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My hope is that ultimately academia (and the rest of the world) will become
50 accustomed to multiculturalism in the curriculum that we will no longer
notice it, discuss it, or need to applaud its inclusion.

In the meantime, this book has been written for instructors in all
Jisciplines who believe that diversity in the curriculum is an important
goal for higher education today but who, for various reasons, have not yet
made such revisions in their syllabi. The book is not addressed to those
ndividuals and institutions who are undertaking full-scale curriculum
revision projects. Accordingly, the reader will find in the pages that follow
, practical handbook for making small additions and changes in individual
syllabi and not a blueprint for large-scale restructuring. The underlying
velief is that even small changes can be effective and that a multitude of
such small changes across an entire syllabus or college curriculum can
make a significant difference.

Among the advantages and delights of being a librarian is the experience
of being a generalist accustomed to browsing the literature of many
lisciplines; thus although there is much in this book which is original,
here is more which has been gleaned from the literature of higher
>ducation and of the multitude of disciplines included within it. [ have read
many books and articles and spoken to many people in the course of this
research. I have attempted to give credit where it was due, but one can’t
lways be sure where an idea really came from. Accordingly, I would like
o thank not only the people I have cited in notes and the bibliography, but
also the many whose contributions may be unacknowledged.
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I have had much support and help in researching and writing this book.
My sincere thanks are due to my colleagues at John Jay College of Criminal
Justice, especially those with whom I am privileged to work in the library.
It is a pleasure to also offer special thanks to the John Jay College Faculty
Senate for allowing me to present a preliminary draft of this book at a
Better Teaching Seminar, and to the City University of New York Research
Foundation for providing a small grant to cover expenses. Finally, a
grateful acknowledgment to those friends who so kindly provided critical
readings of the manuscript at key points: Wanda Evans, Eli Faber, Olive
James, Karen Kaplowitz, Robert J. Lowenherz, and Zoe Salem.



Introduction

This book is a practical guide for teaching faculty in all disciplines who
believe that multiculturalism/diversity in the college curriculum is a
worthwhile goal. No attempt will be made to argue the validity of such a
goal; belief in it is an underlying assumption of the book.

There has been much discussion—and no agreement—over the meanings
of multiculturalism and diversity, and the extent to which they mean the same
thing. I will use the words interchangeably to describe a broad instructional
approach to every discipline in which sfudents will be provided with the
opportunity to think about those who might be different from themselves in
race, ethnicity, religion, gender, age, and class. I also believe it is essential to
place this thinking within a global context. Students in this country must
understand that we are all “the other” to the rest of the world.

Diversity is about expanding horizons. One need only look at a college
curriculum of one hundred years ago to see that revising today’s curriculum
is part of a long and continuous process. Well-meaning people at that time
opposed the adding of modern history to the curriculum because it would take
time away from the study of the biblical and classical eras. They were also
adamant in their belief that there was no place in the curriculum for science.
Later, after the acceptance of physics and chemistry into the curriculum, it
was argued with equal vehemence that psychology and sociology were too
unscientific to be considered academic disciplines. (And then, there was the
issue of higher education for women. . .)

Curricular changes have always been difficult and accompanied by
anguished cries from both sides because they require a basic redefinition
of what is worthy of study. Although it is easy today to laugh at arguments
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against the study of psychology or French (or the concept of higher
education for women), one must recognize that arguments about the
academic legitimacy of courses in the psychology of women or Kiswahili
are still entertained.

Scholars today are finding it necessary to redefine their disciplines and
to shift the nature of scholarly inquiry. As Lawrence W. Levine said in his
presidential address to the Organization of American Historians, “The
colloquy is no longer focused primarily on interpretations of discrete
events, it has increasingly shifted ground to a concern over matters of
legitimacy: Which events, which individuals, which groups are worth
having a colloquy about in the first place?”! He also notes how “seductive
and perilous is the trap of the assumed truth. Certain ideas become so
deeply ingrained, so taken for granted, that they do not seem like ideas at
all but part of the natural order.”?

It is widely assumed that certain subjects, like history, sociology, and
literature, are good candidates for incorporating diversity, while others,
like science, mathematics, and economics, are not. Given the broad
definition of diversity—to include gender, class (hence, power or the lack
of it), and the world beyond the United States and Western Europe, as well
as race and ethnicity—this assumption is not necessarily true. Thus,
readers will find that throughout this book attention has been paid to the
“less likely candidates” among the subjects.

MODELS OF CURRICULUM DIVERSITY

There are many ways to introduce diversity into the curriculum, Theo-
rists from African American studies and from women studies have pro-
vided us with useful descriptions of stages of what is now generally called
curriculum revision. These stages can be viewed historically and as a
continuum.

1. Exclusion: The curriculum is based on the accomplishments and
thinking of traditional white, male, Euro-Americans from the
middle and upper classes. Minorities, other parts of the world,
women, and the working class (except in rebellion) are largely
ignored.

2. Little boxes: The accomplishments of superstar minority and
female figures are added to a course in politics and government,
or a half-hour lecture on all of Asia is added to a world history
course, without basically changing the outlook of what is being
presented for the semester.
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3. Specialized studies: Courses are developed which are directed to
issues of minorities and women and which attempt to see the
world from this new perspective. These courses, whether offered
in separate departments or incorporated into traditional disci-
plines, reach only a very small percentage of students who are
already interested in the subject.

4. Diversity requirements: Increasingly, colleges are requiring that
all students take at least one course to satisfy a “diversity require-
ment.” Whether chosen from a menu of courses offered by several
departments or from specially designed courses, this approach
ensures that some of the issues related to diversity will be brought
to all of the students. It does, however, still keep issues of
mulitculturalism isolated from the mainstream.

5. Atransformed curriculum: Consideration is given to the perspec-
tives and experiences of the entire world and all groups within it.3

Many educators adhere to the concept that a total rewriting of every course
syllabus is the only true road to diversity. As noted in the preface, this book
is predicated on the belief that there is amiddle way between the traditional
approaches and a complete overhaul of the curriculum.

The types of strategies discussed in the following chapters are clearly
not the only way to broaden the curriculum. They are one way, however,
and a practical one for those who are hesitant about undertaking larger-
scale revisions. The content of the course need not be weakened or made
less academically stringent by adopting any of the suggestions offered.

FREQUENTLY CITED REASONS FOR NOT
INCLUDING DIVERSITY

Instructors who believe in the concept of a multicultural curriculum but
have not yet undertaken any changes in their own approach often give one
or more of the following reasons for their hesitation:

1. “Since I don’t belong to a minority group, there will be resentment
if I try to teach about one.”

2. “I don’t know anything about the subject, and I have enough
trouble keeping up with the literature of my own field.”

3. “Students already have a wide range of ethnic stuaies and women
studies courses they can take. They are better off learning the
material from specialists.”
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4. “There is no room in my syllabus.” (This is the most common
reason and the one which seems most incontrovertible.)

The purpose of this book is to provide practical answers to such dilemmas.
Following are some preliminary comments on these issues.

“I can’t teach about minority or oppressed groups because I have not
experienced their problems, and those in the class who have will resent
my attempts.”

Although we unashamedly teach about the Aztecs, the Egyptians, and
the crusaders, politics both on campus and in the larger world have raised
this issue—baldly stated as “if you haven’t lived it, you can’t teach it”—to
the point where in many places it must be argued and refuted. Henry Louis
Gates, an African American who is one of the most respected scholars in
the field of African American studies, has written: “African-American
studies is not just for Blacks; our subject is open to all—to study or to
teach. The fundamental premise of the academy is that all things ultimately
are knowable; all are therefore teachable.””* Most of us experience a special
feeling when teaching about “our” group, be it religious, ethnic, profes-
sional, or geographic. I may feel an imperative when teaching about Jews
from Poland who settled in New York, but that does not mean I cannot be
as effective teaching about the popes of Renaissance Italy. Although it is
true that one who is not a member of a particular group can not know what
it feels like to be such, it is also true that one can, from the outside, teach
about those on the inside, and call on the insiders (personally and through
their writings) to speak for themselves.’

“I don't know enough about it; I don't have time to read outside ‘my field.” ”

Patricia Limerick has written: “Traced to their source, many of the
complaints about multiculturalism stem from the fundamental fact that
there is too much to read.” She asks instructors and those concerned with
curriculum to “recognize that much of the grumpiness currently aimed at
studies of gender, race, class, and ethnicity is, in fact, a response to a vast,
worldwide rush to publish information.”®

The most important step in diversifying the curriculum is not necessarily
adding new information, but applying critical thinking to what is already
being taught. It is vital to recognize that multiculturalism is as much about
ways of thinking and teaching as it is about specific information. Further-
more, critical thinking is an area in which all academics are experts. Not
that information is unnecessary; certainly it is essential. But many of those
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who believe they cannot provide a culturally diverse approach in the
classroom because they lack expertise also say, “One of the things I like
about teaching is that you learn so much.” If, indeed, teaching is seen as a
learning experience, then attempting to incorporate multiculturalism is a
true opportunity to learn something new.

“Diversity is better covered in specialized courses.”

Diversity is about thinking, but it is also about accuracy. Introductory
courses are meant to give the basics. If the basics do not include all peoples
and all parts of the world, then we are providing an inadequate—indeed, an
inaccurate—base for more advanced study. Information about the forces
which shaped governmental policies toward nineteenth-century Chinese
immigrants, about the role of women’s associations in supplying Civil War
troops, or about the differences between slaves who came from east Africa
and those who came from west Africa obviously will be provided in much
greater depth in specialized courses. Nevertheless, advanced courses in every
discipline should be able to assume that students have acquired basic infor-
mation and basic approaches and attitudes in introductory courses.

“My syllabus is already too full; I can’t add another unit.”

The problem of not enough room in the syllabus is critical for many
educators. A premise of this book is that changes and additions which will
not totally alter an established syllabus are possible and can be meaningful.
Since no semester is ever long enough to cover all that the instructor would
like to include, choices are always necessary. In making those choices, the
instructor can give priority to topics or approaches which would provide
opportunities for thinking about issues related to diversity.

In addition, some instructors may want to consider the old question: “Am
I'teaching history oram I teaching students?”” Acknowledging that the student,
rather than the subject matter, is the more important element in the teach-
ing/learning equation may make it possible for the thoughtful instructor to
sacrifice just abit of the traditional syllabus in order to provide abroader—and
thus, ultimately, a more meaningiul and accurate—view of the subject.

PLAN OF THE BOOK

Part I of this book contains specific, practical ideas designed to be useful
to instructors in all disciplines who are looking for strategies to incorporate
diversity into their courses.

Chapter 1 examines objectives and priorities, the structuring of syllabi,
and the use of appropriate language.
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Chapter 2 enumerates and discusses specific classroom strategies which
can add diversity.

Chapter 3 addresses the selection of topics for diversity-related student
projects and methods of structuring those projects for maximum effective-
ness. Suggestions for working effectively with the library are also in-
cluded.

Chapter 4 describes an assortment of specific formats which can be used
for students to report the results of their research, reading, and thinking.
Projects which do not require library research are included along with
those which do. The emphasis is on flexibility in the amount of time
required of both student and instructor. The chapter concludes with a note
on student plagiarism.

Chapter 5 considers possible problems which might arise when intro-
ducing this material to the class. Some helpful approaches to these prob-
lems are also suggested.

Part 1 of this book is devoted to information resources and research
strategies that can assist the instructor in broadening the curriculum and
in devising student projects, and will be useful to students undertaking
those projects.

Chapter 6 provides an annotated list of sources, ranging from encyclo-
pedias to archives.

Chapter 7 discuses the complexity of Library of Congress subject
headings and includes hints for the efficient use of an online catalog.

NOTES

1. Lawrence W. Levine, “Clio, Canons, and Culture,” Journal of American History 88
(December 1993): 853.

2. Ibid., 866.

3. These stages are discussed frequently in the literature. For a brief bibliography and
a useful summary see American Council on Education, Minorities on Campus: A
Handbook for Enhancing Diversity, edited by Madeleine F. Green (Washington, DC,
1989), pp. 149-151.

4. Henry Louis Gates, Jr., “Beware the New Pharaohs,” Newsweek, September 23,
1991, p. 46.

5. This issue is discussed in James A. Banks, Teaching Strategies for Ethnic Studies,
5th ed. (Boston: Allyn and Bacon, 1991), pp. 501-506; Raymond Frey, “Can a White
Professor Teach African-American History? A Personal Perspective,” Transformations 4
(spring 1993): 45-49; Natan I. Huggins, “Integrating Afro-American History into Ameri-
can History,” in Darlene Clark Hine, ed., The State of Afro-American History: Past,
Present and Future (Baton Rouge: Louisiana State University Press, 1986), pp. 166-167.

6. Patricia Nelson Limerick, “Information Overload Is a Prime Factor in Our Cultural
Wars,” Chronicle of Higher Education, July 29, 1992, p. A32.
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This chapter discusses objectives and priorities, strategies for building a
syllabus to incorporate multicultural objectives, and the use of appropriate
language.

OBJECTIVES AND PRIORITIES

Instructors generally have two sets of objectives for their students:
achieving mastery and understanding of a set of facts and ideas, and
developing the basic academic skills of reading, writing, research, and
critical thinking. To these basic objectives, some instructors are now
adding a new objective: helping students achieve a muiticultural perspec-
tive on what they are learning.

The problem with this new objective is that it is last on the list. And how
often does anyone deal effectively with “last on the list”? One way to
approach the problem is to make diversity an overall umbrella and then
look at everything being done as a potential area for incorporating it. At
some points in the syllabus, diversity will not be appropriate; at others it
will. But one will not find those places where it will work unless the
inclusion of diversity becomes a priority rather than “last on the list.”

Once having established diversity as a priority, the instructor has two
choices: Make the objective explicit to the class or take a more subtle
approach.! The more subtle, implicit approach to the incorporation of
multiculturalism into the curriculum will be preferred by some instruc-
tors. The subtle approach averts the possibility of initial hostility on
the part of students and permits the introduction of such material as
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gradually and as minimally as the instructor wishes. The problem with
this approach is that unless the concepts are totally integrated they are
more likely to become just “interesting asides” to the class and to not
be taken seriously.

The arguments in favor of the explicit approach are clear. The very
statement of diversity as an objective of the course tells students that it is
important. It will communicate to women and to students from minority
groups that their concerns are of concern to you. It can also help establish
a classroom in which all students will feel comfortable raising questions.
Furthermore, making the objective explicit to the class might make it easier
for the instructor not to forget it.

Although the second alternative may sound more difficult and be viewed
as having a greater potential for early confrontations with students, it is
ultimately more honest than the first and may even be easier because it
leaves the way open for a higher level of student participation in the
process.

Whichever approach is preferred, the key point is that the objective of
incorporating diversity into the curriculum—even in small amounts—
must become a priority, not just another objective. It may be helpful,
however, to view the achievement of this objective as a long-term process.
Thus, while recognizing the importance of turning objectives into priori-
ties, one can still start small and build gradually.

CONTENT OF THE SYLLABUS

Many approaches and strategies are available for the nonspecialist
attempting to add diversity while not totally changing the accustomed
course content or structure. Several are discussed below.

Asking the Questions

The most important step in making the curriculum more inclusive is not
adding more material but thinking about the problems and asking the
questions. Regardless of discipline, all faculty are (or should be) experts
in the process of critical thinking.

In reviewing the content of the course, question every generalization.
Look critically at everything to be taught and ask in what way it could be
changed to reflect a more inclusive reality. Find questions to ask which are
outside the traditional disciplinary boxes. Then, having looked at existing
opportunities for including a more diverse approach, consider the possi-
bility of adding opportunities for that approach.
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Developing Reading Lists to Reflect Diversity

Many instructors routinely design reading lists to reflect opposing
points of view. By consciously striving for diversity, the instructor can
broaden this approach to include ideas and groups that have traditionally
been considered so peripheral that they were not even considered for an
“opposing” view. Readings which include feminist critiques of Freud,
views of the political system from the perspective of the poor and disen-
franchised, and the history of westward expansion through the eyes of
Native Americans are just a few obvious examples.

If the objective is not only to provide students with diverse approaches
to the subject matter, but also to make it clear that this diversity of approach
is important, you may wish to discuss this fact with the class when you
distribute the reading list.

Reading lists can also reflect diversity in authorship. The fact that the
author is female or Chicano—even if the gender or ethnicity does not
appear to be reflected in the content—is an important point to make to
today’s diverse student body.

If you think diversity of authorship is important, why not point it out to
the students? Even in cases where ethnicity is clearly reflected in a name,
many people have difficulty determining the gender of African and Asian
given names. Remember also that scholarly documentation in the sciences
and in those publications which follow the American Psychological Asso-
ciation style manual does not include given names. As a result, the gender
of the author is not evident. \

Several approaches can be used to alter or expand reading lists so that
both contents and authors reflect a measure of diversity. One does not need
to become an instant expert in ethnic, global, or feminist studies to start
the process.

® As afirst step, you might do what you probably already do when you
need a reference in your own work: Call a colleague. A request to the
chair of the women studies department or Chicano studies department
will almost certainly be met with interest, respect, and concrete
suggestions or a referral to the best-qualified member of the depart-
ment. The truth is, most of us like to parade our knowledge before an
appreciative audience, and who could be more appreciative than
another academic! Institutions which don’t have specific departments
in these areas almost always have experts on them within the tradi-
tional departments.
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Consult a librarian. If there is a subject bibliographer for women studies
or ethnic studies within the library, that person can probably furnish some
useful suggestions. If there is no such specialist, ask the chief librarian
or the head of reference for help. Your results will probably be better if
you don’t wait until the last minute to make your request.

Do some browsing in the library yourself. Consult Chapter 7 for
suggestions on key word and subject searching in the online catalog.

Get some recent catalogs from publishers who specialize in minority
and women studies. See Appendix B for a list of these publishers.

Many professional associations now have divisions or committees
concerned with issues of multiculturalism, and some of these have
issued extremely useful publications. Contact the relevant ones to
find out about such publications and also to make helpful contacts
within your discipline.

If there is no time for you to make changes, discuss the problem with
your students. It is possible to enlist their help either by turning the
expansion of the bibliography into an assigned research project or by
offering extra credit for students who locate useful additions to your
bibliography.

Finally, if you (or your students) cannot find materials written by
women or members of minority groups or cannot find sources reflect-
ing a diversity of approaches to your subject, ask, why not? The
answer may be as simple as using the wrong terminology in a library
search or not recognizing that books from small publishers don’t
always find a place in mainstream bibliographies, or it may be as
complex as reasons for the small number of women in physics or the
need to redefine art in order to find women artists.

Just opening up the issue makes a significant point. Telling the class

about your efforts and discussing the possible reasons for the lack of
success could constitute a major step in raising awareness and sensitivity.
It might also lead to further inquiries into the history of higher education,
to greater awareness of subtle as well as overt prejudices, and to some
sense of the powerful nature of established norms.

Evaluating the Textbook

Instructors generally rely on a required textbook or book of readings to

provide basic facts and a common base of information for class discus-



are avatuable for coliege courses, ana many instructors aaopt these as
supplements to the textbook. In selecting and assigning such an anthology,
however, it is well to be alert to two potential dangers inherent in many of
these books. It can be misleading to allow a single selection to represent
an entire culture or approach, and—particularly in the case of composition
readers—there is frequently an overreliance on personal narratives, many
of which present the authors as victims.2

None of the above means that instructors who have found texts and
anthologies which meet the needs of their syllabus in all areas other than
diversity cannot appropriately continue to use those books. What is
essential is to discuss the omissions and drawbacks with the students and
to attempt to make up for them in some other way.

Rearranging the Syllabus Around Broad Themes

Some faculty, faced with the difficulty of moving away from a Euro-
centric approach or of incorporating the viewpoints of women and minori-
ties into their courses, have reported that organizing course content by
themes rather than by the more traditional chronological or “great think-
ers” approaches has been successful. For example, one teacher of theology
describes changing from a study of Barth, Brunner, Tillich, and Niebuhr
to a study of topics such as the interpretation of sin, human redemption,
and the conception of God. The change allowed for broader readings and
discussion. Small groups did biographical studies and made short oral
reports about the key theologians on whom the course previously cen-
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tered.> Other instructors have found this approach useful in fields as
diverse as American literature and political theory.*

Redesigning Student Assignments

The multicultural approaches to which you would like students to
become sensitive can become the basis of student projects such as those
described in Chapters 3 and 4. Just the inclusion of a diversity-related topic
on the list of suggested projects—even if no one chooses to write on
it—signals that it is a legitimate subject for research. If you prefer to insure
a multicultural experiernce for all students, all the suggested topics can in
some way reflect diversity.

LANGUAGE, WORDS, AND NAMES

Language is central to issues of communication and learning and the most
basic tool of teaching. A form of social behavior which reflects cultural beliefs
and biases, language is a potent tool in subconsciously establishing and
perpetuating norms. Among the easiest ways to increase sensitivity to diver-
sity in the classroom is to heighten awareness of the subtle biases carried in
language. There is nothing radical or difficult here; it is a question of being
alert to implied or hidden meanings in everyday words and phrases.’

Rosalie Maggio points out that “bias-free language is logical, accurate,
and realistic; biased language is not.”® She delineates several ways in
which bias occurs in language:

¢ Unintentionally leaving out individuals and/or groups, as in the note:
“Employees are welcome to bring their wives and children.”

¢ Calling individuals or groups by names or labels they do not choose
for themselves, as in referring to the Romany people as “gypsies” or
assuming that Juan would be happy to be called “John.”

¢ Stereotypical treatment that implies everyone in a group is alike, as
in “Asian students are all naturally good at mathematics” or “People
on welfare lack the initiative to find jobs.”

* Unequal specification of aggregate groups, as in “the French and the
Asians” rather than “the Europeans and the Asians” or “the French
and the Japanese.”

¢ Unnecessary mention of membership in a particular group when it is
not relevant, as in “Anna Frascatti, sixty-five years old and a grand-
mother, was promoted to general manager.”
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s Not giving the person preference over the qualifier, as in “‘a diabetic,”
or “a cripple” rather than “a person with diabetes” or “a person with
a disability.”

Appropriate and aware use of language is a subtle yet powerful way of
breaking down biases and stereotypes of gender, class, and race.

Gender and Language

The question of gender bias in language has been discussed a great deal
in recent years. Most academics have become adjusted to the modifications
made to render the use of language more accurate, and they now routinely
refer to chairpersons rather than chairmen and to police officers rather than
policemen. However, there are still areas in which such adjustments have
not occurred or have been inadequate.”

In looking at these other areas, useful distinctions can be made among
(1) terms which include everyone (workers, people, we, they), (2) terms
which could include everyone but are usually assumed to describe men
(pilot, doctor), and (3) terms that are used as if they include everyone but
in reality do not (mankind, forefathers, he to mean he or she).

In many cases, accuracy can be achieved by using terms which are either
gender-free (patient, people, workers) or gender-specific (Councilwoman
Jones and Councilman Alfonso; Kisha the altar girl and Georgio the altar
boy). Problems arise, however, in the use of terms which, although
appearing to apply to everyone, are automatically thought of as being male
(and probably white and middle-class as well). Quickly picture in your
mind (or ask your class to do it) a lawyer, a pilot, a member of the clergy,
a farmer, a president, a pioneer, a business executive. The pictures which
come to mind, in addition to almost invariably being male, tend to confirm
other stereotypes: The executive will never be a person in a wheelchair;
the pilot will always be white; and no person with any prestige is likely to
look sixty-five years old!3

How can we overcome this? One approach is to always specify gender
unless the context or the name makes it clear. Referring to Dr. Alvarez as
a male doctor sends a signal that Dr. Alvarez might have been female. It
may sound strange but that is a small price to pay in efforts to overcome
centuries of prejudice and stereotypes.

Perhaps the most ubiquitous gender bias in the English language is the
use of the word “he” to stand for “he and she.” Thus, one reads that “the
doctor . . . he,” “the politician . . . he,” and “the professor...he.” It is
impossible to estimate how many times in a lifetime speakers of English



If we are to present a truly equitable worldview, we must look carefully
at much of our generally accepted terminology. Every schoolchild learns
that Columbus discovered America. The concept that no one knew about
the existence of North America before his voyage immediately makes the
original inhabitants of the area something less than people; it reinforces
that the norm for the word “people” is “white Europeans.” If one said that
Columbus landed in America, it might be viewed as value-free, although
some people feel that the use of the term “invade” would be more accurate.
Similarly, we read of “the era of westward expansion” where Native
Americans might say “the era of the great invasion.”

Who is included? Who is excluded? Coming to grips with definitions
of words like “civilization,” “world,” “culture,” and “American” is critical;
like the generic “he” they need to be used accurately. If a course is called
“World History,” it should consider the entire world. There is nothing
wrong with teaching the literature or history of Europe as long as it is
labeled correctly. A course labeled “Art Appreciation and History” should
consider a selection of all forms of art from all over the world and should
not be limited to high art of the Western world. We should reach the point
where if we mean Europe and the United States, we call it that clearly; in
the absence of such specificity, one should be able to assume that the whole
world is included.

Be alert also to biases and insensitivities which may be hidden in the use
of aggregate nouns. Speaking about Asian Americans may be appropriate if
one also speaks about European Americans. However, if the distinction
between German and British is recognized, so should the distinction between
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Japanese and Vietnamese. The immigrant from the Dominican Republic is
as different from the one from Haiti as is the Irish person from the Scottish.
Although many people will defend the use of aggregate terms such as
Hispanic or Asian as being only a convenient way to make a grouping, the
alert educator should be aware that the use of such terms is frequently the
result of a lack of awareness that there are meaningful differences. Insensitive
use of aggregate terms reinforces stereotypes.

Names

People’s names are important to them. It is a simple matter for instruc-
tors to show respect for diversity in the classroom by acknowledging the
significance of names, knowing how to pronounce them, and recognizing
the components of name forms in languages other than English. It is also
important for students to learn to pronounce each other’s names. In a
multicultural classroom, it will provide at least the first step in their
establishing relationships with each other, and help to remove the awk-
wardness which can arise when attempting the unfamiliar sounds of names
from unfamiliar cultures.

Name forms are complex. In languages and cultures with which we are
familiar, we rely on common knowledge to know that Susan is a given
name and Smith and Brown are family names. Even when seeing Susan
Smith Brown, we feel reasonably confident in addressing her as Ms.
Brown, even though there is a possibility that she prefers Ms. Smith
Brown. Although we may recognize the symbolic importance of being able
to call a student by the proper name, when dealing with unfamiliar
languages and cultures, we lack this common knowledge and familiarity.
One suggestion for overcoming the difficulty is this: When first meeting
a class, read each student’s name aloud in its full uninverted form even if
the registrar (or the registrar’s computer) has provided a surname-first list.
The student can then be asked the proper name form, and the instructor
can be spared having said it wrong.

The following brief discussion of name forms is intended only as a
general guide; as with names derived from European countries, there are
few fast rules and many exceptions.

Hispanic Names. People of Latin American heritage frequently have
three or more elements in their names.’ The personal name is clear: It is
either first or immediately after a comma if an inverted form is used. How
to address the person in a formal situation is more complex.

A single woman will have a personal name, her father’s family name,
and her mother’s family name. For example, in the name MARIA PICO



tradition of carrying personal name, father’s family name, and often the
mother’s family name.'°

Most people of Arabic heritage in the United States follow U.S. custom
and choose to be addressed in formal situations by their father’s name.
Thus, ISMAIL HUSSEIN is called MR. HUSSEIN. In some places and
situations in Arabic countries, however, people are addressed by their
personal name and not by their father’s name. Thus, GAMIL IBRAHIM,
(Gamil being his given name, and Ibrahim being his father’s family name)
would be called GAMIL in informal situations but might be called MR.
GAMIL in some formal ones. In a formal written communication, he will
be called MR. GAMIL IBRAHIM. A woman, when she marries, might not
adopt her husband’s name, but will change the designation: MISS NABI-
LAH AHMAD might become MRS. NABILAH AHMAD and in some
situations and countries might be called MRS. NABILAH. Adaptations
made by women of Arabic heritage in the United States vary.

Several prefixes are common in Arabic names. /bn means “son of”;
MOHAMMAD IBN SAUD is the son of Mr. Saud and is called either MR.
MOHAMMAD or MR. IBN SAUD. Abdul (male) or its abbreviation Abd’,
and Amat (female) mean *servant or worshipper of.” They are always used
as prefixes if a person has been named after a prophet and are always part
of the name by which the person is addressed. Thus, YOUSSIF ABDUL
RAHIM is called either MR. YOUSSIF or MR. ABDUL RAHIM. In many
cases the prefix and the name are written as one word (ABDULRAHIM).
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Chinese Names. If it sometimes seems as if an unusual number of
Chinese students have the same names, it is because there are only about
two hundred family names in common use, and only a little over two
thousand altogether.!!

If Chinese names are written traditionally, the surname comes first without
any punctuation to separate it from given names. Thus, CHU WU LAl is MR.
CHU in formal situations and WU LAI to his friends. In American class-
rooms, the difficulty arises because we don’t know if the particular person
has Americanized the manner in which the name is written.

The most popular Chinese surnames are Chang, Chao, Chen, Chu, Ho,
Hsu, Hu, Li, Liu, Wang, and Wu. If any of these are part of the name, they
can safely be assumed to be surnames; also, as a general rule, surnames
are one syllable, and when a hyphen is used it connects the middle name
with the personal name. Thus, TANG TA-TAO is MR. TANG, as is TANG,
TA-TAO. When the three parts are written without a hyphen, generaliza-
tion is more difficult.

Japanese Names. As in Chinese, the Japanese family name comes
before the personal name, and there are relatively few family names.!?
Among the most popular are Ito, Saito, Takahashi, Tamura, Tanaka,
Watanabe, and Yamamoto. If one of these appears, either first or last, it
can be assumed to be the family name.

Pronunciation of Names. It is nice to be able to properly pronounce
people’s names the first time you address them. There are many books
available which were written to help people select names for their children;
in recent years, many of these books have been addressed to particular
ethnic groups. The books generally carry simple pronunciation guides.
Although unlikely to be in the college library, this kind of publication will
be available in the public library.

A more direct approach is to hear correct pronunciations from the students
themselves. If the class is not too large, students can be asked to introduce
themselves to the rest of the class by saying their names aloud slowly and
distinctly. This could be done not only on the first day of class, but over several
more days, until you and your students have learned the correct pronuncia-
tions. If this direct approach is used, those students who wish to could also
tell their classmates where they were born and if they are fortunate enough
to know any languages other than English. Sharing this very basic information
could increase the multicultural awareness of the students in the class and
also alert the instructor to backgrounds and abilities which might be called
upon to broaden the overall perspective of the course.
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Classroom Strategies:
Activities and Resources to
Add Diversity

This chapter describes specific useful, simple, and practical classroom
activities and resources which can be used to enhance diversity without
making major changes in an established syllabus.

WHO SITS WHERE?

Most instructors would like to see students of various ethnic groups
establish a rapport with each other in class. Too often, however, we see a
kind of instinctive self-segregation as students wander in on the first day
of class and sit next to those they already know or those of their own group
with whom they automatically feel more comfortable.

One simple way to counteract this habitual behavior is to have students
sit alphabetically. At the start of the first class the instructor could ask
students to stand up, introduce themselves, and arrange themselves in
alphabetical order. The small amount of chaos thus engendered might put
students more at ease with each other while enabling them (and the
instructor) to learn the names—and the pronunciation of those names—of
their classmates. In the end, the instructor will have an arrangement which
will make it easier to remember students’ names and one which will
provide the possiblity of a small step toward intergroup understanding on
a personal level.

In classes which will be doing small-group work, if the groups are
arbitrary and not based on the selection of topics by the students, the
alphabetically arranged classroom is more likely to result in diversity
within the small groups.
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POWER OF THE FIRST EXAMPLE

The first unit taught can be a natural referent for all future ideas
presented. Thus, if the first assigned reading or the first class discussion
focuses even partially on an issue related to diversity, the basis will be laid
for such references later in the semester.

GUEST SPEAKERS

A fairly obvious way to add diversity is to invite speakers who represent
other points of view or speakers from minority groups who will speak on
traditional topics. It is important not to overlook the second point: speakers
who are members of minority groups should not always be equated with
minority interests.

To avoid the embarrassing silence when the speaker asks for questions,
the instructor can have students prepared ahead of time. Students can take
responsibility for orchestrating the entire session with the guest. Before
the speaker comes, they can discuss potential questions and decide to-
gether which ones to ask the guest. In some cases it might work well to
form a student panel to ask the questions.'

Alternatively, before announcing a guest speaker, the instructor can struc-
ture class discussion around a question such as “If you could ask a person
who is Native American about this event, what would you ask?” or “How
would a description of this by a woman born in Japan vary from what we
have been discussing?” At the conclusion of the discussion, announce the
guest speaker. In any case, be sure that students are aware of the qualifications
of the speaker and, if possible, have read some of his or her works.

FILMS AND VIDEOS

One of the most effective ways to add diversity to a course is through
the use of appropriate films and videos. Although many instructors rou-
tinely integrate films and videos into their courses, others do not. Reasons
for not doing so vary:

o Scheduling a film might be viewed by others as an excuse not to teach
that day.

¢ The equipment is unfamiliar and the instructor is reluctant to deal
with it.

¢ The instructor lacks information about suitable films.

¢ The instructor may not want to reinforce students’ overuse of video.
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The appropriate use of films is an acknowledgment that people learn in
different ways. Although many are firmly wedded to the printed word,
information contained in a film is fully as valid as that contained in a book,
and today’s video generation is more accustomed to absorbing information
from films and videos than from any other format.

It must be made clear to students that the film or video is being shown
for educational reasons. Students need to be taught how to watch critically
just as much as they need to be taught how to read critically. They need to
understand that the way in which the film is made—the camera angles, the
framing of the scenes, the amount of light, the choice of costume and
background, the type of music—influences the conclusions to be drawn
just as much as do the words and the way in which they are spoken. Of
course, if students are to see the film as education, the instructor will want
to be present when it is shown; otherwise, it will be interpreted as
unimportant.

Deirdre Boyle, who teaches in the graduate Media Studies Program at
the New School for Social Research in New York City, firmly maintains
that the “best way to jog the viewer out of the passivity induced by years
of watching television” is to insist that students take notes while watching
the video.? Although this may sound a bit difficult, students can learn to
do it. (Reviewers and students of media routinely do so.) The need to take
notes when watching focuses the attention in the same way as that need
focuses the attention when reading. It also sharply differentiates the film
watched for learning from the film watched for entertainment.

If at all possible, videotapes should be selected over film. Because they
allow the easy use of stop-frame, search, and replay, videos make analysis
and discussion easier in the classroom. The technology is also more familiar,
and even if the instructor is not thoroughly familiar with the idiosyncrasies
of video players, there is sure to be a student in the class who is.

In looking for films and videos to add diversity to the curriculum,
instructors should consider going beyond the usual commercial and edu-
cational products to those which are independently made and produced.
Women and members of minority groups who are independent videomak-
ers can provide a different viewpoint, can speak with a different voice, and
can display a commitment and passion which may be missing from
commercial documentaries and bland “objective” educational films. Me-
diating History: The MAP Guide to Independent Video by and about
African American, Asian American, Latino, and Native American People
is an excellent guide to these sources. It contains essays about these videos,
discussions on how to use them in class, and lists of directories to aid in
selecting and locating them.>



videos can also be put on reserve for the semester, with each student
required to select one or two to view.

The section “Visual Sources” in Chapter 6 describes sources which will
be useful in selecting and obtaining both independently produced and
commercial videos and films.

TIME-LINES

An effective and graphic way to counteract the prevailing Eurocentric
view of the world is the use of global time-lines, devices which can also
help students develop a sense of historical continuity. The time-line can
be designed to show political and economic developments, cultural or
technological developments, or characteristics of everyday life on each
continent at a particular time in history. Topics as diverse as the New Deal,
Shakespeare, Beethoven, and the discoveries of Sir Isaac Newton would
benefit from the international and historical perspective provided by such
a graphic presentation.

Useful time-lines of a general type are available from suppliers of
educational materials for secondary schools. By utilizing and combining
the chronologies available in various reference books, instructors can
devise their own time-lines which will be more relevant to the specific
course.* The time-lines can be designed to show events by year, decade,
or century, depending on the course. They can be made as posters and left
to hang as a constant silent reminder, or they can be made as notebook-
sized sheets and distributed to the students.



map with Asia in the center presents a different view of the planet. Or
consider the equator, which we know is equidistant from the two poles.
How many people are aware that the average (Mercator projection) flat
map of the world does not place the equator in the middle of the page? In
order to minimize the distortion effect on western Europe, Mercator (living
and working in Germany) moved the equator below the center, thus
allowing a “clearer” presentation of western Europe and disproportion-
ately “shrinking” South America and Africa.

A variety of maps can be used to increase the global sensitivity of
students. The projections of Arno Peters, which are drawn with the
emphasis on fidelity in presenting the relative sizes of land masses, are
particularly interesting and useful.®

Atlases can lead to even greater misperceptions about relative sizes of
countries than wall maps cause. Of course, each page of an atlas needs to
be the same size as every other page. When each country is then allotted
one page in the atlas, it obviously means that each map is then drawn to a
different scale. Thus, one becomes accustomed to seeing Japan and China
each on one page and England and Australia each on one page. Again, the
Peters atlas, with representations of countries of the world in individual
maps drawn to the same scale, is highly recommended. It is truly an
eye-opener!

If an understanding of the physical world is important in any way to the
context of the course, it is appropriate that map exercises be included in
the syllabus and that map questions be included on exams. Even if maps
seem totally irrelevant to a particular course, consider requesting that one



that day; more often it was not. But there was a woman’s literary voice in
every class; and by the time the class got to Dickinson, they were more
prepared than they otherwise would have been.” Readings from diaries of
working people or political prisoners; letters from immigrants; observa-
tions by politicians from other countries; and reflections by scientists,
mathematicians, or novelists could all be used for these five-minute
diversity-related readings. (If the passages read will not come up in the
course of the classwork, it might be appropriate at some point to provide
students with written copies of the readings.)

The first five minutes can also be used to relate some facts from the
history of your discipline. This would be particularly useful in mathematics
and science to introduce the broader perspectives which underlie these
disciplines and to show that they are not just numbers and the manipulation
of measurable data.

Instructors can also use this brief period to present biographical infor-
mation about some of the people who have contributed to the discipline.
Students who normally associate science or philosophy only with men or
Europeans can be introduced to others who have made significant contri-
butions. Those who think all science is associated with high-technology
laboratories can be told of scientific discoveries made in earlier times. If
the professor runs out of examples, students can be challenged to find
some. ,

Some instructors have found the use of media effective in setting the
mood for aclass during its first five minutes. A short slide show-—Winslow
Homer woodcuts of the Civil War, photographs of migrant laborers or of



‘Ihe same strategy can be adapted to present information related i some
way to the subject of the class: facts from the history of the discipline, brief
biographies, and statistics. As with the oral presentations described above,
a mathematics instructor can use the chalkboard to provide information
from the field of ethnomathematics; a science class can get data about
indigenous science systems; brief bits of information about the history of
science can alternate with biographical information about women scien-
tists overlooked in the standard works; and statistics and comparative
information from other countries can point the way to more global view-
points on almost any subject. After a few weeks of the instructor’s
supplying these comments, students could be offered extra credit for
supplying their own appropriate pieces of information.

THE BILINGUAL ADVANTAGE

If there are bilingual students in the class who would not feel uncom-
fortable in the role, turn their bilingualism into an enriching factor for the
entire class. Ask them how key concepts are described in the other
language: Is it a direct translation? Are there subtle differences in the
meanings of the words or in the viewpoint they convey? Some students
may need to get the answers from parents or relatives and may thus enrich
their own knowledge of their first language.

The editor of the journal Teaching Tolerance, disturbed by the dual
meaning of the word “tolerance” in English, asked colleagues for transla-
tions into other languages. In Hindi, “tolerance” translates as vishwa
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bandhutva, which means “universal brotherhood”; in Russian it translates
as tertimost, meaning “endurance”; in German it translates as Volkerver-
stindigung, meaning “people understanding.”!® In Hebrew the word is
sovlanut, derived from savlanut, which means “patience.”

INTERNATIONAL COMPARISONS

International comparisons can provide students with a broader under-
standing of social and economic problems and can be used without turning
a course into a comparative study. This can be done most easily with statistics
and would be effective in any class in which reference is routinely made to
“the number of people who . . . ” The simplest and most effective way to do
this would be to select a single country to compare and contrast with our
country. Compile a list of the statistics which might be relevant, keep it handy,
and keep referring to it. Use of statistics in this way would take only a few
minutes, but it would serve as a reminder that our own country is not the
center of the world. Additional benefits for the students and the instructor
would probably result if the comparison country was one from which a
number of the students in the class had emigrated. Sources for these kinds
of statistics are described in the section “Statistics” of Chapter 6.

CHOOSING EXAMPLES AND ILLUSTRATIONS

When lecturing or constructing exam questions, the instructor can make a
modest contribution to diversity objectives by selecting examples which
illustrate the fact that not everyone is heterosexual or able to see, hear, or
walk; that not everyone is of the same class or age; or that people belong to
many kinds of family structures and households and hold a very wide variety
of religious and ethical beliefs. In addition, when selecting experiments or
surveys to point out examples of good or bad research studies, the instructor
can use designs which consider race, gender, class, or religion."!

TAKING A POSITION

The instructor can provide a physical incentive in the classroom for
students to think actively about a problem discussed either in a homework
assignment or in a class session. Before students come to class, rearrange
the chairs on three sides of the room and label the sides Yes, No, and
Undecided. (It is helpful if the classroom has chalkboards on three sides;
otherwise just hang signs.) Students must choose an area in which to sit,
but are encouraged to move their chairs at any time that they change their
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by the U.S. government which illustrates this idea. It reproduces the
chapters on the American Revolution in secondary school history text-
books from thirteen countries.'® Even the chapter headings are interesting:
In the Mexican textbook the American Revolution is called “The Eman-
cipation of the United States,” in the Israeli textbook it is “The War of
Liberation of the North American Colonies,” and in the textbook from
Great Britain the chapter is called, “The End of an Empire, 1775-1783.”
Indicative of how different countries draw their own lessons is the con-
cluding paragraph in the textbook from Ghana. After saying that Great
Britain learned a lesson from the loss of the thirteen colonies and treated
the settlers in Canada and Australia better, it continues: “In their other
colonies, however, the British repeated the mistake of keeping colonial
rule for too long a time. This led to another revolution: the emergence of
self-rule in the former Asian and African colonies.”!

English-language books from Africa, including textbooks, can be found
listed in the catalogs of the African Books Collective. Mass-market and
scholarly books from most countries of the world can be located using
International Books in Print."> See Appendix B for a list of publishers and
distributors including those which can supply books from other countries.

NEWSPAPERS FROM OTHER COUNTRIES

Current English-language newspapers from around the world may be
e