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Abstract

This participatory action thesis critically analyzes the experiences of the University
Service Advocates at the Service Learning Institute of California State University, Monterey
Bay. Data were gathered from two focus groups, one formed by seven women and the other
composed of four men. The data were analyzed using grounded thecry methodology and applied
to two theoretical frameworks: Critical Race Theory and Cultural Citizenship. The findings
demonstrated an urgent need to rethink the pedagogical approaches in the social justice
curriculum co-taught by marginalized instructors or peer facilitators. A module was created as a
teaching tool to incorporate reciprocal learning through storytelling, where students and the
instructor can gain respect and maintain their dignity in the classroom.

This thesis has served me as a reflective tool to enhance my skills as an instructor
teaching issues of power, privilege, and oppression within a higher education institution.
Writing this thgsis has allowed maﬁy emotions and feelings of resentment to be released and has
helped me in channeling my anger and use it in my empowerment as a leader and marginalized

instructor within the master’s house.




Chapter One: Entering the Master’s House
Introduction

I was born in Veracruz, Mexico on September 15, 1978. I am the oldest daughter of eight
children and the first one to finish high school and to earn a Bachelor of Arts degree. I will also
be the first one in my family to receive a doctoral degree some day. I migrated to this country
when I was ten years old. Before you assume, I will let you know that my grandmother, siblings
and I crossed the border without any legal documentation that permitted our entrance. Once we
arrived to South Central, Los Angeles and after getting over the shocking reality that no white
people lived in South Central, my mother found out one of my sistei= and I had to be bussed to a
school in Santa Monica. Though that school was a bit diverse, the principal was Japanese
American and students of color were still a small percentage of the student body, I distinctly
remember feeling alienated, isolated because I didn’t speak English. I knew deep in my heart
that I was treated differently because of the way I looked. I didn’t wear the Nike shoes or other
brand name clothes. I looked different and made no connections with my classmates. In junior
high school I attended a school located in Pacific Palisades and the diversity lessened there.
While I was dropped off by the big yellow bus other students got out of BMWs and other luxury
cars.

Transferring to a local school in South Central was refreshing because I saw myself
reflected in the student population and for the first time also in the tezzhers and curriculum. I had
my first instructors of color and that made a big difference in my life. High school was a bit of a
struggle since my school was ranked second to last in the Los Angeles Unified School District
high school test scores. I knew, because we were told as soon as we entered school, that only

one-third of 1500 students would graduate. I was one of the 500 who made it, but because I was




not documented, attending a four-year university was not an option for me. My mentor and ally,
a white woman from West Los Angeles, had known of my situation for a few years and had tried
many ways to find a solution to my unjust situation. Adoption, a student visa, private colleges
were just a few of the solutions we considered. I met Dee, my mentcr. and Michael, her husband,
through a mentoring program called the Fulfillment Fund in Los Angeles, an organization which
provides support and guidance plus a $1000 scholarship to students from “underprivileged,
disadvantaged” backgrounds who finished the program. My mentor and her husband, my second
family, were able to pay for five years of out-of-state tuition, room and board. Reflecting back 1
realize that I owe them much more than money, but respect and gratitude for being my allies and
for believing in me and not judging me like others did. This demonstration of love sent me to a
world I never dreamed of, higher education, and a world that introduced me to the institution
which would show me the hard work toward social justice. The following are a couple of
examples I experienced in the institution while working toward becoming a social change agent.
I .am in a classroom and a guest speaker walks in and begins :alking about an innovative,
intensive service learning student leadership program. She is talking about being trained to
become co-teachers in the classroom and getting paid for work toward .s;ocial Jjustice. Years
later, in the back of my mind I am thinking about how I couldn’t get paid for working in the U.S.
because I am (was) not a “legal” resident in this country. Was that social justice? Despite my
struggles, I go ahead and apply. I end up working one year as a co-teacher in an introductory
Service Learning course, one year as a community-based student leader placing students to do
their servicé in the community and one year as an upper division co-teacher within my major.
Not one year did 1 get paid for my exhausting, draining work. Is this work towards or for social

Jjustice? How was I using the master’s tools to dismantle his house? Was I used in this “social




Justice” program and why did I choose to stay there and continue working? Furthermore, how
did I continue doing social justice work despite the unjust working situation?’
Iam a co-teacher in an introductory Service Learning course at California State

University, Monterey Bay (CSUMB). It is a Wednesday around 3:45pm. After having had our
first race caucuses and dialogues, a white woman walking alongside me toward the door yells at
me, “you are so ignorant if you think you can teach me anything!” I am speechless, I meet with
my teaching partner and I explain to her what happened to me. We both wonder why those
words came out of her mouth. How could such racist comments have impacted me that much?
The exploration of my social identities furthers and I conclude that b-2ing a Mexican woman, first
generation high school and college student, and 20 years old (at the time) have a lot to do with
how I was not seen as a teacher.

At CSUMB, students are introduced to the exploration of their socially constructed
identities, as well as dynamics of power, privilege and oppression, how to enter the communities
with respect and sensitivity, and how a student can be an agent of change in his or her own
community. The introduction to this intensive work begins with an undergraduate course
entitled Service Learning 200: Introduction to Service in Multicultural Communities. After
students take SL 200, usually in the second year (sophomores), they have the opportunity to
become student leaders, University Service Advocates (USAs) (after completing an intensive
training), co-teaching SL 200 with a faculty member or taking on otl:er student leadership
positions with the Service Learning Institute or with a community agency. Since the conception
of the USA program in 1996 there have been sixty-five women and twenty-one males. There

have been twenty student leaders who identified as white/Caucasian and the remaining as

! The italicized sections of this study are the words and lived experiences, the personal stories of Judith Flores, the
author of this thesis.
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belonging to various ethnic/racial backgrounds, biracial or multiracial. In 1998, T was selected to
become a USA and I have been working for the Service Learning Institute ever éince.

I co-led, co-developed and co-facilitated the 2001 Summer of Service Leadership
Academy (SoSLA) training, a requirement for students wanting to b USAs. I was in charge of
working with the previous curriculum developed for this training and reframing it so that it
served the needs of the nine students who underwent this four-week long experience. During the
2002 SoSLA training I worked collaboratively with the current Coordinator of Service Learning
Leadership, Tania D. Mitchell, who brought depth, creativity and a different perspective from
which to train the ten diverse participants. As the current Graduate Fellow, I teach a section of
SL 200 and provide support to the USA program as needed. With the five-year history of
working for the Service Learning Institute I have had the privilege to experience various roles, as
a student, co-teacher, community liaison, facilitator, and Service Learning instructor.

As a person of color involved in social justice and diversity education (through service
learning and through my experiences in education), I have noticed that the way the curriculum is
structured for diversity and social justice is geared towards educating and informing people in
positions of power (i.e., white students) about the perspectives and experiences of people in
subordinate positions (i.e., people of color). The pedagogy still centers the dominant perspective
thus leaving the marginalized experiences invalidated or having to educate students about racism
at the expense of sharing painful lived experiences with racism. The USAs in these experiences
often spend much of their time teaching from their experience to inform audiences about their
lives, especially if some students have not encountered similar discrimination or do not “see” it.
This work does not afford the time needed for those student leaders to deal effectively and

completely with their own internalized experiences of dominance ar.:} oppression. And since the
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student leaders (USAs) are placed formally in the position of educating all students as they
prepare to enter community service experiences with predominantly communities of color, I
question the impact of doing this work as a person of color, biracial, or multiracial student and
how it prevents one from or supports one in dealing with those perspectives of internalized
dominance and oppression. Furthermore, are the USAs able to be effective advocates and
activists for social justice if they themselves are experiencing social inequalities in their roles as
student leaders? How can white USAs be effective allies in the work toward social justice,
particularly around issues of racial injustice and inequality and chalionge their dominant,
privileged identities? Do their roles as educators support or inhibit their growth and ability to be
agents of change and advocates for social justice?
Statemeht of Purpose

This action thesis is intended to be read by the Service Learning Institute students, staff,
faculty and administrators. The recommendations that will result from this participatory research
will hopefully be implemented in the Summer of Service Leadership Academy (SoSLA), the
four-week long training required prior to becoming USAs, student leaders. The changes I
envision stem out of the dialogues that have taken place with the USAs. The recommendations
will also be adapted from the work that is taking place at other campuses around this issue and
are directly connected to the training model we currently use. My hcy:2s are that some of the
training focused on helping the student leaders facilitate race/racism/white supremacy
discussions will be de-centered from the dominant perspective to be helpful in the growth of co-
teachers and the diverse students in Service Learning 200 courses.

In order for diverse USAs to feel comfortable, to enhance their personal growth as

leaders and teachers in the classroom when teaching about race/racism/white supremacy despite
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the demographics of the classroom, the recommendations from the student leaders are crucial to
identify where the limitations of the training lay. Overall, I would like to answer the following
questions: What are the experiences of the USAs as social justice les:crs? And, how do the
intersections of the USAs’ social identities impact how they internalize the facilitation training
and how they implement it in the classroom as co-teachers?

What is Service Learning?

Service Learning at CSUMB is different from other forms of community involvement in
that we strive to balance the learning taking place in the classroom by addressing a specific
community’s needs and being of service to a community that is directly linked to that particular
course’s objectives. Service Learning combines coursework with community service
experiences. CSUMB’s Service Learning program is the only program of its kind in the CSU
system and the only campus with a renown service learning student leadership program that
prepares students to become leaders in classrooms or communities hzlping co-teach courses that
“addrgss community-identified needs while helping students meet academic, social and civic
learning goals®.”

California State University, Monterey Bay (CSUMB) is also unique in having Service
Learning as a graduation requirement. Service Learning enables CSUMB students to develop the
social, moral and multicultural civic skills necessary to build more just and equitable
communities. With an outcomes-based academic program, the USAs co-teaching Service
Learning courses face great challenges since students have to demonstrate understanding and
comprehension of a curriculum that may cause, for some, resistance while for others growth and

empowerment. Experiential learning and self-reflection through journals are big components of

% Taken from the Service Learning Institute web-page http:/service.csumb.edu

13




how the students demonstrate their competency in deep issues such as identity and diversity
work.

The USAs together with staff, faculty and community partners make the Service
Learning Institute’s Mission Statement a goal to achieve. The mission of the Service Learning
Institute is “to foster and promote social justice by cultivating reciprocal service and learning
partnerships among CSUMB students, faculty, staff and the surrounding tri-county community.””
The question then is how does the mission become a reality in the Service Learning classroom if
not all the stakeholders (students and co-teachers or community partaers) possess the same
awareness and level of training to “foster and promote social justice by cultivating reciprocal
service and learning”?

Though this study is centered at the CSUMB campus, the issues addressed in this
research reflect broader perspectives taking place in other universities, as well as in scholarly
works. Anyone interested in reading about issues of power, privilege, systems of oppression,
student leaders co-teaching in higher education and experiencing simultaneous marginalization

can benefit from this participatory case study.

3 Taken from the Service Learning Institute web-page http:/service.csumb.edu
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Chapter Two: Finding the Tools in the Academy

In this chapter I provide you with an overview of different thenretical frameworks and
their themes that will help explicate the importance of storytelling and different ways of knowing
in diverse communities. I will discuss critical race theory and a sister framework, cultural
citizenship. The works of Audre Lorde will help us see a larger picture of the intersections of
race, class, and gender as well as uses of anger among women.

In this chapter, I review books, scholarly articles and journals on multicultural education
and the critical race theory framework, as well as scholarly web sites and published articles
discussing service learning. The work of expert informants, such as Dr. Rina Benmayor, is
essential to find the connections between critical race theory and cultural citizenship. This
chapter has been organized into five different sections: Critical Race Theory which lays a
foundation for how these works interconnect and how they relate to :i-¢ overall study focusing on
race issues; Critical Race Theory and Cultural Citizenship which discusses how becoming aware
of our social identities empowers us to claim space and rights in higher education especially
when teaching controversial courses; Impact of Identity When Teaching About Race describes
scenarios focusing on the “simultaneous marginalization” of non-traditional instructors; Race,
Class, Gender and Uses of Anger which takes a look at the intersections of race, class and gender
and how channeling anger toward social justice can be effective; and finally What are other
campuses doing? Rethinking the Curriculum, which gives specific examples from around the
country that show what other higher education institutions are doing around this issue.

Critical Race Theory
Critical Race Theory came about in the mid-1970s and it cen:crs race at the forefront of

critical analysis. According to Ladson-Billings (1999), critical race theory is the product of
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earlier work done by “Derrick Bell (an African American) and Alan Freeman (a White),” (p. 11)
which is essential to recognize because the voice of a person of color was included in this
process that otherwise would perpetuate the “centering” of the dominant perspective. Critical
race theory was created from a legal perspective that questioned the subordination of people of
color in the legal system; thus, placing race at the forefront places a clear emphasis on race
discrimination. Critical race theory also often takes a look at the intersectionalities of gender and
class. According to Solorzano and Villalpando (1998) “Critical race tiieory examines how legal
doctrine is used to subordinate racial groups...it draws from and extends the broad literature base
of critical theory.” That is why it can help when critically analyzing the testimonios of the
diverse perspectives of the student leaders. Solorzano and Villalpando expand by stating that,

Critical race theory has at least five elements that form its basic insights, perspectives,

research methods, and pedagogy. They are: (1) the centrality and intersectionality of race

and racism, (2) the challenge to dominant ideology, (3) the commitment to social justice,

(4) the importance of experiential knowledge, and (5) the use of an interdisciplinary

perspective. (p. 213)

Solorzano and Villalpando (1998) pose examples of how students who historically have
not had access to higher education are joining the institutions and fir:d themselves experiencing
multiple marginalities because they bring such diverse backgrounds and needs that are not met.
Solorzano and Villalpando quote the words of Patricia Hill Collins who refers to the oppression
of people of color based on race, gender and class as the “sifnultaneity of oppression or
simultaneous marginality" (p. 213-214). This statement means that people with diverse
backgrounds suffer from an intersection of oppressions; they experience “simultaneous”

marginalization. What Solorzano and Villalpando explain in their article are clear examples of

16




critical race theory and the need to implement support systems to retain “simultaneously
marginalized” students in higher education. Critical race theory alsc helps analyze the
experiences of the students of color, biracial, and multiracial student leaders, women and
students from a low socioeconomic status. It works toward the development of curriculum and
pedagogy to dismantle race and racism in the United States, specifically in higher education, and
work toward social change and the elimination of racism and the subordination of marginalized
groups in higher education. Additionally, Solorzano and Villalpando (1998) state the following,
“a critical theory that examines the intersections of race, gender and class can be an important
tool for generating issues, questions, histories, art forms, and stories that tell us more about the
people and the places at the society’s margins.” (p. 214)

Solorzano and Villalpando (1998) also introduced the words of Gloria Anzaldua who
talks about “mestizaje” and its connection to experiencing simultaneous marginalities because of
the very diverse perspectives mestizas/os bring to higher education. Mestiza consciousness
provides a venue that can help us perceive multiple realities at once. Solorzano and Villalpando
quote Anzaldua who explains that being able to “examine individuals, institutions, culture and
society” can help see multiple realities and view the “center” from multiple perspectives which
empowers the students because they are able to see all their strengths and assets instead of once
again centering the dominant perspective as the “only” reality. Therefore, Solorzano and
Villalpando assert that: “Centering on the experiences of historically marginalized groups can
reveal much about how the members of these groups engage in individual and collective acts of
resistance to challenge race, gender and class oppression” (p. 215). Solorzano and Villalpando

emphasize the need to “de-center” dominant perspectives and take a look into the ways in which
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marginalized groups practice acts of resistance that often times are not recognized as ways of
challenging domination.

According to Bell (1987) children create productive learning environments when they see
themselves reflected in front of the classroom. Bell affirms that when students see a clear
connection between community and school they are able to transition, move from community to
school and vice versa. Racism in educational institutions is pervasive and so deeply embedded
in our society that instructors who do not represent a particular student population (i.e., a white
instructor in a predominantly community or classroom of color), from a particular community,
do not meet those students’ needs. Thus, critical race theory is important because it allows us to
consider the possibilities of the importance of analyzing race and how it plays out in education.
Bell (1987) states the following:

Schools will only become comfortable and productive environments for learning when

the cultural and historical presence of black families and communities are infused in the

daily interactions and educational processes of children. When children see a piece of
themselves and their experience in the adults that teach them and feel a sense of
constancy between home and school, then they are likely to 1::1ke a much smoother

transition from one to the other. (p. 263)

Bell clearly shows the importance of examining how the identities of the instructor and the

students deeply impact how productive the learning environment can or cannot be. If the students
are experiencing different forms of oppression but the instructor is not aware of these, it becomes
questionable if the instructor can actually support the students fully. When all the students share

their stories, it is then easier to see the areas where they need support. The instructor then has the
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responsibility of making sure the students don’t become the sole eduators and prevents teaching
at their expense because the risks of this could be detrimental to the growth of the students.

Ladson-Billings (1999) gives us a clear definition and examples of critical race theory
(CRT) and discusses the importance of this theoretical framework to help us hear and analyze the
oppressions and to view them clearly from a different standpoint. She affirms that storytelling is
a part of critical race theory, which enhances the awareness of teachers to find out what
marginalization their students face in a classroom that does not critically analyze issues of race.
She also emphasizes the impoﬂahce of recognizing narrative as a way of knowing without
disregarding the fact that not everyone’s stories “are received as legitimate,” or in support of the
“advancement of this discipline (education)” (Ladson-Billings, 1999, p. 14). Ladson-Billings
quotes Barnes stating that: “critical race theorists. ..integrate their ex::zriential
knowledge...drawn from a shared history as ‘other’ with their ongoing struggles to transform a
world deteriorating under the albatross of racial hegemony” (p. 12). This last quote affirms the
need to interpret narratives and analyze where the stories reflect or mirror the structural
disadvantages to prevent the internalization of oppression.

Ladson-Billings (1999) states that, “A second reason for the ‘naﬁing one’s own reality’
theme of CRT is the psychic preservation of marginalized groups...members of minority groups
internalize the stereotypic images that certain elements of society have constructed in order to
maintain their power” (p. 16). This is showing us how “naming one’s reality” can be
empowering. It is then when one can begin naming the oppressions and can show resistance to
the oppressor by challenging domination and embracing all identitie::. When narrative as a way
of knowing is acknowledged, the historically oppressed are able to voice their experiences and

are able to join dialogues, which can help to better educate students of color in educational
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in;titutions. If narrative as a way of knowing is practiced in the classroom as a reciprocal way of
learning, all students will then have the potential of learning from one another. Once higher
education institutions are able to identify the needs of historically underrepresented students then
those needs ought to be addressed and domination can be challenged. Lastly, CRT shifts a
deficit-based model, where storytelling is not embraced as situated knowledge, to an assets-based
framework where marginalized students can begin sharing their stories and taking ownership as
well as responsibility and claiming their education that challenges tra-fitional curriculum and
questions if oﬁe can dismantle the master’s house using his tools.

Critical Race Theory and Cultural Citizenship

Critical race theory (CRT) helps to demonstrate how race impacts students in higher
education. Race, among other social identities, is structurally embedded within the institution,
resulting in some students “simultaneous marginalization”. Being that people can gain power
through the sharing of their stories, storytelling, grants “simultaneously marginalized”, students
and/or instructors respect and the ability to maintain their dignity in the classroom.
“Simultaneously marginalized” groups of people are using their ways of knowing and their
experiences in their stories to make others aware that voices are being silenced. There is strength
in the sharing of stories. Both CRT and Cultural Citizenship (CC) ernbrace this way of knowing
that can open some people’s eyes that have been insistent on being closed.

What is the connection between critical race theory and cultural citizenship? CRT
centers and analyzes the intersections of race and racism; challenges dominant ideas, values lived
experiences through storytelling or personal narratives, and works toward social justice through
interdisciplinary ideology. While citizenship is supposed to protect citizens of a particular

country equally under the law, in the United States, people born in this country do not
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automatically receive equal treatment solely based on their U.S. nationality. Oftentimes, the
intersections of multiple social identities impact the way one is treat::d as a first or second-class
citizen. Cultural citizenship, however, focuses on claiming or affirming first-class citizenship
(first-class citizenship means having equal access to benefits that come from being a citizen of a
particular country) without losing one’s cultural identity/ies. While CC encourages the use of
one’s cultural practices to claim identities, space and rights, CRT helps us to critically analyze
why salient identities have inhibited certain groups from being first-class citizens and having
equal access and treatment. Both CRT and CC incorporate storytelling, listening, and the
interpreting of vernacular expressions of identity and rights.

According to Flores and Benmayor (1997) the concept of cultural citizenship was first
introduced by anthropologist Renato Rosaldo. Blanca G. Silvestrini, in Flores and Benmayor
(1997), states the following in connection to CC, “Cultural citizenship refers to the ways people
organize their values, their beliefs about their rights, and their practices based on their sense of
cultural belonging rather than on their formal status as citizens of a nation” (p. 44). Becoming
aware of our social identities empowers various people to “use” their identities to claim space
and rights by exercising cultural practices.

Rosaldo asserts the following:

Too often social thought anchors its research in the vantage point of the dominant social

group and thus reproduces dominant ideology by studying subordinate groups as a

“problem” rather than as people with agency—with goals, perceptions, and purposes of

their own. (as cited in Flores and Benmayor, 1997, p. 37)

Rosaldo affirms the importance of critically analyzing the inequalities and social positions in

studies of cultural citizenship. It is important that the cultural practices of marginalized groups be

21




validated (i.e., in academia) in order for those practices to empower such groups. The
“subordinate groups” must not be seen as a “problem” but rather as groups who possess assets
and knowledge to be learned from, as people with agency. When Rosaldo talks about social
position, he is referring to the different experiences one can live in terms of being in the world as
marginalized or privileged. He also adds:

Cultural citizenship refers to the right to be different (in terms of race, ethnicity, or native

language) with respect to the norms of the dominant national community, without

compromising one’s right to belong, in the sense of participating in the nation-state’s

democratic processes. (as cited in Flores and Benmayor, 1997, p. 57)

Thus, one can conclude that both CRT and CC help not only “marginalized” people to name
their realities though storytelling but with CC one can embrace cultural practices that enhance
our ways of knowing to be able to resist oppression and challenge dominant ideology. With the
implementation of these two frameworks in classroom teaching, it may also be possible to
prevent the perpetuation of learning at the expense of the people at the margins through
reciprocal storytelling.

Ladson-Billings (1999) discusses the importance of critically :inderstanding how the
United States was founded and built upon through explaining what she refers to as the “property
issue.” She discusses the fact that in earlier history white males were the only ones who had the
right to “ownership as a prerequisite to citizenship” (p. 17). From its foundation, this country
has established legislation that values whiteness and organizes full citizenship rights around the
needs of whites. Thus people of color who do not have the right to “own” do not have equal

access to rights. Ladson-Billings offers an example that clearly illustrates this phenomenon
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when describing what happened in the classroom of an African Ames can instructor after
discussing an article on white privilege:

One white woman shared a personal experience of going into a neighborhood

supermarket, having her items rung up by the cashier and discovering she did not have

her checkbook. The cashier told her she could take her groceries and bring the check
later...she related this story to an African American male friend, he told her that was an
example of the privilege she enjoyed because she was white...Determined to show his
friend that their life experiences were qualitatively different, the young man went
shopping a few days later...the same cashier...told the African American man that he
could push the grocery items to the side while he went home to get his checkbook.

(p. 18-19)

The white woman in this example obviously grew up unconscious of her privileges as a
white person in this country and the rights and treatment of first-class citizen she receives based
on her race. How could CRT and CC have helped these two friends in deciphering this
experience? The white woman and her African American friend could have engaged in a
dialogue where both shared their experiences with racism. Once they heard each other and
identified and validated the fact that race issues in this country remain deeply embedded
institutionally; the claiming of space and rights would have been acknowledged by first being
fully conscious of their social identities. The white woman also attended schools where the
traditional curriculum reinforced and perpetuated the systems that privilege her experience and
ways of knowing as assets. She could have analyzed her experience= versus her African

American male friend’s who perhaps faced acts of discrimination concurrently.
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Thus, CRT and CC can provide people of color and white people with storytelling as a
tool to begin unveiling and perhaps dismantling racism in this country. If the goal of both, the
white woman and the African American male, was to challenge the cashier in that grocery store
and they were both fighting to gain equal treatment as customers, then both began to see the
embedded institutional injustices through their lived experiences in the same situation.

The Impact of Social Identities When Teaching About Race

The fall of 2002 was the first time I was offered a part time teaching position at
- California State University, Monterey Bay instructing a section of Service Learning 200:
Introduction to Service in Multicultural Communities. The first day of class, I walked into the
classroom and sat down as if I was one of the students and waited until more students showed up
to begin. As I waited, I began to hear comments like, “when is the teacher going to get here?”
and “I wonder what the teacher will be like,” among other comments. It was very interesting to
hear the preconceptions of who the teacher would be and the fact that I was not considered to be
their instructor. Thereafter, I experienced disrespect and was questioned around my awareness
of the subject matter due to my age, race, gender, and other social identities.

This experience raised many questions about teaching and social ideatities: what are the impacts
of identity when teaching about race? And, how do the intersections of social identities impact
the teaching as well?

“Gender and Race in the Classroom: Teaching Way Out of Line,” by Lana F. Rakow
(1991), begins by first affirming that students and teachers “have experienced and participated in
relationships of domination, submission, oppression, and privilege” (p. 10), experiences which
help them have a perspective of who they are and how they see the world around them. It is

inevitable to bring a view of the world, as a teacher, that students do not bring and vice versa.
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Rakow then explores the specific experiences of the marginalized as teachers in higher
education. She states that:

Those of us who step into the classrooms as professors and as students do not shed our

identities at the door with our coats. We enter those rooms as humans situated as subjects

and as objects of discourses that give us the identities we claim for ourselves and that are

assigned by others. (Rakow, 1991, p. 10)

Rakow is discussing the importance of instructors doing their own identity work prior to entering
the classroom. She also reiterates the importance of critically analyzing the intersections of our
social identities as instructors. In the example at the beginning of this section, it is clear that the
instructor (I) knew who she (I) was and that because of her identitie= she would not
automatically be perceived as the “holder of knowledge.” Rakow (1991) explains that:

The traditional academic definition of a good teacher and of a successful classroom could

be described as this: a generic professor, with sufficient knowledge of and enthusiasm for

his subject matter, using appropriate pedagogical techniques...This generic professor is,
as the language indicates, presumed to be a white male, and the students who successfully

master his content will most likely be like him. (p. 10)

As a twenty-four year old, woman of color, five feet tall, with English as my second language, I
do not fit the identities of the generic professor; therefore, I was not seen as a teacher.

Rakow (1991) also talks about the intersectionalities between gender, race, and class as
main factors and foundational structure of the academy. When the ‘ ::2neric professor” is not
teaching but instead a person of color or a woman (or even a person of color AND a woman) is
teaching, the “other” than the “norm” feels threatened and hostile because the “other” may bring

a perspective that the students are not used to hearing; respecting and/or seeing as authority. It is
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a perspective that challenges the norm and instead “centers” the lived experiences of historically
marginalized peoples. What happens when the non-generic instructor eradicates the traditional
curriculum that centers dominant perspectives?
In my first semester teaching a Service Learning course, I experienced what Rakow
(1991) describes when writing:
A number of feminist teachers. ..have reported aggressive and disruptive attempts on the
part of white male students to bring the classroom back to the dominant sexist, racist, and
homophobic discourse...of course, not all students resist the material and the instructor,
and some students respond with enthusiasm, particularly those typically marginalized in
the classroom. (p. 12)
According to Gary R. Howard (1999), a white male who may be considered a “generic

professor,” white men must do their own work prior to entering a multicultural classroom. His

book We Can’t Teach What We Don’t Know (1999), reflects the value that this white male
places on learning multiculturalism and teaching in multicultural environments by first exploring
his own background and positionality in society. When Howard takes ownership of the need to
do his own work in critically analyzing his white male privilege he is challenging the
perpetuation of oppression by teaching “way out of line,” outside the norm, as a generic
professor. Thus, his students will be more open to learning about and challenging their own
privileges. Marginalized students will feel validated.

Rakow (1991) argues that “When women and men of color and white women enter the

29

classroom, ‘there is trouble’” (p. 10), because they will most likely focus their curriculum on the
areas of empowering through embracing their marginalized identities or an emancipatory

education as a way of knowing. An emancipatory curriculum empowers groups of people that
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