RESOURCES

To Zse gIaP}LS showing individual students scattered across an achievernent distribu-
or, see t'tp://soc:tologyberkeley.edu/faculty/lucas/everydayantlracismﬁgures pdf. -

DISCUSSION QUESTIONS

1. P . - . - £ . N
thrn:mplic;e. ﬂow is considering students’ concrete, lived experiences in
: e wor! dffferent from thinking generically or “abstractly” about stu-
ents as racial group members?
2. & : i i '
t-rategy'. DO. you think that keeping your school’s racial achieverent
averages in mind can ever serve students?
. T : i i
3 dry tc?lf;)rrow. How meight you actually interact with one of your stu-
ents differently if you tried to discard generic racial notions about his
or her potential achievement or academic interests?

.Sazz.uzl R. Lucas studies tracking in the United States, the role of social class
in hig sc.:hool C@pkﬁm and college entry, and the effects of race and sex dis-
mmmc.mon on children and adults. He is an associate professor of sociology at
the University of California—Berkeley. ®
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Knowing Students as Individuals

Joshua Aronson

€7

How can teachers mitigate the mistrust that students of color often feel in

schools as social institutions? Over the past decade, research s shown that

negative, stereotypic assumptions engender a range of academic problems.
When students of color take standardized tests, they are often aware of the
racist assumnption that non-“white” groups have inferior intelligence, which

- increases their anxiety and impairs their performance.! When they expect to
" be treated with prejudice, students of color experience discomfort, perform

poorly, and have difficulty maintaining their motivation in the face of teach-
ers’ criticisms.? In order to understand and remedy these problems, we must
form and maintain trusting relationships, seeing and {reating one another as
individuals, rather than reducing one another to the social categories to which
e beloma, Tt would be absurd for teachers to pretend not to see a student’s
“ace or ethnicity. But as teachers, we must leamn to see beyond these cate-
gories and avoid letting our stereotyped assumpﬁons—a.nd we all have
them-—obscure our views of students as individuals.

A recent study supports this argument. The researcher, Thomas Dee,’
found that students tended to get higher test scores when assigned to a same-
race teacher: black students performed more poorly when assigned to white
teachers, just as white students performed more poorly when assigned to
black teachers. But this happened only when the classes were large. If stu-
dents were assigned to small classes where students and teachers had more
opportunities to get to know and trust one another as individuals, the race of
the teacher made no difference at all.

The experience of not being seen as an individual in the classroom engen-
ders a deep sense of mistrust, separateness, and exclusion. My own efforts as
a teacher and mentor have benefited most from one insight: my students want
to be known and appreciated as unique individuals and not by a group
stereotype—not as the short Latino guy, the blonde girl with braces, the quiet
Asian, or the black guy in back third row.

The everyday antiracist “move” I rely upon is to cultivate 2 mindset of insa-
tiable curiosity about my students as individuals: who they are, the experiences

they have had, what they think about things, and how they think. Curiosity is
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the diametrical opposite of stereotyping and prejudice, the assumption that -

you know who a person is, what they think, or how they will act simply because
you know what category they belong to. Stereotypes are a lazy mind's best
friend, a mental shortcut to save us the trouble of asking and listening. I try to
do the opposite by getting curious. During class discussion, for example, I in-
ternally adopt the mindset that the bored-looking guy with the baseball cap
on backward, slamped in his seat like the stereotypical {rat-boy jock, may actu-
ally turn out to be the most interesting and intelligent person in the class if I
can find out who he really is. Or I ask myself whether the “angry-looking” black
woman in the third row might be concentrating hard, rather than feeling an-
gry. More often than not, when I refrain from jumping to conclusions based on

first impressions and seek constantly to get to know students as individuals,

I end up learning that my stereotypic assumptions were wrong and that the
individual is indeed a lot more interesting—and interested—than I would
have assumed.

Curiosity, I have learned, tends to be contagious; when I model it to my
students by asking Thefil questions about themselves as individuals and their
individual opinions in class discussions, they become more curious about one
another, more resPectful, more open. [rue curiosity is not a tactic; it is a
mindset thaticannot be faked. But I have found certain questions particularly

“helpful if T want to support their learning: “What do you think about the work
we are doing?” “What motivates you?” “What can I do to help?” I have found
10 better words for inviting individual expression than these: “That’s interest-
ing.” “Tell me more.” “Help me understand.” And often, the question that
best cuts through the fog of stereotyping is this: “What are you going
through?”

RESQURCES

E. Aronson. 2000. Nobody Left to Hate: Teaching Compassion after Columbine. New
York: W.H. Freeman. :
Joshua Aronson. 2004. “The Threat of Stereotype.” Educational Leodership 62(3}:

14-19.
Vivian G. Paley. 1979. White Teacher Cambridge, MA: Harvard University Press.

DISCUSSION QUESTIONS

1. Principle: The suggestion to get to know students as individuals seems
common sense. But how do we often fail to get to know our students
individually?

2. Strategy: What pitfalls should educators remain mindful of as we
“cultivate curiosity” about our students’ individual ideas and experi-
ences?
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3. Try tomorrow: How might you start to get to know a particular stu-
dent you do not yet really know at all?

Joshua Aronson is an associate professor of psychology and e.ducgtion ai New
York University. His research focuses on the social psychol’ogzca% influefices on
academic achievement, and he is internationally known for his research on

how stereotypes affect performance.
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Showing Students Who You Are

Heather M. Pleasants

Consider this question: in your experience, what opportunities exist for teach-
ers and students to understand one another beyond their school-defined iden-
tities? Schools offer few occasions for teachers and students to connect as
complex individuals outside their prescribed roles. While conceptions of cul-
turally relevant teaching and learning! emphasize the need for teachers to in-
crease their knovvledge of students’ multifaceted identities, space for this kind
of knowledge-building is often limited. Occasions for teachers to present
themselves to their students as whole people are also limited. F
In an antiracist classroom, just as teachers must strive to get to know their
students as individuals, students should have opportunities to know their
Feachers. After a decade of teaching multicultural education to preservice and
in-service teachers, I do not believe We can practice antiracism while
Eéiﬁwmrmm;@-
selves personally while remaining closed about our personal lives and experi-
Wmm@écrd
antiracist teaching because racism is partially about viewing others through a
reductive lens, treating people as if they were defined by their racial-ethnic
group membership. My proposed antiracist move involves sharing teachers’
individual out-of-school identities with students, which facilitates the forma-
tion of authentic relationships between teachers and students in which both
parties see each other as corplex and rich human beings. The aspects of our-
selves that we expose to students do not have to be explicitly related to race
thoug_h antiracits; practices can be facilitated through the inclusion of these:
experiences in the curriculum. i - i i
et e currios um. I call this process growing our own points of
This suggestion is not without obvious dangers. As teachers, we often kee
our out-of-school identities hidden. There are valid reasons ’;o refrain f) ;
divulging those aspects of our lives not related to our roles as teachers Wli:c;lm
stgdents relish opportunities to see educators as real people teach-ers ar:
mu'ldful of the fact that bringing our interests into day-to-day cl;ssroom int
actions can be unproductive, detracting from students’ interest in the mazrei;i

~+ Outside of school, what are you passionate about?

SHOWING STUDENTS WHO YOU ARE ;’

and potentially distracting them from important topics and ideas. Concerns
about how much personal information we divulge and how to integrate it info
the curriculum are important. Yet, how can we expect students to take teach-
ers’ interests in theix lives seriously if teachers do not reveal to their students
what is central to their own lives?

I encourage my students who teach to find productive and creative ways to
share their interests and passions with their students. My language develop-
ment class encourages preservice teachers to think through two interrelated

quesn'ons:

i
i
i
-~

. How can you draw from these passions to create authentic points of human
connection with students in your classroom?

To illustrate how connections might be made successfully, I present two ex-

amples drawn from the work of teachers in the class.

Ann is white and married, and was born and raised in New Jersey in a
middle-class Italian American family. Ann is a poet as well as a middle school
language arts teacher, and she has kept a journal since she was ten years old.
Ann’s identity as a writer contributes directly to her love of figurative lan-
guage and her ability to tedch her students how to identify and utilize figura-
tive language as they write from different perspectives. Last year Ann asked
the children to keep notebooks to record all of the instances of figurative lan-
guage they heard during the day, as well as the context within which it was
used. She began by sharing some of her own writing with students and re-
ferred to the figurative language that had been used in the classroom that
morning. Students tuned in to the assignment immediately. They mentioned
popular music and television programs, parents’ conversations and, to the be-
mused dismay of her colleagues, discussions in other classes. So Ann decided
to pursue the creation of “fgurative language journals” that she could share
with other teachers. Ann’s students have used their journals to grow as readers
and writers, and Ann bas used their journals to construct more nuanced un-
derstandings of the students’ interests and perspectives.

Stacey is a white, single twenty-two-year-old, originally from an upper-
middle class family that still lives in 2 small town in Ohio. As a teenager, she
was a member of a puppet theater company that performed at her church and
local schools. She kept two of her favorite puppets in shadowboxes in her
apartment. Stacey is also a novice second-grade teacher in an inper-city char-
ter school; most of her students are from low-income families, and many are
students of color. Although she has picked up some elements of African
American Vernacular English (AAVE), to which her students have responded
favorably, she often semses that her students and their parents lack respect
for her as a newcomer to the community and are skeptical about what she is
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trying to do in the classroom. Stacey has identified three girls in her class who
regularly engage in behavior and conversations that undermine her instruc-
tional goals. Three weeks into the new school year, one of the girls in the
group called her a “bitch.” Initially, Stacey tried to connect with her students
by being “sweet,” but after a miserable first year of teaching, she tried some-
thing unconventional. She made three sock puppets and brought them into
her classroom to complement her science and math instruction, the two
curriculum areas in which she and her students struggled the most. Stacey
introduced the puppets to the class at the same time that she shared her
previous puppeteering experience. She had them speak in AAVE. Over time,
the puppets have become an alter ego for Stacey in the classroom. She has
used the puppets’ AAVE to engage playfully in conversations about her lack
of knowledge of her students’ social and cultural worlds, and her students
have begun to feel more comfortable in bringing their experiences into class-
room activities,

The point of these examples is not the specifics of what these teachers did;
doing a figurative language lesson and making puppets and learning to speak
in AAVE draw on these particular teachers’ individual skills and interests. The
point is that these two teachers” selective inclusion of their out-of -school lives
served as a point of departure for them to connect with their students as com-
plex and authentic human beings, and for their students to connect with their
teachers as people with interests and passions that go well beyond their formal
interactions during the school day: Crucial to these teachers’ experiments was
continual reflection concerning how what thej?ﬁs did in the classroom could
open up their own thinking and their students’ thinking about one another as
complex individuals with varying interests and perspectives. We discussed
such questions as:

» How might we, as teachers and learners, make a space to include our out-of-
school lives in the curriculum, and to analyze if and how that inclusion is
serving the learning process?

» What creative strategies might we need to employ to do this kind of peda-
gogical work and still accomplish mandated goals?

For some teachers, answers to these questions led them to apply for grants for
supplies and release time.

The growth of connections and opportunities for dialogue between
teachers and students is a fundamental aspect of everyday antiracism. By
bringing what is meaningful to us in our out-of-school lives into the class-
room and finding appropriate ways to include our interests in our instruction,
We can grow our own spaces for connection to students who may feel that
their own out-of-school lives are irrelevant to formal leam.ing activities. By

integrating what excites you beyond your work as a teacher into your pedagogy,
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questions concerning race and culture can be framed by “What can 1 do to
help the kids better understand me?” as well as “What can 1 do to understand

these kids?”

RESOURCES

PA. Connor-Greene, C. Mobley, C.E. Paul, J.A. Waldvoggl, L. Wright, an'd A. zguxig,
eds. 2006. Teaching and Learning Creatively: Inspirations and Reflections. Wes

Lafayette, IN: Parlor Press. . I
The Creative Teaching Site: www.creativeteachingsi e.c?m. _ . ]
P he/IcKay and K. Gaves, eds. 2006. Planning and Teaching Creatively within Re -
- qui-red: Curriculum for School-age Learners. Alexandria, VA: Teachers of Englis

to Speakers of Other Languages. Inc.

DISCUSSION QUESTIONS

1. Principle: Why might it be “antiracist” to use some of your inpdividual
passions to help build personal connections wi'th your studentls.

2. Strategy: How might “growing your own” points of cc;nnectlon to stu-
dents help you pursue standardized or mandated goals! e

3. Try tomorrow: What specific skill or interest of yours would you like to

bring in to your classroom?

Heather M. Pleasants is an assistant professor of qualz‘tai.iue research at tke
University of Alabama. Dr. Pleasants’s research explores In-zks be]zwi:aen.vc;::;:
identity, multimodal literacy, and social jum'ce.. Through this u.vmé;’ci s zsz pig
icated to promoting public discourse that actively challenges traditiona

tinctions between teaching, research, and service.



Alice McIntyre is professor and chairperson of the Elementary Education
Program at Hellenic College in Brookline, MA. She has written extensively
about whiteness, education, and the use of participatory action research

(PAR) to address issues salient to inner-city youth in the United States and
women in the north of Ireland.
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Locating Yourself for Your Students

Priya Parmar and Shirley Steinberg

As teachers, we have found that identifying ourselves to students in terms of
our own positionality-—that is, naming exactly who we are in terms of the
racial, ethnic, and religious group memberships that affect our social
position—has been a way t6 carve a safe space for students in which to dis-
cuss sensitive racial and ethnic matters. We have also found that as
educators, we cannot possibly begin to teach with frankness unless we name
who we are in relation to our curriculum and admit what we do and do
not know.

We are both professors of education; Steinberg identifies herself as Jewish
and White, Parmar as Asian Indian. We have been working in the public high
schools of Brooklyn and the Bronx using hip-hop as a way to interest students
in literacy. In four schools, we have been collaborating with a spoken word
collective and high school teachers to write, perform, and publish poetry via
poetry slams. When we start working with the students in these classes, we
meet them, explain our program, and explain our vision of using hip-hop to
 create art. This essay focuses not on our curriculum but on how we introduce
ourselves. What we thought was just part of being authentic educators has be-
“come one of the most essential parts of our pedagogy.

Shirley: When I began to work with adolescents in an all-Black and
Latino/a high school in the poorest part of the Bronx, Iknew I was not only
‘old—a product of the sixties—but also White and Jewish. My goal was to
utilize students’ knowledge of hip-hop as a vehicle for literacy. The first time
TIworked with a class, I waited for the teacher to introduce me. He mentioned
1 was a professor, and the students were understandably bored. I have never
felt so White, so over-thirty, or so not hip-hop. After he called me to the front,
a few students clapped, but most did not even look up.

I stood in front of about thirty students, looked around, and began: “Tll
bet you're wondering what a frizzy-haired Jewish woman is doing up here
talking to you about hip-hop.” There was not a sound in the room, and then a
girl turned to the class: “No, she didnt.” The students hooted, clapped, and
laughed. She added she had never heard a white person say they were White,
and the other students agreed. Interestingly, I had not said I was White;

&
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I said T was Jewish. But T was obviously White, and that is what she saw and
heard. We began to discuss race. They said they knew at every moment of
their lives that they were not White, but they felt White people did not know
that they were White. Months later they would still recall the time I said
I was Jewish, laugh, and shake their heads that no other White person had
ever told them that. They sajd they appreciated that in our classroom, they
did not have to act as if it were a secret that T was White, while they were
expected to talk about being Black, Latino, or Asian—topics that the hip-hop
curriculum naturally raised. :

Priya: As I began work with adolescents in three Brooklyn high schools
predominantly composed of Black and/or Latino/a students, I introduced my-
self to the classes in 2 way that I felt would link me to the students. Before
coming up to the front, I saw that T was the only Indian or South Asian in the
room. I wondered to myself if the school had any Indian students. Raised in a
rural town in central Pennsylvania, I was always aware that I was different.
Feeling very alone as a youth, I turned to hip-hop and found music and words
that fit how I related to the world. After finishing my dissertation on KRS-One
and hip-hop culture, I felt My experiences, expertise, and scholarship would
work well in our school collaborations.

Like Shirley, I was introduced to the class by the teacher. The students
were equally unexcited. I faced them and, feeling like I could read their
minds, I knew I had to name who I was. I began to speak about my feelings of
alienation as a woman of color in a White school, The students were visibly
shocked. As Latino/as and African Americans, they had never thought of

South Asians as persons of color. My comment about my own color was sur-
prising to them, as was my knowledge of hip-hop and familiarity with their
musical tastes and idols. Unlike Shirley, I discussed my positionality as one of
shared oppression and alienation. My candor, like Shirley’s, reached the
students, and they were immediately more comfortable with my efforts to
engage them in these conversations as an educator

Both of us realized that our willingness to discuss our race and ethnicity
with our students allowed them to feel more comfortable as we worked
together. Race was not always discussed, but in this hip-hop curriculum,
much of the writing the students chose to do centered on racial identity and,
at imes, gender and class, and critiques of racism. Their poetry and writing
naturally went to their own identity issues, self-identification, and positional-
ity. As adolescents they were acutely conscious of how they appeared to

peers. But this was the first time for many that they were able to self -identify
to adult educators and be confident that we would listen. Our students began

‘to write and perform passionately about the recovery of their own ethpic

identities, and their struggles as young women and men of color living in a
male-dominated and white-dominated society.

As we engage students with hip-hop and literacy, we now always name our

 positionality; when intro
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ducing our curriculum, we say who we are m relgtxor;1 Zc;
it We say what we know and what we do not know. This self -1denbﬁc§uin =
LI Iped . bridge the gaps that we feared would be too broad as we under 01(2 \
el th gt was seemingly the students” own. These experiences have kep
cmthmu‘:dlonl'lm ba t how educators are often afraid of racial differences and fear-
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i ked so of -

ates more barriers and a lack of trust, especially when studentsé a:: re:mains o

i ’s whiteness is unnamed,

irs. When an educator’s w. _
e that it is the noncolor color by Whlchaua]l o’_che;

] ) . .
colors are measured. We have seen that when White teac_h-ers m ;zltzﬁo)rzl nnxto e
Jassrooms are unable or unwilling to name their own position in

C!
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u(;g t}t;fis Particularly when White educators name their identities in
identities.
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only the educator, but also themselves and the world.

RESOURCES
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DISCUSSION QUESTIONS

Principle: How can you imagine it being useful to Pi:ﬁo? ﬁourself E;I;
. ; ip, pri e, o
i i embership, prior knowleage,
terms of your racial-ethnic group m P : S
experienZe in relation to your curriculum? Under what circumstance

do you think it might not be useful to do so?
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2. Sirat T <« e .
mighteiyakWhat types c:f positioning” statements made by a teacher:
e your school’s students feel more comfortable and ready to-

inquire? What types of positioni
positioning statem i
fort and spirit of inquiry? ; ents might reduce that com-

Priya P,
ik 32 inacrzz'czclz;:fi Fﬂ;ler nd;ctomte from the Pennsylvania State University in
g nd instruction with an emphasis in lan iteracy
:fz;at:;n. H er scholarly interests include critical, multiple lfi::agci:smijzfa?.
education, youth culture, and other contemporary issues in t;w_fﬁjelzdm:);

cultural studies in which e .
conomic i3 R
dressed. , political, and social justice issues are ad-

:f;zl:%y af; Stezv;;berg teaches at McGill University. Her areas of research
o 1:8 Suez;}ut -tc.ult;;re, social justice, and education (race, class, gender, sex-
. ), eritica pedagogy. and cultural and media studies. She " the

ing editor of Taboo: The Journal of Culture and Education )

. Try tomorrow: i
Ty ow: What might you say to students in your own classroom -
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Expanding Definitions of “Good Teaching”
Lee Anne Bell

Several years ago, 1 spent 2 school year with 2 multiracial group of third-
through sixth-grade girls in an urban clementary school examining issues of
gender, race, and achievement.* Over nine months of weekly meetings and
multiple classroom observations, I got to koow these girls and their teachers
quite well. One day I asked the girls to tell me about the qualities of their
favorite teacher. Before Leould add, “Don’t tell me a name, just the qualities,”
came a unanimous chorus, “Ms. Johnson! Ms. Johnson!” When I probed to
find out why she was their favorite teacher, one white fourth-grader said,
“Because we know she loves us!” The eager nods of other girls in the group
Jfrmed that the speaker had gotten it right.

This conversation challenged my own assumptions about good teaching,
because T had not seen Ms. Johnson as & notably good teacher. After observing
Ms. Johnson's classroom two OF three times, I considered her loud and over-
bearing. 1 had 2 specific model of good teaching that regards warmth and
positive feedback as an essential way of engaging student voices and encour-
aging democratic participation in the learning cornmunity. Until then, I had
ot considered that there might be other ways of reaching these goals, or even
that warmth could be expressed in various voice tones and at other volumes.
Clearly the students saw warrath and encouragement in Ms. Johnsons style
that Y had failed to see.

Curious to know more, 1 asked Ms. Johnson to sit down with me to talk
about teaching, and she graciously agreed. In the course of our conversation,
I asked her how she had decided to become a teacher and what her goals
were for her classroom. She told me she had grown up in 2 cohesive, conser-
vative, all-black working-class community in the segregated South. During
her middle and high school years, she had excelled as a learner but felt that,
as a black gir], she had been discouraged from developing her full potential
based on gender stereotypes held by her black teachers, both male and
female. She stated that she pushed her female students in ways she wished
she herself had been pushed. She was convinced that this would help her

students overcome barriers of sexism, racism, and poverty. Her intentions



