge of oppression to include all forms and kinds, not just
racial,
» The most significant thing I learned was the idea of systemic racism ... I never thought of
racism as systemic, rather I focused on individuals who I perceived as racist.
® [ realized that acknowledging cultural differences is not discrimination. The fact is that there
are differences and this is what makes the country great.
Growing awareness » [ am learning to look harder.

* We cannot learn to look at one problem in isolation.
* [ am more aware of cultural norms and values.

* [The course| forced me to surface some of my prejudices. It gave me a broader view of
oppression—a key part of the course.

* | am more aware.

e [ didn’t understand oppression before.

* [ learned about myself and how I'm viewed,

* | gained insight into ways people are oppressed and oppress themselves.

® [The course] made me think about oppression in the world and around me.

* By making me aware of the realities of our socicty I feel I have a better understanding of
oppression and the effects of it.

with direct and indirect studens feedback. It focuses heavily
on helping students move into the learning process; through
the early stages of dialogoe and knowledge building. As
framed i one evaluative comment:

In order io understand the issues of multicultural-
ism and oppression, one ruist undersiand how
each group is affected by it. Being able 1o view
angther position in sociery and how it may affect
their behaviors, values, and ideas is Important.
(Student)

Space for nurturing cross-race discussion as well as ex-
panded learning about race/ethnicity, culture, class, gender,
sexuality, disability, and religious difference form a basis for
informed practice in our multicultural society (see Fellin,
2000 for related discussion). Learners begin to understand
that oppression impacts the oppressed and the oppressor. Stu-
dents express excitemnent about learning: "The best course 1
ever had,” “This course encouraged me to look at my values,”
“I learned a lot.”

Important themes have emerged. Instructor use of ™"
language and personal examples models and normalizes on-

.
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going struggles with racism, sexism, classism, and homophe-
bia/keterosexism. Respecting participant process and history,
timing and pacing of the material, sefting ground rules, and
careful selection of text/readings and exercises are basic com-
ponents in determining suceess or failure of these carly learn-
ing phases. In line with Lewis's {1995} insight, “Instead of
merely presenting new information, we explore together the
tmportance ol their current levels of knowledge” {p. 31}
Videos, reflection with feedback, discussion, and modeling
expand leamning, Written journiad entries provide evidence of
participant ability to synthesize and inegrate the material;
supporting self-reflection and growth while conmributing to
the development of e dialogue between the learner and the ed-
pcator. Involving persons of many colors/ethnicities, both
genders, and differing sexual orientations helps learners en-
gage in inclusive dialogue.

Muiticultural practice is based on “increasing our
ways of knowing ... enabling us to reread ... a particular
meaning and uncovering new meanings ... perspectives that
we could not previousty see” (Schoem et al,, 1995, p. 283).
Growth reguires respect for the asti-racist and anti-sexist
work of women and men of all colors. As social workers, we
strive to amplify the voice of the silenced and challenge op-
pressive stractares. This “requires a reconstruction of knowl-
edge so that we have some basis rom which to change these
damaging and dehumanizing systems of oppression” {Ander-
sen & Hill Collins, 1998, p. 14}
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