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FOREWORD

James B. Boyer, Professor
Curriculum & American Ethnic Studies
Kansas State University
Historian. National Association for Multicultural Education

With the rapid changes now underway in every aspect of United States society,
colleges and universities are being called upon for leadership in the transformation of
public education and all areas of social-academic services. Such change and leader-
ship will require both theoretical and practical knowledge on the part of the practi-
tioners in higher education. Our society is providing new challenges every day which
are filled with opportunities for higher education to enhance its leadership role in the
creation of a society considered more equitable and appropriate for all its citizens.

Multicultural curriculum and issues of diversity and equity will continue to be at
the forefront of the nation’s transformation. The universities in the United States con-
tinue to play a vital role in the development of the intellect for professionals in all
fields of endeavor. While theory is essential to all legitimate practice, higher educa-
tion is now in need of operationalizing its theoretical framework within the field of
multicultural curriculum and culturally sensitive instruction. Only when university
curricula reflect both ethnic literacy and participation in an ethnically sensitive envi-
ronment will college graduates be able to consider themselves adequately educated
for a diverse domestic clientele or for a global society connected so directly through
mass media and rapid transportation.

The essays which this volume includes all reflect some notions about the theory
and practice of higher education which embraces multicultural understandings, eth-
nically sensitive instruction, and the institution’s role in accommodating academic.
social, political, economic and cultural change. Never before has such a volume been
more urgently needed. The professorship is changing in both its demands and its de-
livery. Those who offer their services 1n professional roles (in all disciplines and pro-
fessions) must begin to address the extent to which their programs embrace raulticul-
tural dimensions. No program is exempted from such iesponsibility as we approach
the year 2000. Higher education cannot afford the luxury of assigning such dimen-
sions to one course, one department, one college, or one aspect of the degree program.
The urgent call is to bring collegiate learnings up to the level of cultural/ethnic so-
phistication demanded by a diverse workforce and a society in transition.

The essays included in this volume attempt to address issues associated with such
transition and they raise key questions about the philosophy, practice, and appraisal
of university learnings. The preparation of functionally educated citizens and the train-
ing of professionals in all fields will continue to be the charge of major universities in
Illinois and every state in the nation. The creation of special courses will continue to
be essential while the redesigns of General Education will be called to embrace cul-
iural diversity as a foundational tenet.

This set of essays represents a broad range of thinking about how higher educa-
tion in the United States must proceed toward our transformation. This is a stimulat-
ing set of ideas and proposals. It is designed to motivate our thinking toward cven




higher ideals when it comes to operationalizing the university curriculum and prepar-
ing the most able and adequate university graduate this country can expect. Contrib-
utors to this volume are to be commznded for their insightful ideas on the develop-
ment of a multicultural perspective within collegefuniversity learning.
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PREFACE

With multicultural courses in place on many college and university campuses and
a growing number of institutions incorporating such courses into their General Edu-
cation requirements, it is clear that faculty and administrators in higher education are
responding to the nation’s changing and increasingly diverse student population. Re-
sistance, however, is still apparent among many educators. Even among those who
support the changes, the move from established positions within the academy and
within their own disciplines presents multileveled challenges which are posed by the
demands of multicultural education and include the need to rethink institutional pri-
orities, curriculum and course development, and classroom practice.

To facilitate the opening up of our higher educational institutions as well as our
disciplines to the broader and more diverse student populations of the 1990s and the
twenty-first century, we must not only solicit the interest, good will, and commitment
of administrators, faculty, and staff, but also generate plans and initiatives, sugges-
tions and options, resources and information that will help all of us answer the needs
of students and the multicultural, cross-cultural communities in which they will work,
communicate, interact, and function. Like the first volume of Multicultural Educa-
tion: Strategies for Implementation in Colleges and Universities, this handbook re-
flerts the experiences of educators who have responded to the challenges of cultural
diversity on their campuses or within their educational regions and can offer sugges-
tions, strategies, insights, and information that may prove useful to others. It is cur
hope that this is so and that this volume will contribute to a continuing dialogue among
educators interested in preparing students for the rick experiences that await them in
an increasingly diverse world.

Section I, Instructional Strategies for Diverse Student Populations. includes es-
says on collaborative learning (Faulkner and Lemon), censorship (Brown), the roles
international students can play within our ¢lassrooms (KaiKai and KaiKai), film and
video resources (Welsch). and music as a vehicle for multicultural education (Roach).
In their discussion, Faulkner and L.emon address the reservations some faculty have
about introducing collaborative learning into their classrooms; they offer research ev-
idence as well as practical suggestions that can allay teachers’ concerns and help the
collaborative leaming experience work, in the process laying a foundation for future
mutually satisfying and productive cooperation among the culturaily diverse individ-
uals within our society. Brown alsc focuses on a model of teacher-student interaction
when writing about how to respond effectively to student texts that reflect racism, sex-
ism, or another form of prejudice. Like Faulkner and Lemon, she moves from analy-
sis to classroom practice, first exploring the free speech/hate speech debate and then
offering teachers a set of “hard questions [to ask ourselves} when faced with a trou-
bling student text.”

KaiKai and KuiKai offer insights into the background of intemational students
from developing countries and indicate how the strengths these students bring to our
classrooms can contribute to a broader as well as deeper educational experience for
all students. The authors also emphasize the fundamental role of multi- and cross-cul-
tural reading for all educators committed to diversity. Like the previous contributors,
Welsch provides background information for multicultural education, but of a differ-
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entkind. She explores the place and variety of movies, videotapes, and television pro-
gramming within our society and points out what these media, particularly the work
produced by independent film and video makers, offer the teacher or programmer look-
ing for culturally diverse approaches to issues. In his essay, Roach focuses more nar-
rowly on a specific course, World Musics. He discusses the appropriateness of such
a course in a multicultural studies curriculum, suggests how one might shift from a
Eurocentric perspective to a genuinely multicultural one, and describes specific course
assignments that further the goals of the course.

Section II, Curriculum Issues in Multicultural Education, is closely allied with
Section L. The essays here stress very basic information that we as educators need if
we are to shift from traditional to multicultural perspectives (Adams and Allen, Senese)
or describe curricular content and programs that reflect or respond to the needs of our
increasingly diverse society (J. Morris, Mungo, and Sutton). Adams and Allen ana-
lyze the concept of race and challenge its popular usage. They distinguish between
the scientific and more general employment of the term and effectively demonstrate
the problems, even dangers, linked with its continued common (mis)use. Senese sim-
ilarly takes up the idea of sovereignty as applied to Native American status within the
United States, though here the issue is not misuse through overuse but lack of knowl-
edge and familiarity with a concept. Arguing that positive relations between Native
Americans and non-Natives in the U. S. depend on a clear understanding of sover-
eignty, Senese defines and contextualizes the term, indicating the educational signif-
icance of this key concept.

J. Morris directs attention to the training of teachers, particulariy early childhood
teachers. She stresses the need for such teachers to understand thoroughly their own
perceptual and behavioral responses to cultural diversity as well as the origins of cul-
tural identification and the dynamics by which perceptions of and attitudes toward di-
versity arc developed. Mungo’s focus is on the cross-cultural strand of the Junior
High/Middle School Teacher Educatien Program at lllinois State University. After
establishing the nature and goals of multicultural education. he traces the specific route
ISU is taking to prepare its teacher education students for ~ulturally diverse class-
rooms. Sutton moves beyond teacher education programs and describes the process
by which Eastern Illinois University adopted a multicultural catcgory when revising
its General Education requirements—an effort prompted by a desire to prepare all its
students for the increasingly pluralistic world in which they will live and work.

Section III, Creating the Climate for Change, centers less on classroom strategies
and more on the coordinated efforts of administrators, faculty, and student services
personnel to further multicultural awarencss and appreciation across campus. Whether
focusing on the community college (Kayes). multi-campus institutions (Felder), spe-
cific offices within the university (Floyd and Batsche, Myers and Caruso). or statewide
organizational efforts (C. Morris), the need to involve personnel on cvery level and to
cooperate across areas of experiise becomes clear. Kayes demonstrates this when re-
viewing the unique opportunitics and responsibilities community colleges have to pro-
mote “‘access, equity, and cultural diversity.” In depicting Parkland College’s efforts,
she illustrates the vital and interconnected roles of the college president, of commit-
tees and support services already in place. and of faculty. Felder stresses the pivotal
position of administraiors in his analysis of approaches to diversity on multi-campus
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universities, but he ties critical administrative support directly to faculty and staff im- ‘
plementation. Floyd and Batsche, like Felder, focus on leadership, specifically that of ‘
the academic vice president; they, like Felder, point out specific areas in which
this leadership can be effectively exercised to insure a campus climate that values di- ‘
versity. ‘
All of our authors provide solid ideas for multicultural initiatives on one level or
another. Myers and Caruso’s “continuum of diversity™ activities generated through
admissions, orientation, and student support services is no exception. They present a ‘
blueprint for programs of encouragement and assistance for underrepresented groups ‘
that begin in middle school and continue to graduation. A group traditionally under- ‘
represented in higher education, specifically African Americans, is also the subject of
C. Morris’s review essay. He traces the organization and functions of the Illinois Com- ‘
mittee on Black Concerns in Higher Education, pointing out the key rolcs coalition ‘
building ard networking have played in its efforts to further the professional devel-
opment of all students of color through increased educational opportunities. ‘
One caveat: because word choices are so critical to identity and cultural interac-
tion, we have tried to be sensitive to language, to the naming process, particularly that ‘
used to define a group or individuals within a group. Though we have not always suc-
ceeded in leading our contributors to that same conviction, we remain convinced that ‘
in a society in which prejudice is strong and cultural labels can diminish or strength- ‘
en a person, sensitivity to language is a crucial element in establishing and advancing
respect across cultural boundaries. Alerting readers to the problematic nature of of-
fensive terms by using quotation marks does little to take the sting out of those words
for the persons being labelled. In an era when diverse cultural groups have taken the ‘
initiative in self-naming, we can honor them by adopting their chosen names and
putting to rest denigrating labels.

We welcome your responses to the essays, the ideas, offered in this anthclogy and ‘
invite you to share your own insights and experiences related to multicultural educa- ‘
tion and awareness with us and with the llinois Staff and Curriculum Developers As-
sociation (% J. Q. Adams, Western Illinois University), an organization of Illinois ed- ‘
ucators funded by the Illinois State Board of Higher Education and formed to carry ‘
forward the kind of work presented here through annual conferences, newsletters, and ‘
communication networks. ‘

The views set forth in this volume are those of the authors, not the 1llinois State ‘
Board of Higher Education. Further information about the programs and positions
discussed in the essays can be obtained from the authors. ‘
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COLLABORATIVE LEARNING:
BUILDING COMMUNITY IN THE
CULTURALLY DIVERSE CLASSROOM

by
Teresa M. Faulkner
Hallie S. Lemon

Collaborative structures of leaming in higher education are not new. Students form
study groups outside the classroom or work together on projects that are later pre-
sented to the entire class. Despite these informal collaborations, college teachers may
view with skepticism the incorporation of collaborative structures into classrooms
where lecturing seems the most efficient way to transmit necessary content informa-
tion to large numoers of students in culturally diverse classrooms. This reluctance ex-
ists despite documentation that teaching sirategies which make use of interactive, co-
operative approaches to learning promote greater understanding of content material.
as well as greater understanding of and liking for fellow students, regardless of initial
impressions based on others" ethnicity. race, gender, ability. orsocial differences (John-
son, et. al., [988).

Teachers who wish to implement collaborative leaming structures or who are sim-
ply curious about active learning alternatives need time to explore their assumptions
about teaching and learning and to examine both the problems with and advantages
of the use of this pedagogical approach. We designed workshops for the faculty at
Western Illinois University (25 from several depariments) and the 1llinois Association
of Teachers of English (32 from K-college) which allowed us to synthesize these wor-
ries and successes while we were introducing workshop participants to collaborative
learning structures for the college classroom. Although the participants felt advan-
tages outnumbered the disadvantages, problem categories were identified by both in-
experienced and experienced teachers. These categories, content covered, abilities
and learning styles, intra-group problems, affective cor~--ns, and the teacher’s
role, can be addressed by looking at current studies of coope:ative learning with cul-
turally diverse college students and in culturally diverse college classrooms.

Content Covered

A major concem of workshop participants was the amount of material able to be
covered by small groups versus the amount that could be presented in the lecture for-
mat. Clearly, group work takes more time. both in classroom organization and in the
group process of dealing with the material to be learned. In addition, “group work
empowers ignorance.” suggested one teacher. ““Students don’t know as much as we
do; therefore they don’t always see the relationships to other aspects of the subject,
set high enough goals, or go into enough depth.” In a crowded curriculum, such con-
cerns about time management and student mastery of content are understandable. Yet
recent studies of conperative learning in higher education suggest considerable bene-
fits when students learn material together.
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In such diverse subject areas as grammar (Ney, 1991). sociology (Rau and Heyl,
1990), calculus (Conciatore. 1990). psychology (Lambiotte, et. al., 1987) and allied
health fields (Lynch, 1982), college students learned more and retained what they
learned longer when they worked collaboratively. Structural and functional informa-
tion was learned effectively (Larson, et. al.) and learning occurred at a higher level of
achievement and cognitive functioning than in whole class instruction, without loss
in the acquisition of Fasic information (Sharan, 1980; McClintock and Sonquist, 1976:
Smith, 1977). This was especially true when cooperative groups took a problem-solv-
ing approach to tasks. There also appears to be evidence of positive transfer of knowl-
edge and leaming strategies from cooperative to individual learning situations
(Dansereau, 1983; Magid, 1988; Rau and Heyl, 1990). These findings agree with those
in studies focusing on younger students: compared to contpetitive and individualistic
leaming strategies, cooperative learning promotes greater use of higher reasoning
strategies and critical thinking competencies (Johnson and Johnson, 1983). But are
these findings consistent for students with diverse cultural backgrounds?

A number of recent studies suggest content mastery for culturally diverse students
is indeed enhanced by collaborative learning strategies. Conciatore (1990} describes
the use of a retention model for improving the calculus achievement of minority stu-
dents that utilizes group study. A San Diego County (Califomniz) program. AVID, uses
the inguiry method. collaborative leaming. and writing as tools to prepare students un-
derrepresented in higher education for four-year college eligibility (Noordhoom.

1990). Available at 66 sites, the program currently serves Latinos, African Ameri-
cans. Caucasians, Pacific [slanders, and Native Americans. There have been signifi-
cant achievement effects reported for students in racially heterogeneous classrooms.
Four major studies showed that minority students gained more in cooperative class-
rooms than they did in more traditionally structured classrooms: the non-minority stu-
dents also leamed more in cooperative classrooms, even though their growth in leam-
ing was not as striking as that of the minorities (Kagan, 1992). What, then, are the
cffects of collaborative structures for students with differing abilities and learning
styles?

Abilities and Learning Styles

One of the problems identified by workshop participants was the possible differ-
ing effects of collaborative structures given the diversity of approaches to learning stu-
dents in any given college classroom may have. There was some worry that the best
students didn’t need groups or that the higher achicvers might experience detrimental
effects when asked to participate in group work., While there may be initial resistance
from students who have learned to be successful in more traditional structures, when
students of greater ability facilitate the learning of those with lesser ability, there ap-
pear to be no negative effects (Dansercau, 1983): in fact, there are a number of posi-
tive ones. Based on a meta-analysis of 122 studies conducted between 1924 and 1981
{Johnson, Maruyama. Johnson. Nelson. and Skon. 1981). and on their own extensive
research program designed to identify the factors that contribute to the cffectiveness
of cooperative learning (Johnson and Johnson, 1983). Johnson and colleagues have
conciuded that “the exchange of ideas among students from high, medium, and low
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achievement levels . . . and different ethnic backgrounds enriches their learning ex-
periences” (1984, p. 16). These authors recommend heterogeneous groups for con-
tributing to the success of collaborative structures as students learn from each other’s
perspectives.

Students” increased potential for learning to manage and appreciate differences
seems a benefit to heterogeneous groupings for students of all ability levels (Hulse-
Killacky, 1990). And if the focus of classroom instruction is intended to be on criti-
cal thinking and problem solving rather than rote learning, students at all ability lev-
els can benefit more from cciiaborative structures than from whole-class instruction
(Sharan, 1980). High achieving students as well as tutors assigned to work with low
achieving students “achieve as well or better than if they were working on their own
all of the time™ (Kagan, 1992, p. 2:8). As students teach each other, they learn.

Age is another issue in diverse college student populations. Magid (1988) found
that collaborative structures for developmental college classes seems to have benefits
when used in conjunction with whole-class lectures and discussions. She noted that
the use of small groups may ease the transition to the traditional teacher-controlled
classroom for returning adults and disabled students, helping them to participate more
freely.

While there are differences in learning styles among any student population, di-
versity in cultural background may contribute to learning style preferences. In a study
of Native American learning styles. Walker and her colleagues (1989) reported that
16 of 28 Northern Cheyenne and Crow adolescents participating in an Upward Bound
summer program were *‘patterned symbols™ learners, preferring a cooperative learn-
ing environment where small group activities encouraged personal interpretation of
the subject. In ongoing research using Kolb's four learning styles, Faries (1992) has
found that more females and students classified as at-risk are divergent learners and
prefer the concrete experience common in ccoperative strategies rather than the tra-
ditional abstract conceptualization which the convergent learners use so well; diver-
gent learners will benefit from group interaction after individual reading and study as
well as from practice with peer groups.

Even in the best classroom environment, where teachers structure group activities
responsive to the diverse nature of ethnic backgrounds, race. gender, age. and learn-
ing styles of students, problems in groups may surface. Workshop participants ex-
pressed their concern about issues of domination and status when students are asked
to work collaboratively,

Intra-Group Problems

While there are numerous benefits reported for collaborative learning, problems
that do arise include: groups not working well together, groups spending most of their
time arguing; loners not being intcgrated into the group; some students with low self-
esteemn or shy students not interacting comfortably: individuals with higher ability or
higher perceived status dominating at the expense of group members with lower abil-
ity or lower perceived status.

Certainly p stting students in groups does not assure cooperation. A number of
studies, however, suggest teachers can avoid some of these problems by careful struc-
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turing of groups. “Free riding™ can be discouraged by building individual account-
ability into the group process. Rau and Heyl (1990), for instance, required their col-
lege sociology students to tum in a worksheet on the assigned readings before they
could participate in group discussions. Roles such as discussion leader and recosder
can be assigned and rotated to avoid one-person domination (Rau and Heyl, 1990;
Magid, 1988; Johnson and johnson, 1987; Johnson, et. al., 1988), and both self-es-
teem and communication skills can grow from such assignments. In addition, stu-
dents can be encouraged to process how frequently and how well cooperative skills
are being used in groups (Johnson and Johnson, 1989-90). In a recent study of 49
Black high school seniors who were college bound, group processing was found to
increase productivity and student achievement (Johnson and Johnsecn, 1990),

Domination by the higher status social group in multiracial student groups raises
additional questions about how group tasks are structured (Cohen, 1972; Cohen and
Roper, 1972). Sharan (1980) suggests that minority-group individuals may experi-
ence unequal status when they participate in racially mixed, task-oriented groups. If
groups are competing, this competition may have adverse effects on race relations in
the classroom (Johnson and Johnson, 1974; Blanchard, Adelman, and Cook. 1975:
Weigel, Wiser, and Cook, 1975). However, Kagan (1992) insists after using cooper-
ative learning. there is a decrease in self-segregation; “students choose more friends
from the other races and interact in a more integrated pattern.” Sometimes the im-
provement in race relations is striking: “For example, in one study in traditional class-
rooms, students listed 9.8% of their friends as from a race other than their own; in con-
trast, students in the cooperative classroom listed 37.9%" (p. 2:9).

Reducing competition, providing academic and social status for all group mem-
bers through role differentiation, and implementing cooperative leaming over pro-
longed periods of time during the academic year may increase the positive effects on
race relations (Sharan, 1980). Certainly the potential is greater for status equity in col-
laborative structures than in whole-class structures which favor majority-group or aca-
demically more able students.

When a group does appear to be dysfunctional, there is sometimes value in leav-
ing the members to work out differences together. In fact, groups that are working
best may have controversy at the center of discussions (Wolf, 1990). Leaming how
to cooperate with others is an important life skill, one that is essential to career and
interpersonal relationships. College teachers should not assume that their students
know how to work together in groups (Didham, 1991); Williams (1991) suggests di-
rectly teaching social skills with role-taking activities. Asking students todiscuss what
behaviors seem to help their groups operate more effectively may call attention to de-
veloping cooperative skills. With this emphasis on social skills, whatkind of attitudes
develop when college students participate in collaborative groups?

Affective Concerns

In any classroom, positive attitudes tend to enhance learning. In a college class-
room attitudes toward diversity and pluralism may enrich learning experiences or di-
minish them, depending upon the structures for learning the teacher provides. Col-
laborative structures are a mechanism for people to talk to one another and begin




building connections across similarities and differences (Hulse-Killacky, 1990: Rus-
so and Allsup, 1989). While demographic, social, and personality variables may af-
fect students’ interethnic approach behavior, collaborative leaming structures can en-
hance intergroup contact (Clark, 1986). While Sharan (1980) indicates that studies
report only modest gains in cross-racial relations, he cites evidence that team learn-
ing clearly does promote positive interethnic contact under cooperative conditions.
More frequent interethnic interactions during time-off-task periods is a good measure
of the effectiveness of collaborative structures in promoting positive attitudes in a cul-
turally diverse classroom. On the basis of numerous studies. Slavin (1989-1990) has
concluded “when students of different racial or ethnic groups work together toward a
common goal, they gain in liking and respect for one another” (p. 53).

Some teachers in the workshops we conducted questioned the effect on individ-
ual students’, particularly shy students’, self-perception when working in groups.
Many studies report gains in students’ self-esteem, trust. and sense of being accepted
by teachers and peers following collaborative work. There is also evidence that stu-
dents’ cooperative behavior skills transfer positively to interaction with peers who are
not part of their collaborative group and to social situations not structured by the
teacher. Students are more confident of being able to cope with difficult classroom
studies (Sharan, 1980). Collaborative structures of leaming appear to have decided
advantages in promoting positive affective bechaviors.

The Teacher’s Role

The shifting role of the teacher in a collaboratively structured classroom troubled
a number of our workshop participants. They meniioned the following possible dif-
ficulties: 1) the teacher’s loss of control; 2) perceptions by colleagues and students
that teachers were taking “the easy way out™ in giving assignments 1equiring group
work: 3) problems of dividing the teacher’s attention among numerous small groups;
and 4) teachers” initial discomfort with implementing collaborative structures. We
find these difficulties are usually eased as teachers become more familiar with col-
laborative leamning.

Reviews of cooperative leaming studies by Lehr (1984) and Johnson and Johnson
(1985) point to students” increased positive attitudes toward instruction and instruc-
tors. Rather than a loss of control. a shift in the locus of authority occurs: the struc-
ture becomes part of the assignment design. and students take increasing responsibil-
ity for their own leamning. The teacher facilitates progress by offering help »hen
needed or monitoring social skills. Far from being the easy way out. a teacher spends
time carefully planning collaborative assignments and assessing outcomes. Teachers
can aiso encourage students to work through problems together before asking for
teacher assistance. Students benefit by gaining confidence in their vwn abilities.

Workshop participants expressed some anxiety about student perceptions of
teacher effectiveness. Culturally diverse students bring differing expectations for
teacher authority and performance to the classroom. In addition, when students are
frustrated by their learning, they can look to their own performance. or they can blame
the instructor, resulting in lower teacher evaluations. Rau and Heyl (1990) suggest
that“‘scapegoating of faculty members is less likely when collaborative lcaming groups
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are used because students . . . frequently compare their work among themselves™ (p.
154). Students who do inferior work are able to see that other students’ work meets
or surpasses the instructor’s expectations, while theirs does not. Collaborative struc-
tures of learning increase the number of potential teachers in the classroom. so all stu-
dents’ academic expectations and performance can be increased. Collaborative struc-
tures introduce college students to a student-centered, active model of learning. Initial
student resistance fades as students move away from dependence on a single author-
ity figure toward membership in intellectual communities in which they have a per-
sonal stake.

Many institutions of higher learning offer informal seminars for teachers engaged
in putting theories of collaborative learmning into practice. Western Illinois Universi-
ty faculty have formed a Collaborative Learning Across the Curriculum (CLAC) sup-
port group where faculty share failures and successes. leam more about the theories
of collaborative leaming, and study the working of groups. Cn other campuses. pro-
fessional development is encouraged through ongoing study groups. At the Univer-
sity of Wisconsin - La Crosse, a group of faculty from across campus arc engaged in
a semester-long study of active learning strategies through collaborative classroom
structures.

We have addressed some of the problems with and advantages of collaborative
structures of leaming in the culturally diverse classroom. We have suggested that
some problems may be solved by assigning roles to group members, building indi-
vidual accountability into each assignment. directly teaching social skills, and devot-
ing enough time to group processing. By implementing collaborative leaming in the
college classroom, a teacher provides opportunities for culturally diverse students to
work together in mutually affirming ways. Not only do students benefit academical-
ly. but they gain a new understanding of and appreciation for the richness diversity
and pluralism can bring to a community of learners. and they increase their potential
to meet the challenge of diversity in their future lives.
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CENSORSHIP AND STUDENT TEXTS

by
Julie Brown

Most of us hold the belief that censorship is especially harmful in the university
community where, after all, the purpose of higher education is to discover and dis-
seminate knowledge. If a history professor espouses a Marxist view of history, if a
black studies professor wants to assign works by Malcolm X, if an English professor
reads Lady Chatterly’s Lover aloud to students. no one should have the authority to
censor them. Afterall, if professors were somehow prevented from speaking and writ-
ing as they wished, wouldn’t students also be deprived of the right to hear and read a
variety of ideas? Isn’t that crucial to education? But how about the reverse—shouldn’t
students also be guaranteed the freedom tc say and write what they wish? I always
thought the answer was an obvious yes, until I started teaching creative writing and
composition. Certain comments and texts authored by students have forced me to see
that the issue of censoring student texts is more complicated and difficult than [ once
believed.

In an advanced composition class at the University of Wisconsin-Milwaukee, I as-
signed The Classic Slave Narratives to my students and asked them to write an essay
in response to them. I received two essays that troubled me: author A’s thesis was
that “Frederick Douglass’s slave narrative just goes to prove that blacks were lazy and
unwilling to work, even when they were slaves.” Author B's thesis contended.
“Linda Brent’s slave narrative makes it clear that white people in those days were
racis', cruel, and selfish.” The essays were roughly equivalent in terms of fluidity, co-
hereiice, and control of language.

My first reaction was to chastise author A for his essay. I labeled his assertions
(and by extension, him?) insensitive, inappropriate, potentially dangerous, and so on.
Furthermore, I didn't select this author to workshop his draft with the whole class,
partly because there were two black women in the class and I was afraid they would
feel insulted by his paper and uncomfortable when everyone looked to them for a re-
sponse. Instead, I chose paper B, and nodded when the other students pointed out that
this paper tended to stereotype and generalize. [ hoped author A would get the point.

I wasn’t comfortable with my decision. Ifelt that I was guilty of censorship, even
if 1 did it for the “‘right reasons.” I have never felt comfortable responding to student
texts that are racist, homophobic, or sexist. In my research, I've discovered that this
issue is rarely discussed in pedagogical or theoretical journals. Most of the debates
about censorship in education revolve around what students should not be allowed to
read and hear, rather than what they should not write or say.

In order to examine questions of censorship in the writing classroom, it may be
useful to consider a class of students as analogous to “the public,” student speech and
writing as “media,” and the teacher as an appointed “official.” In the context of this
analogy, reading a paper aloud or distributing copies tor purposes of the workshop
may be analogous to “publishing™ information.

This analogy raises numerous questions that complicate the issue of classroom
censorship. Should a student have the right to speak or write with absolute freedom,
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no matter what the ideas are? Does the professor, in turn, have the right to express
disapproval of student texts? Would such *“official” disapproval constitute censor-
ship? Does the student have the responsibility to be respectful of other students? How
would such a responsibility be taught? How would it be enforced?

Some argue that all people should be accorded the right of free speech, and that
“intellectual freedom is an absolute that a free society may restrict only at its peril”
(Daily, 1973, p. vii). We are reminded by those who support this position that such a
right is legally protected, as the Constitution states: “Congress shall make no
law...abridging the freedom of speech, or of the press.” U we retumn to the class-
room/society analogy, we may take this to imply that the professor of a classroom
should also take no actions that would limit the students’ freedom to read and write
as they please.

Such a position seems to be consistent with the functions of the university: re-
search, instructicn, and (in some cases) service to the community. In 1974, a Yale
committee appointed “to examine the condition of free expression, peaceful dissent,
mutual respect and tolerance at Yale™ (“Freedom of Expression at Yale,” p. 49) met
to discuss the question of free speech. They drafted a document that defended free
expression for all people connected with a university, that defense grounded in the be-
lief that a university’s main function is “to discover and disseminate knowledge by
means of research and teaching” (p. 49). The committee argued that while other in-
stitutions (such as churches, clubs, or fraternal organizations) may value brotherhood.
kindness, or fellowship above all else. the university puts a premium on the gamering
of knowledge for its own sake. The document goes on to state that “we value free-
dom of expression precisely because it provides a forum for the new. the provocative,
the disturbing, and the unorthodox™ (p. 50). The role of the professor is clearly de-
lineated here. since “every member of the university has an obligation to permit free
expression in the university™ (p. 50).

If we are committed to the position of student authority over their own texts, how-
ever, we must also accept the right of students to express ideas that may be abhorrent
to us. We must allow neo-Nazi skinheads to have their say just as we allow abortion
pro-choice agvocates theirs. If we take the first step of limiting “"undesirable™ speech,
there may come a day when “desirable™ speech is limited as well. A professor who
does not allow for the expression of an idea that counters her own may put a halt to
the learning process for many students.

Censorship doesn’t always take the form of the great NO from above. It can take
the subtler forms of sarcasm. innuendo. and faciai expressions. In a graduate modern
critical theory class 1 took years ago. one woman said in group discussion that she was
interested in the writing process and wanted to know how Deleuze and Guattari went
about writing collaboratively. This seemed to be an appropriate question since the es-
say we were discussing was about schizophrenia. The professor’s response, “I know
you're a creative writing major. Let’s just bracket that question.” made ii ohvinus that
her question was not acceptable to him. She remained silent for the remainder of the
semester.

Daily (1973) believes that censorship exists not, as some people think, to protect
the minds of the innocent, but rather because the censor believes he is morally supe-
rior. and that “‘there is a strong and inescapable current of elitism in all censorship ac-
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tivities” (p. 78). It may be easy for us to identify elitism as a motive for censorship
by people of the far right, who believe they know “what’s best” for children, women,
orminorities. But what about the elitism of left wing censors? What about Yale Marx-
ian philosopher Marcuse, who advocates “intolerance against movements from the
Right, and toleration of movements from the Left” (Downs and McCoy, 1984, p. 51)?
Perhaps we should carefully examine our own motives for not wanting certain student
texts to be written or distributed.

Other participants in the censorship debate feel that responsibilities supersede
rights. and that we have a greater obligation to teach and promote equality and har-
mony among people than we do to allow free expression. People of this position ar-
gue that “free expression™ is actually a myth anyway. since no one is ever complete-
ly free to speak. Qur expression is a product of the way we were taught to speak and
behave, and parental or societal emphasis on morals and manners alters the way we
communicate with others. O’Neill (1985) writes:

The undeniable fact is that every human being, from infancy. is taught to adhere

to codes of behavior which conform to parental and community standards. And

as leaming results from observation and example, virtually all of humanity has

been subtly nurtured in the art of censorship. (p. 14)

David (1985) argues this point more strongly. pointing out that free speech cannot ex-
ist in a country that has incarcerated Japanese citizens in concentration camps, that
passed the Dred Scott decision, or that denies visas of known communists who want
to enter our country. Free speech, he says. is a “phantom fetish™ that is only selec-
tively protected (p. 20).

Davis (1985) focuses the debate on hate groups, such as the Ku Klux Klan or the
neo-Nazis who demand their right to free speech, and argues that protecting their free
speech is akin to endorsing their beliefs. He emphatically states, “'1t is suggested that
instead of opposing the Klan and racism, we ought to defend the larger issue of free
speech. This is absurd. it is insulting. and...it is racist™ (p. 18). Another proponent of
this position would be Andrea Dworkin, who believes that pornography ought to be
outlawed because, insofar as it degrades and objectifies women. it leads te a violation
of all women’s civil rights. Dworkin, Davis, and others of their position believe we
have a moral obligation to silence the speech of people wha use their speech as a
weapon for destroying others.

In the classroom, the professor must at feast consider the possibility of complici-
ty if she does not challenge students who write essays. stories. or poems that. like *“pa-
per A.” are clearly derogatory. A colleague of mine was faced with such a situation
when one creative writing student wrote a poem that maliciously attacked another stu-
dent in the class. It was called “White Boy, You Ain’t Got No Rhythm™ and was writ-
ten specifically about a white student who had expressed an interest in African Amer-
ican music. As it turned out. it wasn’t that author’s turn to have a poem copied for
class discussion, but if it had been, the “*publishing” of <uch a psem would certainly
have insulted or hur. the feelings of the targeted studznt. When I asked my colleague
about it, he said he probably would not have werkshopped the poem anyway. It is
easy to sympathize with such a decision, though one wonders if perhaps a private con-
ference with the poet might have been an aprropriate locus to discuss his motives for
writing the poem.
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While the U.S. government is not constitutionally allowed to prevent the freedom
of expression among its Citizens, there ar.. certain exceptions that are iegally provid-
ed for. The government may prohibit overtly obscene materials from being distrib-
uted, if it can be demonstrated that the questionable text has no other merits; the gov-
ernment may prevent children from reading certain sexually explicit texts, or from
being included photographically in texts such as child pomography; the governme;:t
may prevent citizens from producing a text that is libellous; and it may regulate the
place or manner of certain expressions. such as preventing someone from speaking on
a highway if it would impede traffic. The government may also prevent speech if it
poses a “‘clear and imminent danger™ to others, such as yelling ““fire™ in a crowded the-
ater when there is no fire. or selling defense secrets to the enemy.

Perhaps, based on these conditions, a professor may feel justified in attacking or
silencing student writing that is {alse and malicious about other persons, or even dan-
gerous. 1 know a female professor whose male student wrote a series of sexually ex-
plicit poems about her. She was not flattered—indeed. she believes that he was try-
ing to intimidate her in some way. as she was also receiving obscene. harassing phone
calls at that time. She typed a formal memo in formal “English teacher™ language that
made it clear to him she would not read any more of his suggestive poems and would
not discuss the issue with him further. If he persisted. she told him. she would con-
tact the dean and have him removed from the class.

In this situation, the “official™ indeed censored a student “'citizen’ from **publish-
ing media™ on the grounds that it presented. she felt, a danger to her. Furthermore, he
was invading her right to privacy, another right that is legally protected. She also felt
that she had sound pedagogical reasons for silencing this student. Each week he would
read his poems aloud, and they created such an uncomfortable distraction for many
other students that it was hard to conduct a meaningful workshop.

When the Yale committee (1974} published their conclusions about free speechin
the academy, there was one member of the committee who dissented. Barnes felt that
higher education. in addition to addressing questions of knowledge, should pursue
moral questions. Barnes felt that “‘even if a free exchange of ideas were the best means
of discovering truth. a university has other important purposes and values besides the
discovery and dissemination of academic knowledge™ (Downs and McCoy. p. 51).
Freedom of speech is an important value. he argued, but not the only important val-
ue. Of equal importance is “the liberation of all oppressed people and equal oppor-
tunities for minority groups™ (p. 51). Perhaps in this sense. wisdom. or the applica-
tion of knowledge for the betterment of humanity. is more important than pure
knowledge itself.

It is impossible. obviously, to fix upon a rule that will govern how we respond to
all student texts in all situations. Some students may benefit from a challenge to their
writing that will at least encourage them to think harder about how they express their
positions in writing. Others may need the freedom to make mistakes in a non-threat-
ening environment. Sometimes. a sense of humor can help ease a potentially t¢nse
situation. For English teachers. the question of whether students should be permitted
“free speech™ or whether we should enforce “responsible speech™ is problematic and
requires more than a quick look at the law or personal conscience.



The difficuity of enforcing “responsible speech™ is reflected in the ways universi-
ty policy toward student speech and writing is mandated, often on a case by case ba-
sis. usually in response to a complaint. At the University of Wisconsin-Milwaukee,
for example, students in one composition course were encouraged to participate in a
computer-assisted freewriting exercise that posted each student’s written comments
(anonymously) on a large monitor. One student complained to the dean that several
“offensive” (i.e. sexually explicit) passages were broadcast on the monitor. The Dean’s
response was to prohibit the instructor from using this teaching technique with these
students. At Kent State University-Trumbull, a campus print shop employee com-
plained to the dean wher: an “offensive” (i.e. sexually explicit) poem was selected by
students to appear in the student literary magazine. This dean’s response was to per-
mit the publishing of the poem provided students print a disclaimer at the beginning
of the issue warning the reader that the magazine contained sexually explicit materi-
al. .

However offensive texts are handled, we must remember that censoring racist or
sexist student texts will not make student racism or sexism go away. In fact. sup-
pressing certain ideas in a classroom may actually increase their value for the students
who feel forced to protect and solidify their beliefs. As a student in a graduate cre-
ative writing program. | was told by a male instructor that my stories about “women’s
problems™ weren't all that interesting to a “general audience.” 1stopped showing him
my stories, but my interest in women's issues was only fueled by his insensitivity.

Another problem with outright censorship of student texts is that we as professors
must be careful not to develop the elitist atiitude that we are morally superior and can
tell right from wrong better than a student can. We must be careful not to replace their
stereotypes with our own. 1 am reminded here of Rubin’s (1985) assessment of fem-
inist politics: "Many feminists appear to think it is censorship when the Moral Ma-
jority attempts to suppress a book or magazine but good politics when the same thing
is done in the name of feminism™ (O'Neill, p. 160). Clearly. we must be careful not
to duplicate the kind or behavior we are speaking against. to be intolerant of texts we
find to be intolerant.

On the other hand. if we workshop that essay about a student’s “faggot™ boss and
only point out the student’s need for clearer transitional sentences. we may be send-
ing our students the message that words like “faggot™ or “nigger” will not offend an
audience as much as the absence of “likewise™ and “furthermore.” We must surely
have an obligation to at least let the studentknow what kind of effect the essay or poem
or story has on us as a reading audience. After all, this is one of the great advantages
of workshopping an unpolished rough draft.

I would like to introduce a third position in the debate about censorship of student-
created texts, one that has evolved for me out of six years of teaching writing, and one
that works well for me in many cases. When students draft texts that I perceive as be-
ing harmful or intolerant, | enter into a dialogue with the student and model a process
of negotiation with him or her, just as I do when students draft texts that lack details,
arc badly organized. or are not well focused.

The process of negotiating a student text must begin with the acknowledgement
of a few basic premises about the process of reading someone elsc’s writing. Bazer-
man (1989) notes that “Reading student papers...shares several features with all forms




of reading. Itisasituated, goal directed, schema laden interaction, negotiated between
the reader’s entering conceptions and the writer’s invitations and imperatives em-
bodied in the text” (p. 144). In other words, we read student texts just as we read oth-
er texts—we bring a set of assumptions and purposes to what we read that may be dif-
ferent from the author’s assumptions and purposes. Reading as a teacher is somewhat
different, though:

It is special insofar as the teacher’s pedagogical vision, goals, and role define the

reader’s opening stance; the student’s needs and attitudes generate special kinds

of texts; and the educational enter