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Foreword
Melody T. Fisher, Mississippi State University

The publication of this text could not have happened at a more oppor-
tune time. In addition to it providing guidance for current race-related 

teaching dilemmas, this book is presented during our milestone fifti-
eth anniversary—in 1961, founder Lionel Barrow Jr. presided over the 
Minorities and Communication (MAC) Division’s first business meeting. 
The scholarship contributed to this book is a realization of Dr. Barrow’s 
advocacy for the inclusion of education on race and media communica-
tion. MAC’s founding members included in the constitution “to encour-
age the teaching and design of courses and textbooks that would present 
an unbiased view of the role of minority groups in the United States; offer 
critique of media representations of minorities; and prepare students for 
professional work in multi-racial environments.”

This book is of personal interest to me not because of my current posi-
tion as head of the MAC Division but due to my calling as an educator. 
I have taught at both a historically Black college and a predominately 
White institution, and for the success of myself and my students, had to 
adjust to each setting. As a public relations instructor, I am keenly aware 
of my identity as I present material to students. My students and I discuss 
the role of organizational communication and establishing relationships 
with audiences, and we always explore the nuances of reclaiming trust 
when racial discrimination or other mistreatment has taken place. I have 
learned through the years to build my arsenal of references, knowing that 
cultural barriers must be overcome to achieve understanding.
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MAC is the first AEJMC division to author a book in the Master Class 
series from Rowman & Littlefield. It is my hope that it will be a great 
resource for you.
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Introduction
George L. Daniels, University of Alabama, 

and Robin Blom, Ball State University

Do you remember the first time you were made aware of your skin 
color and its role in what you might accomplish in life? What did 

you feel when you first learned this? Who delivered this message to you? 
Sometimes the reality of race hits us square in the face during a nega-
tive confrontation or experience. For others, that reality is revealed only 
through hearing about or learning about another person’s experience. It 
might be in the form of a highly publicized event that shocks the nation 
or the world. Because of the high likelihood that those kinds of messages 
would be delivered in mass mediated or communicated form, those of 
us who are experts in the field charged with training the preparers and 
presenters of those messages (that is, journalists, filmmakers, PR practi-
tioners, etc.) need to be optimally equipped to deliver instruction on this 
reality of race. Such instruction ranges from the history of those from 
underrepresented racial groups to how to apply that knowledge in craft-
ing a media message and even how to engage in classroom conversations 
on sensitive subjects.

Equipping the instructor to teach students about race and reporting 
on race is about more than just learning terms and definitions. It is much 
more than learning how to use equipment. It even exceeds just provid-
ing guidance on what words to write or what to say on camera. The 
burden we carry as journalism and mass communication educators when 
it comes to teaching about race is inextricably linked to our own lived 
experiences. That lived experience may be different if we come from a 
marginalized group with a history of oppression. Do you happen to fall in 
one of these marginalized groups? Can you “objectively” teach students 
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how to develop and deliver messages about race without mentioning 
your own experience? Should you do that? And what about teaching race 
and diversity when you are not from a marginalized group?

So far we have posed a lot of questions. You may find that this book 
raises more questions than answers. And that’s okay. In the constant 
process of improving our teaching, questions are opportunities to think 
further about how we do what we do, and sometimes those questions are 
not answered until we make individual decisions for a specific lesson or 
class session on a particular day.

WHY ANOTHER BOOK ON TEACHING RACE

As the members of the AEJMC’s oldest and largest unit focused on issues 
of diversity, equity, and inclusion, the Minorities and Communication 
(MAC) Division is proud to offer this compilation of writings on teaching 
that we hope will provoke discussion, dialogue, and even debate. If you, 
our reader, engage with the material here, there will be many moments 
of introspection and reflection.

You may wonder why we decided to do another book on the topic of 
teaching race, especially when at least four other books with similar titles 
have been published in the past few years. After publishing numerous 
books on teaching, Stephen Brookfield (2019) offered Teaching Race: How 
to Help Students Unmask and Challenge Racism, an edited volume on how 
to create teachable moments to unmask racism. His contributors offer 
guidance on such topics as teaching whiteness in predominantly White 
classrooms, negotiating conflict in teaching race, creating conditions for 
racial dialogues, and helping students uncover positionality.

Elsewhere, Cyndi Kernahan’s (2019) Teaching about Race and Racism 
in the College Classroom combined her dual background as a psychology 
professor and the leader of the teaching and learning unit of her college 
to offer a way of teaching race and racism that is not blaming or sham-
ing. Instead her six-chapter treatment is compassionate while also honest 
about the realities of racism and White supremacy in the United States. 
One of her chapters gives guidance for developing a “Secure Teacher 
Identity,” even though you may receive lower teaching evaluations and 
experience emotional difficulty.

Both of these books were published on the heels of a third volume 
of case studies and exercises on Exploring Campus Diversity. Sherwood 
Thompson and Pam Parry’s (2018) book includes fifteen cases specifi-
cally dealing with classroom climate. While we were putting the finish-
ing touches on our project, word came of a fourth volume expected to 
be released. More recently, Cohen, Raynor, and Mack (2021) assembled 
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fifteen essays from a variety of disciplines in Teaching Race in Perilous 
Times.

So why another volume? The short answer to that is teaching race in 
a journalism and mass communication context is different. While we 
applaud the advice of these other books, we know that when you are pre-
paring students not only to deal with their own development in under-
standing race and racism but also to couple that with their development 
as preparers of messages for others who consume media, the burden on 
faculty to “get it right” is enormous.

This project was far along in its development by the time of George 
Floyd’s death at the hands of police in May 2020. Yet the weeks of social 
unrest that followed produced not only an awakening for people around 
the world, but also a conundrum for news managers asked to respond to 
questions about treatment of journalists of color in their own newsrooms 
where messages about race and racial unrest were being prepared.

The last time a comprehensive book-length treatment for current 
and future educators specifically focused on teaching about race and 
ethnicity in the journalism and mass communication classroom was 
produced was Martindale’s Pluralizing Journalism Education in 1993. 
Shortly after the Accrediting Council on Education in Journalism and 
Mass Communications (ACEJMC) implemented its Diversity Standard 
(then known as Standard 12), her volume offered twenty-four essays 
and articles focused on diversity recruitment, curriculum, and student 
media. Since that time, the ACEJMC accreditation standards have been 
updated twice, and a third update set to take effect in 2022 contains a 
more robust diversity standard. Both the revised ACEJMC Values and 
Competencies and the new Standard 4 on Diversity and Inclusiveness 
appear in chapter 3.

Our more than two hundred members of the AEJMC MAC Division 
have programmed dozens of teaching panels for our annual conference 
each summer and, within the past decade or so, for the AEJMC Midwinter 
Conference. Multiple MAC members have won teaching contests for their 
diversity and inclusion innovations in the classroom.

This volume represents the logical next step in diversity efforts that 
began more than fifty years ago with thanks to Lionel C. Barrow, one of 
the handful of African American PhDs who was part of the then AEJ (the 
precursor of AEJMC) and did his part in response to the assassination of 
Dr. Martin Luther King Jr. (Barrow and King had been classmates and 
fraternity brothers at Morehouse College.) AEJ established the Ad Hoc 
Coordinating Committee on Minority Education, which was tasked with 
ascertaining, stimulating, and coordinating the activities of AEJ members 
in bringing more Blacks and other minority group members into the jour-
nalism (and mass communication) pipeline. The committee eventually 
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morphed into a permanent unit of the association—the MAC Division, 
which has made the membership of the association and the field more 
racially diverse. Unlike the other contributions to this volume, this intro-
ductory chapter is the product of two authors. As the only coauthored 
component, it contains food for thought from two faculty members from 
two completely different backgrounds: a never-married African Ameri-
can cisgender male, raised in the former capital of the Confederacy, who 
cites his Christian beliefs as far more important than his race in his every-
day life; and a White male who is a native of the Netherlands and whose 
partner is an immigrant herself—both growing up thousands of miles 
away from the cornfields of Indiana in vastly different cultures. Much of 
what we use to set up this volume on teaching race is built on our per-
sonal experiences. For the sake of clarity, the next two sections are written 
in first person as they contain our individual thoughts and reflections on 
our understanding of teaching race.

GEORGE’S EXPERIENCE

To return to a couple of the questions posed at the beginning of the chap-
ter, I would point to “the talk” my late father had with me about the his-
tory of how Black Americans and White Americans interact. That was the 
first time I was made aware of my skin color as a potential indicator for 
how other human beings would interact with me. He stressed the impor-
tance of not allowing what was then thirty years ago influence or impact 
what would become my future. At the time of “the talk,” I was enrolled in 
a fantastic private school where we went to chapel every Wednesday and 
opened each day with biblical lessons. But the school was predominantly 
White. Most of my friends were White Americans, and that was not a 
problem for me. I described that school as “fantastic” because it gave me 
the critical spiritual and educational foundation that shaped my world-
view and outlook today.

Even as I reached the seventh and eighth grade, I was active in the 
NAACP Youth Council, and in the process of talking about NAACP 
events on television appearances, I discovered news media and journal-
ism as a career. This journey in negotiating race as an active member 
of the NAACP continued into high school when I was introduced to a 
predominantly Black public high school where I was teased for “talking 
White.” That same high school is where I entered the “honors” track and 
eventually served as president both for my high school’s student senate 
and the citywide student senate for all high schools in the Richmond (Vir-
ginia) Public Schools. These experiences shaped how I approach teaching 
race and many other subjects.
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My dad delivered the message about race, but I discovered the news 
media as a tool for writing my own race story. As a high school student, I 
published stories in my hometown’s afternoon newspaper, The Richmond 
News Leader. Then, when I arrived at Howard University to start college, 
I was given a heavy dose of Black history that was so much a part of the 
culture of “The Capstone of Black Education.” Located in Washington, 
DC, Howard University since its founding in 1867 has played a central 
role in the African American educational experience. Among histori-
cally Black colleges and universities (HBCUs), Howard has produced the 
greatest number of graduates with advanced degrees. If nothing else, as a 
Howard University graduate, you were going to graduate as a leader who 
was fully aware of the accomplishments of Black people and committed 
to the needs of those in the African diaspora. Indeed, I graduated having 
served both a year as the vice president of my college’s student council 
and editor-in-chief of Howard’s award-winning student newspaper, The 
Hilltop.

Along the way, I had a class with former MAC Division Head Clint 
Wilson, who was both an associate dean of Howard’s School of Com-
munications and the instructor for a course on the “History of Black 
and White Press.” It was not many years later that I learned of Wilson’s 
(1985) influence as coauthor of Minorities and Media: Diversity and the End 
of Mass Communication with Felix Gutierrez. I also did not realize the role 
of another book, Split Image: African Americans in the Mass Media, which 
Jannette Dates and William Barlow (1993), two Howard professors, 
authored. Both books by Howard University faculty have been influential 
in the field of mass communication and the research and teaching on the 
topic of race and diversity.

After working in television news and producing thousands of news-
casts at stations in my hometown of Richmond, Virginia; Cincinnati, Ohio; 
and Atlanta, Georgia, I discovered a new career as a media researcher and 
teacher in the Grady College of Journalism and Mass Communication at 
the University of Georgia. That is where I took a master’s course in race, 
gender, and media. I learned how challenging it can be to teach about 
race, but I also was enlightened about the potential I could have as a 
researcher investigating questions related to race.

Today when I teach diversity classes at the University of Alabama, I 
warn students about three things involved in any course on race or diver-
sity: (a) it is personal, (b) it is political, and (c) it is constantly changing. 
Usually once a year, I get to teach graduate or undergraduate courses 
focused on communication and diversity or race, gender, and media. But 
as focused as those electives are in the delivery of instruction on race, my 
teaching on race within other skills courses is even more important. For 
example, in a large lecture core course in electronic reporting, I employed 
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two “interventions” to more robustly teach students how to cover race 
and racism. In the fall of 2019, I assigned my students a five-page reading 
from the 2019 Associated Press Stylebook and “race-related coverage.” Then 
there was a lecture on the topic that included highlights from the reading 
and a presentation of Len-Ríos and Perry’s (2020) concept of excellence 
in journalism (include context, complexity, voices, authenticity, and 
proportionality). These basic concepts were the core ideas in the lecture, 
which also included examples of race panic stories such as one involving 
a campus official who resigned after some controversial statements about 
race were made on Twitter.

On their first test, students did poorly on the two multiple choice items 
directly linked to the content from this unit. Two-thirds of the class could 
not correctly identify what the A.P. Stylebook says about covering racism. 
Only twelve out of thirty-eight students could recall that a reporter should 
have a conversation with senior managers when determining whether to 
call a statement, action, or policy “racist.” Most of the students errone-
ously thought that one should never call an action “racist.” That was a 
key point of this guidance from the A.P. Stylebook that students failed to 
absorb. That first test also included an item that asked students to recall 
the definition of a race panic story, which is one where public dialogue 
about race is suddenly confused, charged, and agitated. Officer-involved 
shootings that gave rise to the #BlackLivesMatter movement and contro-
versial remarks about race or ethnic groups by political candidates were 
two examples of such stories. Three-fourths of the students correctly 
answered that question from Lehrman and Wagner’s (2019) book Report-
ing Inequality: Tools and Methods for Covering Race and Ethnicity.

Two months later in the last part of the semester, during the second 
“dose” on race and racism in that same class, a second unit on “Race, 
Racism, and Ethics” built on the basic concepts from the first section with 
a second lecture that included information from Project for Excellence 
on Journalism as Cartography. The Project for Excellence on Journalism 
created a map for navigating society that should include people from all 
communities regardless of race, religion, or socioeconomic status. In the 
same unit, students were told how the Society of Professional Journalists 
suggests that journalists examine their own cultural values and avoid 
imposing those values on others along with avoiding stereotyping by 
race.

A single item on their third test asked students to recall points from 
the “Race, Racism, and Ethics” unit. Eighty-nine percent of the students 
correctly answered the question. The lesson learned from introducing this 
first-time unit on “Covering Race and Racism” is that such a unit must 
be integrated multiple times in a course. Second, the approach of show-
ing actual stories where race and racism were presented may be more 
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effective than simply going over the rules in the A.P. Stylebook. However, 
one cannot rule out that the timing of the units can also be a factor in 
the level of retention of the information. The next time I am teaching our 
introductory course in electronic reporting, I do intend to have both units 
again and will initiate some practice exercises.

In sharing this example from my own teaching, I exemplify the 
approach the other authors take in each of the chapters in this volume. 
I think about teaching and learning from a scholarly perspective, where 
I could ask questions about students’ learning and collect information 
to find answers (Bishop-Clark & Dietz-Uhler, 2012). In the scholar-
ship of teaching and learning, we as instructors are constantly trying 
new approaches to facilitate learning that reflect our responsiveness to 
a changing environment and our understanding of our critical role as 
instructors teaching race.

ROBIN’S EXPERIENCE

My first visit to the United States was with my hometown baseball team 
in 1997 as part of an exchange program with a team in Lansing, Illinois. It 
was the trip of a lifetime for a bunch of teenagers who finally would visit 
Wrigley Field and Comiskey Park after watching those iconic stadiums 
on television for years. You have no idea how thrilled we were when a 
yellow school bus waited for us outside O’Hare Airport. Why, you ask? 
While the buses are certainly not known for their luxury comfort, we only 
knew about them because of The Simpsons and other American television 
shows and movies. (Back home, all of us biked to school every day.) We 
did not care that a chiropractor was needed after that forty-five-minute 
drive to Lansing. It was fabulous to be Bart Simpson for a day!

The most interesting aspect of the trip, besides the seven games we 
played against high schools and other local clubs, was that all team mem-
bers stayed with host families. This gave us a much richer experience 
of life in America rather than two weeks semi-unpacked in a standard 
Holiday Inn room with the same kids I grew up with at home. The Biliks, 
my host family, came to visit two years later when the Lansing team trav-
eled to my hometown, and they invited me to stay with them again the 
following year.

Evidently, the exchange program had many upsides as we learned a 
lot about a different culture, even though in hindsight it was only a very 
narrow slice that the Chicago suburbs offered. Predominantly White sub-
urbs I should add, as there were also murkier moments more relevant to 
this book on race and diversity. For instance, a resident of Lansing told 
me (or should I say warned me) that the town was in peril because “the 
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Blacks are moving in.” He whispered because no one around us, in what 
I vaguely remember was some sort of lunch café, was supposed to hear it. 
I do recall much more clearly that I was nodding somewhat awkwardly 
while pretending to fully understand what he was saying.

I did not immediately.
English was not my best language. In fact, I was among the worst 

students in my English, French, German, and Latin high school classes 
for years. So it took a little bit to process what actually happened, yet the 
phrase “the Blacks are moving in” is still a vivid memory more than two 
decades later, as well as that uncomfortable, nauseating feeling of disgust 
when it sunk in what had happened. I shiver thinking about it, like I did 
then, even after all these years.

It was not that I was unaware of racism, despite growing up in a 
predominantly White suburb called Ridderkerk on the outskirts of Rot-
terdam. The Netherlands may be known for its tolerance, but that is just 
a façade—the Dutch are as racist, xenophobic, and homophobic as any 
other country. We are just pretty good at convincing ourselves that we 
are not—the White majority, that is, first and foremost. People of color 
have many other experiences when they bring up potential reparations 
for the Dutch slavery past or the use of blackface as part of St. Nicholas 
traditions. In those cases, tolerance for dissent is often short lived or 
nonexistent.

Numerous high school friends frequently blamed Turkish, Moroccan, 
and Moluccan immigrants—or any people of color for that matter—for 
increasing crime rates. Of course, there was an exception for their one 
friend of color because “he was a good one” (which they told him over 
and over again). These forms of xenophobia were not a surprise at a time 
when there were openly racist members in the Dutch Congress who 
found in refugees and other asylum seekers ideal scapegoats for anything 
that went wrong in society.

Multiculturalism—which was the umbrella term used at that time to 
discuss any race- and ethnicity-related issue—was an important topic 
that I covered as a novel newspaper reporter soon after matriculating at 
the School of Journalism in Utrecht. I wrote numerous diversity-related 
stories over the years, from tense public meetings protesting the construc-
tion of an asylum center in a small rural community to attempts by local 
governments to decrease racial and ethnic biases in hiring processes. 
Yet I always had a nagging feeling of being un(der)prepared to deal 
with such complex issues, while not being able to pinpoint exactly what 
was wrong or missing. And honestly, at the time I was not even closely 
aware of the true scale of systemic racism that minority communities had 
endured for centuries in the Netherlands and elsewhere. (Leave it up to 
the Dutch educational system to romanticize its colonial past as a bunch 
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of adventurers roaming the high seas looking for honorable trade part-
ners around the globe.)

An opportunity to study at San Francisco State University as an inter-
national exchange student in 2002 helped me on a path to learn more 
about diversity by signing up for “Racism: Cross-Cultural Analysis,” an 
anthropology course by Dr. Linda Tavernier-Almada. She exposed me 
to many racial and cultural topics that I had no clue about—with, as the 
most shocking exhibit, the full-length showing of Birth of a Nation. Talk 
about a horrific eye opener . . .

Another course that I took was a media ethics class by Professor Aus-
tin Long-Scott, the first African American reporter hired full time by the 
Associated Press, who told us numerous stories of him covering the Civil 
Rights Movement in the South. Many of his class materials were devel-
oped together with the Maynard Institute, which advocates for accurate 
representation of minorities in newsrooms and in the news. Addition-
ally, I enrolled in the civic journalism course taught by Professor Venise 
Wagner, whose coedited volume Reporting Inequality was mentioned 
earlier. Our classroom was essentially Bayview-Hunters Point, two pre-
dominantly African American neighborhoods in the southeastern corner 
of San Francisco that were featured in the 1963 documentary Take This 
Hammer, in which James Baldwin said, “This is the San Francisco America 
pretends does not exist” (Moore, 1963). That is how many community 
members still felt almost four decades later when we met them during 
public forums that Wagner organized for us. This is where we heard the 
stories of neglect by “City Hall” and the lack of resources in comparison 
to many affluent communities around the Bay Area.

A year later, I ended up on the East Coast, this time as an international 
exchange student at the State University of New York at New Paltz, 
where I took another course about racism. This one was taught by Dr. 
A. J. Williams-Myers, who deservedly had the African Roots Community 
Center Library in Kingston, New York, named after him a few years ago. 
He assigned us readings about the role of mass media in transmitting 
cultural images of African American women and White racism, including 
his own work on White violence (Williams-Myers, 1995).

All these educators shaped me tremendously on my own journey in 
academia. I ended up teaching a one-credit diversity and media course 
soon after I arrived at Ball State University, and I recently received the 
opportunity to develop a course called “Eyewitness Misidentification 
and Social Injustice” in our honors college. It allows me to show students 
how eyewitness misidentifications, as well as news media coverage of 
these false accusations, have harmed innocent people and often their vul-
nerable communities as well. Students read Picking Cotton, The Anatomy 
of Innocence, and the tenth anniversary edition of The New Jim Crow. 
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Additionally, they watch Ava DuVernay’s 13th, The Innocence Files, The 
Confession Tapes, Exhibit A, and other documentaries showing them how 
eyewitness misidentification, police brutality, and deliberate political 
ignorance have caused mass incarceration and endless structural violence 
toward Black, Indigenous, and People of Color.

Most of my students in the class so far have been White. They learn a 
lot as evidenced by one particular phrase that pops up numerous times 
during our class discussions: “I had no idea.” Some feel betrayed by their 
high schools for having to unlearn many things they were told errone-
ously. They become more and more horrified, sad, troubled, and angry 
every step along the way while reading, watching, and discussing the 
traumatic experiences of the innocent.

As an educator, it is rewarding to see students learn things about their 
world they did not know before, similar to my own experiences as an 
exchange student. Nonetheless, many questions linger. If my White stu-
dents learn so much from all the traumatic examples of innocent people, 
how are those examples experienced by the students of color in my class, 
whether or not they have lived many traumas on their own or know 
others who did? How do I position myself as an ally for the oppressed? 
How do I avoid coming across as performative, as in performing woke-
ness? What if I say the wrong thing during a class discussion? How do I 
recognize that I said the wrong thing in the first place? The classes at San 
Francisco State and SUNY New Paltz have been helpful, but as an educa-
tor born and raised outside the United States, I do not pretend to know 
or understand all the intricacies of discrimination in this country. It took 
me years to understand that particular words or phrases are racist. What 
should I assume that all my students know about diversity—majority 
and minority students alike? How do I avoid accidentally mansplaining 
intersectional issues of race, gender, and diversity when I do not know 
what they know already?

This stuff is hard, uncomfortable, and emotionally draining at times. It 
is not a coincidence that this volume’s title includes “struggle”—because 
a struggle it is occasionally—while the stakes feel enormous. If I cannot 
figure these things out, how could I be sure that my students can in the 
classroom and, later on, in their careers? They may be communicating 
with thousands of people at a time. In my mind, there is no room for error.

Therefore it is an understatement to say that there is a lot to learn about 
teaching race, regardless of anyone’s background, which is the main rea-
son why I joined this project. Similar to the feeling of un(der)prepared-
ness to deal with issues of race as a journalist, there are always feelings 
of un(der)preparedness as an educator in this regard—even beyond the 
usual imposter syndrome mood swings that thrive in academia. In search 
of answers (although as said earlier, we may end up with many more 
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questions in the end), this is a tiny contribution to finding strategies that 
hopefully make us all better educators and encourage scholarship that 
allows us to document successes and opportunities for future progress in 
teaching race.

Let us move on and tell you what to expect in this volume.

DIVERSE VOICES

As the editors of this volume, we made some important decisions early 
on. For instance, as this is a book about teaching race and diversity, we 
wanted to feature a large variety of voices. One solution was to include 
many chapters about different subtopics of teaching race, but that meant 
as a potential downside that none of the chapters would go beyond a 
superficial discussion of those subjects. Therefore we opted for a design 
with ten chapters that are each followed by a shorter perspective by 
another scholar that focuses on a related topic. This allowed us to cover 
more topics with more depth.

We also deliberately created a list of specific chapters and perspectives 
that we wanted to see covered in the book. A subsequent choice was to 
invite scholars to contribute rather than sending out the typical call for 
chapters—although this was not without challenges either. Many schol-
ars feel lost and are uncomfortable writing about topics beyond their nar-
row slice of expertise that they usually focus on in academic settings, and 
this project was no exception. That resulted in quite a lot of soul search-
ing and long yet interesting conversations with many of the contributors 
before they felt comfortable with the direction we envisioned.

These struggles were worth it eventually, and the result is even more 
impressive when keeping in mind that this book was written in what felt 
like a pressure cooker. The authors were confronted by a deteriorating 
pandemic wreaking havoc on their personal and professional lives, which 
was also largely overlapped with a nerve-wracking presidential election 
that followed months of protests by those demanding racial and social 
justice. Additionally, the contributors to this book often had less than 
two months to write their first draft to allow this volume to be available 
before the start of the 2021–2022 academic year. If anything, this showed 
the dedication of all the contributors to this volume and their priorities 
toward teaching race and diversity.

Creating a list of topics we wanted to see featured in this volume was 
far from easy as there are so many aspects of teaching race that are deserv-
ing of their own chapter. We decided to focus the core of the book on the 
positionality of faculty members in relation to their student bodies while 
teaching race. You will see several chapters and perspectives focusing 
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on classroom dynamics for when a lecturer is a minority or majority. For 
instance, Alfred J. Cotton III writes about many layers of complications 
for a racial minority to teach race, and Elliott Lewis explores this from a 
biracial perspective. On the contrary, Brian J. Bowe talks about his experi-
ences of teaching race as a White majority educator, and Gregory Adamo 
does the same based on his experiences teaching at primarily White insti-
tutions and in his current position at a historically Black university. To 
complement this positionality core of the book, Masudul K. Biswas and 
Mariam F. Alkazemi focus on the challenges of teaching race in a different 
culture as a foreigner in the United States.

All chapters include practical information and teaching tips that educa-
tors can utilize in their own classrooms, but we added a few chapters and 
perspectives that go more in depth in course design and student advis-
ing. Gabriel B. Tait focuses on teaching diversity in immersive learning 
settings within diverse communities, which is followed by Aqsa Bashir’s 
perspective on teaching cultural understanding and communication 
beyond one’s own community. The awareness of racial aspects within 
communities is also important for students participating in campus 
media and agencies. Tamara Z. Buck reports on the essential leadership 
roles of advisers of campus newsrooms and agencies in mentoring stu-
dents, and Cristina L. Azocar focuses specifically on reporting about race 
panic stories and diversity flare-ups on campus. Meta G. Carstarphen’s 
chapter details her experiences in creating an interdisciplinary course 
about the 1921 Tulsa Race Massacre and the complexity of teaching racial 
trauma, which is followed by Keonte Coleman’s perspective on confront-
ing color-blindness. All these chapters and perspectives point to the 
important need for students to develop research skills specifically focused 
on understanding race and their need for mentorship, which are the main 
topics of contributions by Troy Elias and Maria De Moya.

Although the positionality of faculty is the core of this volume, with 
further emphasis on practical implications to teach race and mentor stu-
dents to produce messages involving race, all of those aspects rely on the 
structures of the institutions where this instruction takes place. Whereas 
much of the social unrest in the summer of 2020 was focused on political 
and law enforcement structures, institutions of higher education have 
their own wrecking ahead of them—to put action to their words of valu-
ing diversity, inclusion, equity, and belonging. Therefore this volume has 
a different starting point before delving into classroom positionalities. In 
the first chapter, Danielle Brown Kilgo points out how current journalism 
programs, curricula, and syllabi contribute to the current political and 
social crises, and she provides a pathway for the radical transformation 
of media education. Angie Chuang’s perspective shows the importance 
and challenges of decolonizing classrooms in practice. Ilia Rodríguez 
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continues this discussion by focusing on intercultural dialogues and criti-
cal communication pedagogy through the lens of coloniality, Critical Race 
Theory, and the decolonial act in journalism and media studies. Nathian 
Shae Rodriguez adds to this his intersectionality framework of teaching 
race. As ACEJMC accreditation influences what and how to teach within 
program curricula, Mia Moody-Ramirez reflects on the updated diversity 
standard by ACEJMC and how changes could potentially affect instruc-
tors in teaching race. Last, Robbie R. Morganfield adds to this discussion 
by examining teaching about diversity and race at HBCUs.

While we were in the home stretch to finish this volume, during one 
of our many virtual meetings to talk through editing logistics, we looked 
bewildered at our screens while a mob was storming the U.S. Capitol, 
and we saw guns drawn on the House Floor. At that point, the severity 
of the insurrection in progress was yet unclear and still beyond belief. 
Soon after the dust settled and the scale of the brutality became evident, 
we felt it was important to address racial aspects visible in responses to 
recent protests by law enforcement and others. Only blocks from where 
peaceful #BlackLivesMatter protestors were swept away with tear gas 
and flash-bang grenades for a photo-op a few months earlier, a primar-
ily White crowd walked in and out of the heart of the U.S. government 
almost undeterred—one of them even smiling for a picture with House 
Speaker Nancy Pelosi’s lectern on his shoulder. In response to this mob 
at the Capitol, Deb Aikat wrote an afterword about facilitating difficult 
classroom discussions about race and diversity.

STRUGGLES, STRATEGIES, AND SCHOLARSHIP

To wrap up this introduction, we would like to share an example of one 
of the “struggles” that is involved in teaching race. Since this volume 
follows the 7th edition of the Publication Manual of the American Psy-
chological Association, we originally intended to strictly adhere to the 
recommendation on racial and ethnic identification, which capitalizes the 
words “Black” and “White” when referring to an individual or group. 
However, some of the contributors to this volume disagreed with that 
policy for various reasons. For example, if an instructor is teaching a 
journalism class where the Associated Press Stylebook is the authorita-
tive reference, he or she would only capitalize “Black,” but not “white.” 
The AP announced this change in its usage rules in 2020, weeks after 
publishing the latest print edition of its stylebook (Bauder, 2020). Other 
scholars in this volume operate from an ethos where capitalizing “White” 
is inconsistent with the philosophy that undergirds their work as schol-
ars. Given these differing ideas on the central focus of this book, race, you 
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will find the word “White” appears differently depending on the author 
of the chapter or perspective. Elsewhere, we have decided to use caps for 
“Civil Rights Movement” when referring to an era, but lower case in other 
instances. Similarly, “Critical Race Theory” is also presented with caps as 
it refers to a given name.

Finally, we want to thank a few people who helped us along the way. 
Several MAC Division members formed an advisory board to provide 
us feedback about our initial outline of the book. All five contributed to 
the volume later as well (Deb Aikat, Danielle Brown Kilgo, Mia Moody-
Ramirez, Robbie Morganfield, and Gabriel Tait). We also would like 
to thank Master Class series editor Chris Roush for all his support and 
wisdom in guiding us in this process. The same needs to be said about 
Natalie Mandziuk and her team at Rowman & Littlefield. We also want to 
thank four graduate assistants, Ida Cage, Gwyn Hultquist, Elena Lazoff, 
and Becca Schriner, who helped us with some nitty-gritty editing and 
formatting. Last but not least, we are thankful for the support from both 
the AEJMC leadership team and the MAC Division.

Overall, we hope that these chapters and perspectives move forward 
critical discussions on how to transform educational programs among all 
areas under the umbrella of AEJMC. We also hope that this volume con-
tinues to shape these transformations over an extended period. Therefore 
you will see an emphasis on the scholarship of teaching and learning in 
multiple areas in this book, which is a deliberate attempt to stimulate 
instructors to not only reflect on their own teaching moving forward but 
also to document systematically the things they try in the classroom to 
teach race. There is no need to reinvent the wheel over and over again, 
especially when time is of the essence when it comes to adding antira-
cism pedagogy and making other important and rigorous changes in our 
curricula and lesson plans that allow all students to flourish in inclusive 
environments. Although—ironically—the Association of Education in 
Journalism and Mass Communication has no education division, the 
MAC Division welcomes any scholarship that contributes to the progress 
of teaching race. Additionally, despite the lack of a dedicated division, 
there is a flagship publication in Journalism & Mass Communication Educa-
tor that could feature much more scholarship on teaching and learning 
about diversity issues. By publishing successes and potential avenues 
for future success in teaching race, our fields can hopefully continue to 
advance struggles into strategies and more scholarship.
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Radically Transforming 
Programs and Syllabi

Danielle Brown Kilgo, University of Minnesota

Journalism and mass communication programs have long been critiqued 
for their slowly adaptive curricula and programmatic changes. Though 

most major news organizations were fully online by the new millennium 
and were invested in social media by 2006, journalism programs lagged 
behind. The rapid progression of technology proved to be challenging, 
and, for many, instead of learning important skills for the trade in school, 
degreed media makers were learning in the field.  In her commentary 
on journalism and mass communication programs, Royal (2017) noted 
that many programs still had not incorporated essential topics and skills 
like analytics, coding, and design thinking. Royal wrote, “How are these 
topics covered in your program? If the answer is ‘they aren’t,’ then your 
curriculum is obsolete” (Royal, 2017, para. 10). She called for programs to 
engage in redesigns that attract students. “At a time when understand-
ing the role of media in society has become essential, we must continue 
to invest in and innovate media education to prepare professionals and 
educate the public” (para. 14).

Royal’s (2017) critique and call to reimagine curriculum is a useful 
model for also thinking about how our programs and curricula address 
race. Ask yourself: How many lectures incorporate conversations about 
power, White supremacy, colonialism, and antiracism in their key les-
sons? If the answer is “not very many,” then your program is a complicit 
actor to the broader racist system. Years of scholarship have routinely found 
that our field is still structured in a way that supports a racist system 
that marginalizes Black, Indigenous, and People of Color (BIPOC; for 
example, Chakravartty, 2020; Moody et al., 2013).
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This chapter contributes to literature that has diagnosed the rampant 
problem of underrepresentation and marginalization in our field, pro-
grams, and classrooms (for example, Chakravartty, 2020; Moody et al., 
2013). I explore how our journalism programs, curricula, and syllabi con-
tribute to the current political and social crises we are facing. I also discuss 
how the culture, norms, and trends that persist in journalism and mass 
communication programs have helped protect the status quo, making us 
accomplices to the uniquely polarizing and overtly racist environment we 
see in our modern times. Following, the second half of this chapter will 
provide pathways for the radical transformation of the system of media 
education: from program to syllabus.

WHERE WE STAND

The 2020 COVID-19 pandemic put all of us in uniquely compromised 
positions, touching our lives in ways that will likely change our reali-
ties for decades to come. During this time, many of us around the world 
remained in an extended lockdown when, on May 25, 2020, video of police 
violence and the murder of George Floyd began to circulate in the news 
cycle. Floyd’s death not only reenergized the Black Lives Matter move-
ment, it also served as a turning point in the fight for human rights. Calls 
for change came from around the world—the following days revealed 
solidarity campaigns between communities and public announcements 
from major corporations in support of activists and their causes. Univer-
sities around the world held listening sessions, publicly recommitting to 
increasing diversity and centering racial equity. Referred to as the sum-
mer of racial reckoning, this important moment came amid the amplified 
rallying cries of racists, who have found validation in a world that is see-
ing the acclivity of the most vicious forms of White supremacy.

Prior to this moment, journalism and mass communication studies had 
its own poignant moments of racial reckoning. One such moment was in 
2018, after Chakravartty et al.’s (2018) article in the Journal of Communica-
tion sparked an in-print, offline, and online conversation about just how 
common White-authored communication scholarship was in top journals 
(#CommunicationSoWhite). Their work advocated for better representa-
tion for BIPOC in our top research journals and more conscious inclusion 
in our citation practices. One of the piercing points that emanates from 
their discussion is that there is little equitable progress in our discipline. 
Within the academy, White, male, Western orientations of communica-
tion scholarship still dominate our journal citation lists (Chakravartty, 
2020) and our journal editorial boards (de Albuquerque et al., 2020). The 
same orientations guide predominant perspectives that appear in many 
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of our undergraduate textbooks (Alemán, 2014), while graduate school 
curriculum has been shown to habitually disavow critical theories of race 
(Chakravartty & Jackson, 2020). The main conclusion from this essential 
discourse: mass communication and journalism studies, curricula, and profes-
sions are largely dominated by White and Western voices.

A HISTORICAL ALLEGIANCE TO COMPLICITY

Journalism and mass communication programs have never been the 
force that disempowers and overrides the habitual and paradigmatic 
reproduction of marginalizing narratives that criminalize, demonize, and 
erase people from backgrounds that are not White or Western. In our 
classrooms, for example, this shows up as the underrepresentation and 
underperformance of students from disadvantaged backgrounds. It rears 
its ugly head in elitist positions that elevate only a handful of students in a 
program and leave the rest to find their way on their own. In our syllabi, it 
appears in the token inclusion of the discussion about identity—there’s a 
week on racism instead of a curriculum designed to address it. One might 
brush off the need to regularly discuss our racist system in the context of 
a class that emphasizes technology or election coverage or journalism his-
tory. That would be a mistake, however. These subjects are all shaped by 
a racist system. For example, scholars like Benjamin (2019), Noble (2018), 
and Browne (2015) have shown the racialized power system has been rep-
licated in digital spaces. From our alumni, it shows up in their content (for 
example, Bramlett-Solomon & Carstarphen, 2017; Campbell, 1995; Dates 
& Barlow, 1990; Deepe Keever et al., 1997; Dixon & Williams, 2015; Mastro 
et al., 2011; Mourão et al., 2018; Poindexter et al., 2003; Poindexter & Stro-
man, 1981; Reid-Brinkley, 2012; Roberts, 1975; Sui & Paul, 2017). On the 
shoulders of giants, my research that critiques press patterns finds little 
new about the portrayals of BIPOC (for example, Kilgo & Harlow, 2019).

In the nineteenth and early twentieth centuries, the press was suc-
cessful in instigating racist fears and provoking mobs and massacres 
around the United States. Journalism institutions (including universities 
and newsrooms) have, for the most part, only offered superficial rem-
edies for these problems—even though there were thorough investiga-
tions and guides for doing more complex work. Take, for example, the 
Hutchins Commission of 1947. The final report concluded that the press 
inadequately served the public. The report ultimately recommended that 
news organizations (a) provide truthful, comprehensive, and intelligent 
accounts of the day’s events, in a context that gives them meaning; (b) 
serve as a forum for the exchange of comment and criticism; (c) project a 
representative picture of the constituent groups in the society; (d) include 
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the presentation and clarification of the goals and values of the society; 
and (e) allow for full access to the day’s intelligence. The report provided 
journalism ethics scholars with a solid foundation and was well received 
by some journalists. There is no denying the Hutchins report’s impact on 
journalism programs. The report and its foundations appear on many syl-
labi in programs across the country still today.

However, the Hutchins Commission’s active members were considered 
prolific scholars—all male, all White—bringing to question the commis-
sion’s ability to assess just how inadequate the service of journalism was, 
especially for people of color. Twenty years later, a clear deficiency was 
identified. Following the urban uprisings of the 1960s, the Kerner Com-
mission of 1967 revealed that media coverage remained overwhelmingly 
problematic, but more so for certain groups over others. The Kerner 
Commission articulated the overwhelming reliance on whiteness and 
criticized the White-only perspectives that prevented adequate reporting 
of the challenges, problems, histories, and culture of Black communities. 
The commission went so far as to call the entire profession “shockingly 
backward” in its inclusion and representation of Black people in news-
rooms and in media coverage (National Advisory Commission on Civil 
Disorders, 1968, p. 384).

Incredibly, this biting critique did not lead to the revolution one might 
expect. Journalistic output continued to fail people of color. Scholars have 
found that BIPOC were marginalized or misrepresented regularly in cov-
erage through the end of the twentieth century (for example, Campbell, 
1995; Dates & Barlow, 1990; Deepe Keever et al., 1997; Entman & Rojecki, 
2000; Poindexter et al., 2003; Poindexter & Stroman, 1981; Roberts, 1975) 
and well into the twenty-first century (for example, Bramlett-Solomon & 
Carstarphen, 2017; Dixon & Williams, 2015; Kilgo & Harlow, 2019; Mastro 
et al., 2011; Mourão et al., 2018; Reid-Brinkley, 2012; Sui & Paul, 2017). 
BIPOC people continue to be underrepresented in newsrooms, with an 
increasing number of  journalists of color publicly denouncing the dis-
crimination and ostracism in their newsrooms (for example, Toll, 2015). 
As such journalism and mass communication programs are training stu-
dents of color for a profession that has neither welcomed them with open 
arms nor represented them in the so-called elite newsrooms (News Lead-
ers Association, 2019). Other communications fields, including public 
relations and advertising, also struggle with diversity problems. In 2019, 
the U.S. Bureau of Labor Statistics reported that 82 percent of advertising 
and public relations professionals were White.

Diversity issues also affect how professionals, scholars, and students 
navigate the university system. With faculty of color still severely under-
represented in the majority of programs around the world, many students 
do not have access to mentors who can push forward their careers and 
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help them navigate the challenges of passionately existing in majority-
White spaces. Likewise, faculty of color are often overburdened through 
inequitable expectations,  service obligations, mentorship demands, and 
importantly the emotional toll that follows—a consequence that is not 
unique to our profession.

A RADICAL MOVE FORWARD

Collectively, this history illustrates a core and persistent truth: the diver-
sity and inclusion platforms and initiatives pushed forward in universi-
ties, accrediting systems, and newsrooms have not been enough. How 
might we transform this dynamic but persistent dominance of White 
supremacy in our programs, classrooms, and the industries in which we 
expect our students to thrive?

I argue that the best answer here is radically. As a metaphor, this does 
not mean we are changing our hair from a natural color to glow-in-the-
dark neon. However, radical transformation does require that we unravel 
the foundational structures that host and protect oppressive systems. To 
do this, we can no longer rely on the normative; we have to consider neon 
as a viable option. Radical change requires that we use out-of-the-box 
thinking to unsettle roots spread throughout the grounds of broader sys-
tems built to oppress certain people. Radical critique and its usefulness 
in significant change means tackling the systems of power that create 
injustices and building a blueprint for change that seeks to eradicate this 
injustice (Jensen, 2010). We have to identify where racism persists in our 
system, and we have to build an agenda that is directly aimed at relent-
lessly snuffing it out. Radical change means returning to the accrediting 
course objectives and critiquing their purpose and worth. Radical change 
means returning to our journalism histories and rejecting narratives that 
glorify some people and also minimize the positions and perspectives 
of marginalized communities. Radical change means that we begin to 
remember the things that have been forgotten. Lesser known than Ernie 
Pyle’s hailed Pulitzer Prize–winning work was his demonization of Japa-
nese people and prisoners:

They were wrestling and laughing and talking just like normal human be-
ings. And yet they gave me the creeps, and I wanted a mental bath from 
looking at them. (Cited in Dower, 1986, p. 78)

We must diffuse the false binaries of good and bad, legendary and 
controversial. Refusing to do so makes us accomplices in a racist system. 
Radical change also looks like the Pulitzer Prize–winning work in the New 
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York Times’s 1619 Project, which brought to light hidden histories’ lasting 
legacy in a racist system. Its radicalness reached all the way to the White 
House. Former President Donald Trump said that the project defiled his-
tory and that a “radical revolution . . . was taking place in our military, in 
our schools, all over the place” (Behrmann, 2020, para. 3). Transformation 
takes more of this radical revolution. We must embrace the possibility 
that our classrooms can be radical vessels for change. We have to decolo-
nize and diversify everything.

Importantly, the idea of diversifying has been around a long time. 
Diversification’s core goal is to bring in new perspectives. But diversifica-
tion is most useful when all facets are diversified: student bodies, advisory 
committees, administrators, and faculty. Diversity statements, diversity 
committees, and diversity initiatives have never been the answer because 
they do not offer changes to the foundations of journalism programs but 
instead act as add-ons. That is why past efforts have not revolutionized 
our journalism programs as a whole.

While diversification is a buzzword we have heard for a long time, 
decolonization requests the radical return to the roots of our nation’s 
first transgressions to give back what was stolen from Indigenous people 
and those sold into slavery.  As Tuck and Yang noted, “Decolonization 
brings about the repatriation of Indigenous land and life” (2012, p. 1). 
The authors critique social scientists and education systems alike for the 
incorporation of the term “decolonization” into their social justice and 
equity goals, which they argue reduces decolonization to a metaphor and 
erases the violence of colonialism. Decolonization means not only center-
ing equitable approaches that integrate non-Western, non-White narra-
tives as imperative norms for understanding our field, it also requires us 
to focus on equity—recreating and reimagining curricula and programs 
that incorporate the practices from, for example, Native American news-
papers.  A radical turn in journalism programs would also incorporate 
the practices and triumphs of those who had to plead their own cause 
outside the parameters of the mainstream because they were not consid-
ered whole humans. As we strive to decolonize our curricula, we cannot 
forget that this goal is rooted in a historical process that cannot be solved 
by one educator, one administrator, or one school because decolonization 
is radical and requires a reallocation of resources. Our programs must 
reconsider their fiscal responsibilities and their programmatic priorities.

WHERE CAN I START?

Decolonization and diversification cannot simply be a politically correct, 
outward move that does not unravel power structures. Realistically, 
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however, systems resist change, and this will not happen overnight. Until 
then, as individual instructors, professors, and mentors, we hold a signifi-
cant amount of power that can chip away at the system. I offer five key 
places we can all start building a quorum.

Reject Journalistic Objectivity

Though some might nod in agreement about the elusiveness of objectiv-
ity, our curriculum remains built on its foundations and continues to be 
an expectation that our journalism students are expected to adopt and 
that journalists hold. Objectivity is a great idea. The problem, however, 
is that we carry journalism’s lust for the idea of objectivity alongside its 
unattainable standards and our failed allegiance. We should not cling to 
our failed relationship with objectivity. In fact, we should break up with 
it. It is time to move on.

We must reject the idea of objectivity and what we wish journalism could 
be. We cannot just move on to similar terms like “fair” and “accurate” 
without first acknowledging that journalism has not been fair or accurate in 
some of the most critical moments. Fairness has also not been journalism’s 
status quo. Accuracy has privileged a specific set of facts and fact makers.

Our radical, decolonized classrooms and programs must first acknowl-
edge these failures. Then we must analyze the deficits these failures have 
created. Finally, we must commit to a new ethical foundation that centers on 
equity and moral responsibility. We must let the past influence our future: 
this is the path to redemption, this is the path for trust building with mar-
ginalized communities, and this is the path for diversity in our classrooms. 
You might think letting the past the past dictate our future is biased. So be it.

In my courses, I begin with this same rejection of objectivity. I acknowl-
edge I am biased. I acknowledge that I have an identity, a life experience, 
and a history that changes how I see the world. I acknowledge my places 
of power. I discuss the bias I hold in all its forms: those that I have and am 
trying to change, those that I hold and defend, and I imagine those that I 
do not know I hold and push against any settling with ignorance. I tell my 
students I cannot know everything that everyone is feeling or thinking or 
experiencing. And neither can they. It is uncomfortable and risky. However, 
this step is essential for the radical breakup with objectivity. It is the first step 
at helping future media makers acknowledge and grapple with their own 
biases, especially those they are blinded to or have been taught to ignore.

Change Your Course Objectives

Radical change takes more than cookie-cutter course objectives. We can-
not rely on static course objectives to drive our syllabi planning. Take, 
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for example, the ACEJMC’s core competency related to diversity, often 
found in the course objectives sections of syllabi: “demonstrate an under-
standing of gender, race ethnicity, sexual orientation and, as appropriate, 
other forms of diversity in domestic society in relation to mass commu-
nications” (ACEJMC, n.d., para. 10). What understanding of race and 
ethnicity prevails in a White-dominated profession? To better serve our 
students we must commit to the objective of helping them understand 
racism’s systemic function and White supremacy’s persistent power in 
today’s society.  We must teach our students about the aggressors, not 
just the victims. We must also change those course objectives every year 
to address morphing forms of oppression.

Place the Discussion of Systemic Oppression in All Your Reading 
Lists and Lesson Plans

We are all familiar with the countless, painstaking hours it takes to pre-
pare an original syllabus with the perfect reading list. As updates are 
made to that curriculum from year to year, we tend to go with what we 
know, maybe updating a few things here or there. But the radical diversi-
fication of our syllabi and curricula requires more.

Decolonizing your syllabus might mean creating new units that center 
on the perspectives of BIPOC people, but it is also important to remember 
that the systemic nature of racism and its intersections makes a discussion 
relevant to every topic. To assume or presume that there is not “enough” 
research on issues related to race and colonialism to incorporate into some 
topics is to be complicit in a racist system and contribute to the silencing 
and citation politics that shape our entire profession (Chakravartty et al., 
2018). There is room for discussions of systemic oppression in every topic. 
Yancy’s (2008) work can drive regular conversations about the white gaze 
in a lighting class. Clark’s (2018) research can be used to describe technol-
ogy adoption and utilization variances. Richardson’s (2020) findings can 
become your go-to for conversations about mobile and citizen journalism. 
Decolonization requires instructors and teachers to reconsider normative 
assumptions like who are leaders in knowledge production and who has 
been made invisible.

Several projects have made accessible archives so that instructors are 
able to find articles from BIPOC communication scholars quickly. For 
example, in the spring of 2020, I launched a curation project called iCite, 
an inclusive citation project that highlights the work of Association for 
Education in Journalism and Mass Communication’s Minorities and 
Communication Division members from past and present that empha-
sizes race and ethnicity work (bit​.ly/iCiteMACDatabase). The same 
year, the Glen M. Broom Center for Professional Development in Public 
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Relations at San Diego State University launched a massive database of 
Black mass communication scholars from around the world (Sweetser, 
2020). Social media discourse initiatives are great places to look for new 
scholarship. For example, #CiteBlackWomen seeks to elevate the work 
produced by Black women, who are often subject to erasure.

Normalize Difference

Diversification and decolonization resist the regurgitation of static 
theoretical approaches and methodologies and instead require the intro-
duction of new perspectives, opinions, and ideas into classrooms and 
programs.  Doing so is bound to create differences in opinion. Instead 
of seeing these differences as controversial, unnecessarily subjective, or 
polarizing, expect difference. Make it essential. Demand its existence. Dif-
ference invites critical thinking skills, critical reading skills, and conversa-
tions that open the hearts and minds of others. Briefly put, normalizing 
difference in our syllabi and in our classrooms can “reimagine our norma-
tive ways of doing research” (Gardner, 2018, p. 832), teaching research, 
and reimagining curricula. The normalization of difference can release 
people from positions impervious to progress and instead incorporate 
new ideas.

In many of my classes, I try to normalize differences by asking students 
to place themselves in the perspectives of others as part of the outcome of 
an assignment. After completing a portrait assignment in my beginning 
photography classes, I require students to return to their subjects and 
present their final work. Students must conduct an interview, and ask the 
subjects questions like: Were the final images fair? Were those depictions 
representative? What could have been changed? There are almost always 
differences in how the student sees their work and the subject does. The 
student sees the picture one way, the subject sees the picture another. This 
assignment encourages students to consider those differences, consider 
the consequence of choosing certain images on the subjects, and utilize 
this knowledge to make future decisions that go beyond the newsworthi-
ness of one particular photograph. Another semester, students listened 
to Nikole Hannah-Jones’s 1619 podcast about racism in the healthcare 
system, and we discussed how that experience might change the way 
people experienced the 2020 pandemic. Students were sent on a hunt to 
find stories that reflected this history in mainstream news, learning the 
important lesson that stories about racism’s systemic effects were not and 
are not the norm. Create assignments that help students see differences 
(or see their own differences) and explore the world through the eyes of 
those who are privileged to just “be normal.”
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Do Not Become Complicit (Again)

Changes must be revisited and reevaluated often. The process of diversi-
fication and decolonization is reiterative. Because White supremacy and 
patriarchy permeate every system in our society, we are not done with 
one pass, one initiative, or one change. Diversification and decolonization 
efforts must happen constantly. They must be a regular part of our daily 
routine. We must make them habitual.

The revolutionary change we hope to see in the professional world can 
start in the classroom. We can center on conversations about social injus-
tice and power and teach ethical, responsible media making that drops 
the blinders of objectivity, educates about bias, and transforms norms 
and routines. “The classroom remains the most radical space of possibility in 
the academy” (hooks, 1994, p. 11).
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PERSPECTIVE: CREATING SPACES OF 
COLLECTIVE UNLEARNING

Angie Chuang, University of Colorado

In my seventh year on the journalism faculty at American Uni-
versity, I was asked to develop a mandatory first-year experience 
course on race. I immediately wanted to run in the other direction. 
Until then, I had seen myself as a postprofessional scholar on the 
periphery of institutionalized academia, a second-career academic 
whose preparation for this life consisted of a master’s degree and 
a thirteen-year reporting career in daily newspapers. Prior to aca-
demia, I had been a reporter focused on race and immigration 
issues, most comfortable in the unsupervised individualism of field 
reporting. I had not been a joiner at American University, stay-
ing in my own discipline-specific lane of journalism and race, in 
which I thought I was most qualified to make a difference as one 
of a handful of Black, Indigenous, People of Color (BIPOC) faculty 
teaching race-focused courses. Let the “real academics” take on the 
seemingly impossible, and likely thankless, task of creating a contro-
versial course under the scrutiny of upper administrators, student 
services staff, university trustees, and the news media.

Long story short, I am writing this piece because I said yes, in spite 
of my misgivings and a bad case of impostor syndrome. It was late 
2014, months after a summer and fall of unrest in cities like Fergu-
son, Missouri, and on college campuses—including my own—had 
compelled me to question everything about teaching, journalism, 
race, and the intersections of the three. As Danielle Brown Kilgo has 
elucidated in her chapter, when these inflection points arrive, we 
cannot continue doing what we had before. Signing on to an insti-
tutional, administration-driven effort would hardly seem radical to 
many, but for me it was. I was acknowledging that I had to infiltrate 
the system I had avoided—in effect, the machine of predominantly 
White higher education—to undergo the transformation I required.

My university had acknowledged that something needed to 
change. Empowered by my newly tenured status, I could help make 
the course impactful versus watered down and perfunctory. At the 
time, a growing number of colleges had zeroed in on a crisis in first-
year student retention rates that disproportionately affected BIPOC 
students (Libassi, 2018). As this troubling trend came into focus in 
the early 2000s, widely offered or mandatory first-year experience 
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courses had become common. According to a report produced by 
the U.S. Department of Education (2016), 52 percent of four-year 
institutions required all entering students to take first-year experi-
ence courses. Most of these courses included “cultural diversity” 
among a range of common topics, including campus resources and 
student development.

Administrators at American University had envisioned a year-
long experience, with a first semester on general college transition 
and, more remarkably, a second semester focused on race and social 
identity. It was that latter semester that I was tapped to develop 
and pilot. The two-course sequence, catchily titled “The American 
University Experience,” or AUx1 and AUx2, would be taught in 
small seminar-style sections. “Race was an important jumping off 
point for the AUx2 course content, given what was happening 
in the country and on our campus at the time it was launched,” 
said sociologist Andrea Malkin Brenner, the former director of the 
two-semester sequence and my collaborator in curriculum design. 
Brenner is now a private consultant, author, and first-year college 
transitions educator. “The course created a unique platform for stu-
dents to have discussions across differences, not only about race and 
social identity, but also about gender, sexual expression, social class, 
religion, disability, and political identity” (personal communication, 
December 15, 2020).

The vast openness of this call for a prepackaged course on race, 
which would eventually be taught by a range of instructors to about 
two thousand students a year, unnerved me. Until then, so much 
of my own course design had been dependent on me. I had chosen 
discipline-specific materials that either had influenced me as a for-
mer reporter on one of the country’s first regional daily newspaper 
race and ethnicity issues beats, at The Oregonian, or by journalists 
or journalism scholars I knew personally. That approach would not 
work for AUx2.

I found a wellspring of support and ideas as I ventured outside 
of my journalism and communication silo and sought out my col-
leagues and experts in critical race and gender studies, sociology, 
history, literature, psychology, and more. Because of conversations 
with them, I built a curriculum that, instead of focusing on separate 
units about each racial identity group, hinged on intersectional 
“moments,” both historic and contemporary. These learning units 
included the impact of “Manifest Destiny” on both Native displace-
ment/genocide and African slavery; the collaborations and tensions 
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between the Abolitionist movement and early White feminists; 
the “Model Minority” myth’s role in leveraging Asian Americans 
against Black and Brown communities; and the 2016 Pulse Night-
club mass shooting as a tragic but transformative catalyst among the 
LGBTQ, Latinx, and Muslim American communities for confronting 
violence and hate.

During the pilot semester’s “Manifest Destiny” week, we dis-
cussed a video from the acclaimed animated educational television 
series Schoolhouse Rock called “Elbow Room.” Aired in 1976, the 
lighthearted cartoon depicts early American colonists crowded in the 
Northeast corner of a U.S. map, in need of some “elbow room.” Then 
an animated Thomas Jefferson merrily dispatches Lewis and Clark 
westward into the blank map. A stereotypically rendered Sacagawea 
appears in their boat, the only real acknowledgment that Native 
Americans existed, and the colorless map only comes to life as the 
settlers traverse “the most elbow room we’ve ever had.” The song 
alludes to “fights to win land rights” (Ahrens, 1976), concluding:

But the West was meant to be;
It was our Manifest Destiny!

My students in 2016 had reactions ranging from discomfort to 
disbelief that “Elbow Room” was an actual educational video. Yet 
most had learned a similar version of the “Manifest Destiny” story 
of westward expansion as late as high school. We discussed conven-
tional Western historical narratives of Columbus “discovering” the 
Americas, the first Thanksgiving, and global colonialism. “I didn’t 
realize that learning about race in America meant I had to unlearn 
elementary, middle, and high-school U.S. history,” one of the first-
year students said.

Religious studies scholar Natalie Avalos (2018), a Chicana of 
Apache descent and now my colleague at the University of Colorado 
Boulder, argued that decolonizing the curriculum is not only about 
offering alternative perspectives but also about challenging and 
unmasking the reason false dominant narratives were constructed 
in the first place. “A decolonial approach makes the mechanisms 
of colonial power visible,” she wrote (para. 1). Over the course of 
that pilot semester, I came to see that, in spite of my painstakingly 
built learning units and carefully chosen academic readings, the best 
catalysts for student discussions and reflections were most often a 
moment of incidental or spontaneous unlearning.
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“Elbow Room,” intended as a short breather between more tra-
ditionally academic material, came to set a tone for the course that, 
as one student quipped, “Everything I learned about race before 
college was wrong.” This statement was intended as exaggeration, 
but many students were indeed surprised to learn, for example, that 
race has no genetic basis; that Martin Luther King Jr. was a complex 
strategist, not a speechifying saint; and that neither racism nor privi-
lege should be viewed as individual but rather as systemic. Decolo-
nizing the classroom requires this constant vigilance about the 
power structures of familiar ways of thinking, even if they appear at 
face value to be progressive. It requires the patience and willingness 
to, as Brown Kilgo puts it, normalize difference and allow students 
to challenge and work through unlearning in their own ways and 
with each other.

I passed the first-year experience course on to others after that 
pilot year, when an unexpected offer of employment took me to the 
University of Colorado Boulder in 2017. At American, AUx2 has 
transformed into other incarnations since then, reflecting changing 
times and staffing, and has encountered bumps in the execution of 
a worthy effort. Student media have reported that BIPOC students 
and instructors have felt isolated or alienated in class or among pro-
gram staff, respectively. Nevertheless, I am grateful to have been a 
part of its early stages.

I joined CU Boulder’s Journalism Department a changed teacher 
and person. I expanded the range of my courses by including fuller 
examinations of gender, sexuality, and socioeconomic class in con-
junction with race in media. Intersectional approaches not only 
feel more aligned to the reality of social identity today but also are 
inclusive of a student body that is less racially diverse and more 
socioeconomically diverse than the one on my previous campus.

Nowadays my courses are far less about my past experiences and 
disciplinary comfort zones and much more about creating experi-
ences of collective unlearning, of challenging conditioned beliefs 
and narratives—including my own. I am working to decolonize my 
own pedagogy, both in the content I present and also in my own 
awareness of my responses as a BIPOC woman and a nontraditional 
scholar in an academic setting. I am finding my place at the table as 
a “real academic” and, more importantly, accepting my responsibil-
ity as a teacher and agent of radical change.
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Incorporating a Critique 
of Coloniality

Ilia Rodríguez, University of New Mexico

The turbulent summer of 2020 provided vivid, painful, and embodied 
reminders of the deep and outspread roots of institutionalized rac-

ism: the multiple police killings of African Americans; the inequities in 
healthcare that caused disproportionately high numbers of deaths among 
African Americans, Latinx, and Native Americans during the COVID-19 
pandemic; and the Trump administration’s threats to interfere with the 
U.S. Census process and suppress voting in minoritized communities. For 
many of us teaching journalism and media courses with a focus on race 
and cultural diversity, these crises, as well as the antiracism protests they 
spurred, gave a greater sense of urgency to our commitment to unpack 
systemic racism through critical thinking and dialogical practices.

My approach to these practices has been influenced by the critical 
communication pedagogy’s view that teaching methods should include 
reflection on ways in which identity, embodied knowledge, and power 
are negotiated in the classroom (Cooks, 2003; hooks, 1994; Fassett & 
Rudick, 2016; Simpson, 2010; Simpson et al., 2011). My positionalities as a 
mixed race heterosexual woman, born and raised in colonial Puerto Rico 
and diasporic wanderer in the United States, bilingual, former journal-
ist, and critical scholar certainly mark my teaching performance. Equally 
important, the interactions with my students at the University of New 
Mexico, a Hispanic-serving and Carnegie Research 1 institution in a 
minority-majority state, create unique opportunities for rich intercultural 
interactions in a colonized, border space. Hence, I strive to bring into my 
pedagogy conceptual tools that enable understanding and transformation 
of racial stratification and domination.
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In this chapter I discuss, in particular, the incorporation of theoriz-
ing on coloniality, decoloniality, and critical race methodology into the 
teaching of journalism and media studies. These conceptual lenses allow 
for the analysis of the deeper epistemic foundations that have sustained 
hierarchization, racism, and liberal ideologies of diversity in modern soci-
ety. These epistemic foundations also underlie normative practices and 
dominant narratives in academia as well as in media-related industries 
and professions. In this sense, the critique of coloniality and the commit-
ment to decolonization of knowledge through reflection, media produc-
tion, and activism are two sides of the same exercise. In the first part 
of the chapter, I synthesize theoretical insights from coloniality studies 
that I have found relevant for my teaching about media and diversity. In 
the second part, I suggest strategies for adding a coloniality/decolonial 
approach in lectures, discussions, class activities, assignments, and biblio-
graphic resources. I also present references to research in media studies 
that offer examples of critical analysis.

COLONIALITY, DECOLONIALITY, AND CRITICAL 
RACE THEORY METHODS: SOME KEY INSIGHTS

Coloniality/decoloniality is a fragmented, global field of studies that 
includes the works of South Asian, African, Arabic, First Nations, Native 
American, and Muslim intellectuals. My discussion here is informed pri-
marily by the contributions of Puerto Rican, Chicana/o, African Ameri-
can, Latin American, and Caribbean intellectuals to this interdisciplinary 
field. Coloniality has been defined as the Eurocentered structuring of 
knowledge that has over the centuries shaped perceptions, conceptualiza-
tions, and practices of cultural diversity (Grosfoguel, 2005). From this per-
spective, colonialism refers to sociohistorical processes, while coloniality 
and decoloniality refer to “the logic, metaphysics, ontology, and matrix 
of power created by the massive processes of colonization and decoloni-
zation” (Maldonado-Torres, 2016, p. 10). Coloniality thus endures long 
after most regimes of direct European colonial rule around the world 
were abolished by national independence struggles in the twentieth cen-
tury (Grosfoguel, 2011; Mignolo, 2009, 2017). Coloniality and modernity 
have been conceptualized as two sides of the same coin, as modernity—a 
narrative of Enlightened progress through which the world’s history has 
come to be understood—is an epistemological frame that is constituted 
by and inseparable from colonialism and enslavement (Dussel et al., 2005; 
Mignolo, 2000, 2007; Quijano, 2007).

Three central foci in coloniality studies have been of particular rel-
evance to this discussion. One approaches coloniality as the imposition 

 EBSCOhost - printed on 2/9/2023 3:12 PM via . All use subject to https://www.ebsco.com/terms-of-use



	 Incorporating a Critique of Coloniality	 23

of Western epistemic foundations—or the logics of what constitute valid 
and authoritative knowledge, truth, certainty, and cognition—on non-
Western cultures and how they undermine the ways of knowing and 
being of subaltern, colonized cultures. Such power, it has been argued, 
operates through (a) the presumed superiority of constructs like objectiv-
ity, rationality, universality, neutrality, and pragmatism; (b) the Western 
scientific paradigm and methods of quantification and standardization as 
sources of Truth and efficiency; (c) notions of linear time and progressive 
narrative of history; and (d) the logics of binary oppositions and hier-
archical categorization as ways to understand society and nature (Pitts, 
2017; Mignolo, 2009). A second point of critique concerns the invisibility 
of power in coloniality. Castro-Gómez (2010) referred to the “hubris of the 
point zero” in Eurocentric philosophies as a point of view that presumes 
to be beyond a particular point of view. It is a perspective that pretends 
to hold no point of view and hides behind assumptions of abstract uni-
versalism. In doing so, it obscures the particular racial, gender, sexual, 
and class positionalities of the knowing, enunciating subject. Mignolo 
described the point zero as the view that the Western knowing subject is 
positioned in a disembodied, “detached and neutral point of observation” 
while it “maps the world and its problems, and classifies people and proj-
ects” (2009, p. 1). A third focus of analysis traces the persistence of West-
ern domination as a matrix of power sustained by White supremacy and 
the stratification of essentialized, social differences within the formations 
of patriarchy, modernity, and capitalism (Grosfoguel, 2005; Lugones, 
2003; Quijano, 2000).

Therefore a main goal of decolonization of knowledge is to unpack 
how particular forms of representation and institutional practices that are 
presented as universal, neutral, rational, objective, pragmatic, natural, 
unlocated, or disembodied are historically grounded forms of coloniality 
rooted in ideologies of White supremacy, patriarchy, and the superiority 
of European and European American epistemologies and cultural forma-
tions (Castro-Gómez & Grosfoguel, 2007). Chicana/o, Black, and Asian 
American scholars have underscored that production of knowledge 
is situated in particular locations in the social structure of power, and 
nobody escapes class, sexual, gender, spiritual, linguistic, geographical, 
and racial intersectional positionings (Anzaldúa, 1987, 1990; Collins, 1990; 
Moraga & Anzaldúa, 1983; Nakayama & Krizek, 1995). Along these lines, 
Mignolo asked us to consider “[for whom] and when, why, and where 
knowledge is generated” (2009, p. 2). A decolonial critique thus questions 
what positionalities are invisible in discourses that assume a rhetoric of 
universality and emancipatory potential, such as democracy, individual 
and human rights, cultural diversity, modernization, and liberal plural-
ism, among others. For decolonial critics, the goal is not to eradicate 
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Western epistemology but to expose it as one form of situated knowledge 
and power grounded in particular racial, gender, and class investments 
that have unequal material and spiritual effects on peoples. The decolo-
nial act opens space for pluriversal knowledges that give voice to people 
of color’s ways of knowing, talking, feeling, and being that have been 
ignored, delegitimized, and even prohibited by coloniality as, for exam-
ple, ancestral and locally grounded understandings, border thinking, the 
affective, and embodied knowledge. Thus, multivocality and horizontal 
dialogue (Maldonado-Torres, 2016), complex communication (Lugones, 
2006), or even nondialogical communication (Veronelli, 2016) have been 
proposed as practices for decolonization.

I complement decolonial perspectives with discussion of Critical Race 
Theory (CRT) as a particular form of decolonizing knowledge. CRT cen-
ters race and intersectional identities in the analysis of U.S. racial stratifi-
cation through institutional and social practices and their material effects 
on people of color (Decuir-Gunby et al., 2018; Delgado & Stefancic, 2001; 
Johnson & Neville, 2018; Martinez, 2018; Matsuda et al., 1993; Salinas et 
al., 2016; Zuberi & Bonilla-Silva, 2008). These institutions and practices 
include media industries and mediated discourses. CRT methodology 
calls attention to the need to unpack master narratives (or majoritarian 
stories) and counter-stories (Delgado, 1989; Solórzano & Yosso, 2001, 
2002). Majoritarian stories center whiteness, male, middle and/or upper 
class, and heterosexual perspectives by constructing these social locations 
as natural, invisible, or normative. Counter-stories, on the other hand, tell 
about the experiences of people of color that are often distorted or ignored 
in master narratives; counter-stories can shatter complacency, challenge 
dominant discourses, and empower marginalized voices (Solórzano & 
Yosso, 2002).

THE HISTORICITY OF JOURNALISM AND 
MODERNITY/COLONIALITY

The lens of coloniality underscores the historicity of journalism to expose 
how its history, principles, conventional practices, and professional stan-
dards are not abstract, universal values but ideals rooted in the particular 
historical experience of U.S./European modernity/coloniality and the 
Western episteme. In U.S. media history courses, such reflection can be 
encouraged in two main ways. First, through an approach to journalism 
as a “paradigmatic profession of modernity” that since the 1980s has 
experienced a transition from “high modernity” to “liquid modernity” 
(Bogaerts & Carpentier, 2013; Deuze, 2005, 2007; Hallin, 1992, 2006; Kol-
jonen, 2013). In class readings and discussion, the focus is on how the 

 EBSCOhost - printed on 2/9/2023 3:12 PM via . All use subject to https://www.ebsco.com/terms-of-use



	 Incorporating a Critique of Coloniality	 25

defining traits and professional practices of modern commercial journal-
ism—since the late nineteenth century and particularly since the 1950s—
have enacted core foundations of the Western episteme while concealing 
whiteness and other situated knowledge on issues of race, gender, and 
class. This critique can extend to the present as, for instance, the episte-
mologies of big data production and the new regimes of knowledge it 
produces are being questioned as a new version of coloniality in which 
diverse worldviews come into tension and particular voices and racial 
groups tend to be muted (Couldry & Mejías, 2019; Goldberg, 2019; Milan 
& Gutiérrez, 2015; O’Neil, 2016; Treré, 2018).

In a decolonial move, I also problematize how conventional categoriza-
tions of commercial journalism as holding the standards of professional-
ism, objectivity, general interest, and credibility have historically reduced 
media controlled by people of color to biased, subjective reporting that 
serves the functions of advocacy and cultural cohesion for particular 
groups (Rodríguez, 2006). An applied exercise—by itself or added to 
a more general assignment—is the comparison of news coverage of a 
selected historical event involving racial or other types of cultural conflict 
in one mainstream commercial and one minority-owned news outlet. 
Students may be asked to write essays (or engage in small group work) 
to explore how preferred angles, language, style, format, and sourcing 
relate to the (in)visibility of power, narratives and counter-stories of colo-
nial/decolonial positions, and particular ways of understanding cultural 
difference.

Another teaching strategy in media history courses is to highlight blind 
spots in conventional historiographies of journalism and media devel-
opments despite growing inclusivity of historically underrepresented 
groups in recent decades. A first step is the discussion of the persistence 
of progressive or Whig narratives of media history—a linear narrative 
of continuous progress and improvement fueled by liberal values of 
freedom of speech, technological innovation, and greater inclusivity 
of women, racial minorities, and other historically underrepresented 
groups. Such narratives tend to eclipse discussion of coloniality, even in 
contexts where coloniality is central.

A classic example examined in class is the Spanish-American War—
whose very labeling excluded the centrality of Cubans in the conflict. 
Media history textbooks give significant attention to news coverage 
of this war in 1898 as an example of jingoistic, rally-round-the-flag 
behavior in support of U.S. intervention against Spanish colonial rule 
in Cuba. It is also framed as an example of the sensationalism that 
characterized the excesses or extreme behavior of yellow journalism. 
However, most accounts overlook how the coverage illustrated the 
colonizing role of the press within the project of U.S. imperialism at 
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the turn of the nineteenth century. Significantly, mainstream cover-
age of the war became a form of discursive practice that supported 
U.S. colonial rule and, reproducing discourses on racial stratification 
and otherness, justified U.S. occupation and colonial administration 
of the peoples of Puerto Rico, Cuba, Guam, and the Philippines in the 
aftermath of U.S. intervention. In class activities, I draw on my analy-
sis of coverage of the U.S. military invasion of Puerto Rico and share 
examples of stories from U.S. newspapers (Rodríguez, 1998). In small 
group discussion or individual short essays, students examine how 
U.S. coverage reproduced racial stratification and muted local voices to 
reify White supremacy.

Discussion of the historicity of journalism in relation to modernity/
coloniality can apply also to newswriting courses. It can complement 
introductory material about journalistic standards and values to prob-
lematize how assumptions of objectivity and universality, and notions 
of professionalism, present challenges to reporters covering racial issues 
when detachment/objectivity is placed over trust and community 
(Glasser et al., 2009; Robinson & Culver, 2019). In class exercises (small 
group discussion or oral presentations), students may select a story 
about a particular event involving cultural diversity and analyze (a) 
how standards may relate to invisibility of whiteness and issues of trust 
in communities covered; (b) how reporters’ positionalities reproduce 
or challenge male, middle and/or upper class gaze, or heterosexual 
normativity; (c) how exclusion or inclusion of locally and culturally 
grounded knowledge, sources, and modes of communication affect 
quality of reporting; and (d) how students’ own positionalities might 
lead to different approaches to reporting.

An application of critical race methodology in advanced newswriting 
courses involves the politicization of the notion of “story” as a discrete 
or self-contained account. Through discussion of the concepts of majori-
tarian story, counter-story, and discourse students are encouraged to 
consider how any account of a particular event or issue is linked to larger 
social discourses and ideological struggles. The goals are to foster higher 
levels of conceptual thinking and practice ideological analysis. As an 
applied exercise, the instructor may assign stories on issues pertaining 
to cultural diversity and ask students to work in small groups to identify 
implicit or explicit master narratives and counter-narratives that give 
meaning to the event and link it to preexisting issues and larger dis-
courses (for example, the American Dream, color-blindness, U.S. liberal 
exceptionalism, or feminism).
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LIBERAL MULTICULTURALISM AND THE 
AMERICAN DREAM IN MEDIA DISCOURSE

Liberal multiculturalism is one among other competing visions of cultural 
diversity that circulate in the culture (Belcher, 2016; Hesse, 1999; Squires, 
2014). In my research on media discourse on diversity, it emerged as a 
salient ideology on how to manage cultural difference within the nation 
(Rodríguez, 2009). It recognized conflictive differences, inequality, rac-
ism, and social injustice in U.S. society and even looked at racial and 
social barriers to equality as systemic and structural. Yet it was one that 
implicitly supported the conciliation of differences through assimilation 
of whiteness and European American values among racial and ethnic 
minorities, immigrants, and other marginalized sectors. Within this 
ideology, the American Dream has functioned as a master narrative of 
assimilation.

More specifically, liberal multiculturalism centers individual pursuit 
of rights and assumes that equal opportunity and meritocracy are core 
features of the U.S. liberal democracy. Although historically and ideo-
logically linked to the imaginary of White, European American national 
identity, it prescribes a set of values as universal values that, when 
assimilated by non-White subjects, makes possible the management of 
conflictive diversity (Rodríguez, 2009). Operating primarily through the 
narrative of the American Dream, it purports that successful integration 
into national culture is achievable through individual effort, hard work, 
free choice, and ability to control one’s own future (Gooden & Myers, 
2019; Hochschild, 1996, 2016; Schudson, 2004). It also privileges English 
language proficiency, formal educational achievement in U.S. schools, 
legal citizenship, and upward mobility as ways to successfully integrate 
cultural others within the national polity.

The American Dream is a majoritarian story that has reduced the expe-
riences and voices of racialized peoples into a predictable narrative that 
celebrates the adoption of Eurocentered values as a condition for public 
participation in national culture and political life. It suggests a model of 
integration that, as Goldberg (1994) argued, sanctioned individual expres-
sions of cultural difference—such as native languages, identification with 
symbols of national or ethnic origins, ancestry, etc.—in private life and 
consumer culture while imposing that the public sphere be ruled mono-
culturally by a set of European American values assumed to incarnate the 
national character.

By reproducing whiteness, liberal multiculturalism and the Ameri-
can Dream often disregard the representation of social relations among 
minoritized groups, unless they signal converging interests with White, 
mainstream society. And in instances when such relations are represented 
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in media, research suggested that the discourse tended to focus on antag-
onism among minorities (Rodríguez, 2007; Squires & Jackson, 2010; Shah 
& Thornton, 2003). In this sense, popular media have produced a colo-
nizing rhetoric of classification, stratification, and division. This pattern 
was evident even in the reporting of stories that were not about conflict 
among groups. For instance, my research on mainstream coverage of U.S. 
Census statistics on Latino population growth showed how mainstream 
media pitted African Americans and Latinx communities against each 
other as if competing in a race to be the largest ethnic minoritized group 
(Rodríguez, 2007).

A decolonial critique that decenters whiteness can trace the ideologi-
cal effects of liberal multiculturalism and the American Dream master 
narrative by exploring how they (a) reify whiteness and coloniality and 
erase people of color’s culturally grounded understandings, collective 
experiences, aspirations, and actions regarding individual, community, 
and national needs and goals; (b) ignore differentiated meanings of 
the American Dream and other purported national values for different 
communities; (c) conceal how the individualist pursuits of minoritized, 
immigrant, and working-class subjects to assimilate such values keep 
middle- and upper-class European Americans in positions of comfort 
and privilege; (d) often reduce the differentiated or oppositional ideolo-
gies of people of color to individual failure to achieve the dream; and (e) 
overlook how communities of color interact in positive and horizontal 
relations of solidarity with one another. As a class exercise, students may 
draw on a set of assigned readings on the American Dream narrative 
(for example, from Hochschild, 1996, 2016; Holtzman & Sharpe, 2014) to 
develop original essays or research that engage the five points of criticism 
listed here by applying text analysis to media texts featuring racial, ethnic, 
or immigrant groups.

Plurality of Identities, Citizenships, and Cultural Memberships 
within the United States

The decolonial act questions the reduction of national identity and culture 
to geographical origins, legality, or fixed cultural values and boundaries 
set by the European American lived experience. It seeks to highlight how 
colonization has forced people of color to participate simultaneously in 
various cultural formations—Indigenous, Western, ancestral, mestizo, 
modern, postmodern, traditional, national, diasporic, transnational, eth-
nic, etc.—as well as hierarchical structures of citizenship. For example, 
Chicana/o, Latinx, and Caribbean scholars have advanced notions of 
liminality, mestizaje, creolization, nepantla, diasporic, border thinking, 
transnational, and in-between cultures to theorize the cultural identities 
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of colonized peoples (Glissant, 1989; Mignolo, 2000; Moraga & Anzaldúa, 
1983; Saldívar, 2006). For instance, Anzaldúa’s (1987) work, based on the 
Chicana experience of coloniality on the U.S.-Mexico border, underscores 
that varying modes of consciousness produce differing forms of cogni-
tion, creativity, and feeling.

The case of Puerto Rico is another telling example (Grosfoguel, 2003; 
Santiago-Valles, 1994). A U.S. unincorporated territory since 1898, where 
residents were first granted U.S. citizenship in 1917, Puerto Rico forces a 
recognition that U.S. colonialism and coloniality operate simultaneously 
until today. For instance, in her research about Puerto Ricans’ sense of 
identity as U.S. citizens, Valle (2019) noted that participants defined U.S. 
citizenship as a formal status and a set of rights but expressed that their 
legal, citizen status does not grant them membership into U.S. national 
culture. The author argued that Puerto Ricans’ experiences of U.S. citizen-
ship are influenced by the marking of “Puerto Rico (as a place) and Puerto 
Ricans (as a people) as different and inferior” (Valle, 2019, p. 25). This 
positionality exposes U.S. citizenship as a stratified structure in which 
“Puerto Ricans have a colonial/racialized citizenship constituted by an 
unequal citizen status, differentiated citizen rights, and exclusion from 
the American national imaginary” (Valle, 2019, p. 26). The Puerto Rican 
case opens a door for discussion of the differentiated experiences of other 
people of color living in U.S. territories with nonsovereign status who are 
rarely visible in the U.S. national imaginary: Virgin Islands, Guam, Amer-
ican Samoa, and Northern Mariana Islands. A decolonial critique can thus 
expose the hybrid, transcultural, subordinate, and counter-hegemonic 
experiences of people of color living under U.S. government control.

The decolonial critique also enables critical reflection on mediated nar-
ratives on migration. It shifts conventional views of migration as a one-
way flow (south to north) of individuals seeking economic opportunity 
and political freedom in the United States and other Western nations to 
a conceptualization of migration as (a) circular patterns of interaction 
shaped historically by colonial relations of domination; (b) dynamic cul-
tural circuits that have resulted from slavery, economic exploitation, and 
U.S. imperialist/geopolitical interests as well as people’s solidarity; and 
(c) collective movements featuring adaptation, cultural resistance, and 
transnational identifications.

From this perspective, I approached coverage of immigration policy 
between 2006 and 2014 in newspapers produced for U.S.-born African 
Americans as well as for Haitian, Jamaican, and African immigrant com-
munities in the United States (Rodríguez, 2015). The analysis showed 
that these newspapers offered alternative perspectives to mainstream 
coverage by stressing the racist politics of immigration laws, advocating 
for the plight of Black immigrants from around the world, and giving 
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voice to their personal narratives of migration. Furthermore, the news-
papers created positions of identification for members of the African 
diaspora through construction of shared cultural markers, such as racial 
pride upon overcoming discrimination; the struggles of Black peoples 
to achieve an elusive American Dream in the United States; collective 
memory via references to slavery, contemporary economic exploitation 
that forces Black laborers to migrate for jobs, modern human trafficking, 
the middle passage, and European colonialism; and images of nostalgic 
and symbolic returns to Africa.

In this sense, the Black press has contributed to what Gilroy (1993) 
described as the historical legacy and cultural circuit of the Black Atlantic. 
Gilroy conceptualized the Black Atlantic as a cultural and political forma-
tion created by African diasporic peoples who have suffered from the 
Atlantic slave trade and its enduring historical consequences in Europe, 
the Americas, and the Caribbean. Gilroy’s work called attention to the 
historical development of a modern, Western Black culture that is not spe-
cifically African, American, Caribbean, or British but a hybrid formation 
and cultural exchange with shared themes and experiences that transcend 
ethnicity and nationality. He considered this formation a counter-culture 
that has been constitutive of and constituted by European modernity and 
its “dubious political legacies” of coloniality (Gilroy, 1993, p. 47).

In conclusion, the theorizing and teaching strategies discussed here 
advance critical understanding of key concepts, themes, and practices 
that are integral parts of the journalism and media studies curricula. The 
critique of coloniality also encourages decolonial practices in media pro-
duction among prospective social communicators at a critical time when 
the antiracist activism of our brave, younger generations opens new paths 
for social justice and institutional change.
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PERSPECTIVE: TEACHING RACE WITHIN AN 
INTERSECTIONALITY FRAMEWORK

Nathian Shae Rodriguez, San Diego State University

Ilia Rodríguez’s chapter highlighted the urgency in communication 
and journalism pedagogy to unravel institutionalized racism and 
open spaces in our classrooms for critical, intercultural dialogue 
among our students. I have argued elsewhere that classrooms in 
this discipline are not as inclusive of traditionally marginalized 
identities and more pedagogies with intersectional lenses are des-
perately needed (Rodríguez, 2020). To combat the racism and other 
isms plaguing our classrooms, Rodríguez (this volume) suggested 
employing coloniality, decoloniality, and Critical Race Theory as 
conceptual lenses to our pedagogical practices. I argue that we 
should go further and incorporate intersectional theories in our 
pedagogy that look at race in addition to other components of our 
students’ identities. Quare theory (Johnson, 2001), joteria (Alvarez, 
2014), multiplicity (Hames-Garcia, 2011), and theories of the flesh 
(Moraga & Anzaldúa, 2002), among others, all exist within an 
intersectional framework often employed in critical communication 
pedagogy approaches.

Intersectionality brings to light overlapping oppressions and 
ostracisms tied to marginalized identities that work in tandem to 
produce and maintain unified systems of injustices (Crenshaw, 
1990). When applied to a critical communication pedagogy’s goals 
of “(1) heightening awareness of hegemony, (2) identifying avenues 
for praxis, and (3) taking steps toward praxis—determining how to 
respond to instances of hegemony when they discern them” (Kahl, 
2013, p. 2626), an intersectional framework can help empower 
marginalized students and help address the imbalance of power 
through pedagogical practices of inclusion, critique, and relevance 
(Fassett & Rudick, 2007). I echo Rodríguez’s sense of urgency to 
address systems of oppression in higher education and offer an 
intersectional framework I call RAPID, an acronym that stands 
for Reflect; Amplify; Purposeful; Intersectional inclusive content; 
Decenter whiteness, privilege, and power. The RAPID framework 
situates the instructor as transformative to culture and power 
through developing a critical consciousness of power differentials, 
providing motivation and significance to experiences inside the 
communication classroom, and fostering dialogue through the 
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critique of power and hegemony in intersectional mediated content 
(Fassett & Rudick, 2007; Kahl, 2013; Rodríguez, 2020). Furthermore, 
the framework can be entered through any component, before or 
during a course, making it ideal for instructors to adopt.

First, instructors should reflect on their own positionality, where 
the individual stands in relation to others. Instructors should begin 
with the question, Who am I? This includes reflecting on your own 
intersectional identities of race, ethnicity, gender identity, sexuality, 
and others that may influence not only the ways you experience 
the world around you but also the way you come to think about it. 
Some follow-up questions include: What are you here to do? How 
can you help? What is needed of you? What is expected of you? This 
reflection will aid in identifying what your biases are and how you 
can mitigate them. An important question for those with more privi-
leged identities to ask (and if you teach in higher education, you 
have academic privilege, among others, for sure) is: How can you 
use your privileges to help lift up traditionally marginalized identi-
ties in your classroom? Return to this component after you have 
completed all five of the components and reflect on what you have 
done. This is an iterative process, as is your pedagogy. One thing I 
have done personally is to utilize a living syllabus that responds in 
real time to the needs of your students. I define a living syllabus as 
recursive, modified as the course progresses in direct response to 
the temporal and spatial context of your course, including students 
and sociopolitical atmosphere. Such modifications might entail 
including marginalized voices and intersectional content outlined 
in the other components.

Amplify the voices of traditionally marginalized students. Listen! 
Then empower them to think critically and speak up. Advocate for 
them inside and outside of the classroom. Instructors should also 
amplify the voices of scholars from marginalized backgrounds by 
including readings from scholars of color and other intersectional 
backgrounds. You can also include diverse perspectives and voices 
by inviting scholars from marginalized identities to guest lecture or 
speak at institutional functions while advocating for and/or provid-
ing compensation. Most of us are also researchers; we can practice 
amplification in the academy by coauthoring pieces, providing 
mentorship, or offering help to scholars of marginalized identities.

The next component is to be purposeful in your intentions and 
interventions. Ask yourself: Are your actions hollow rebranding 
or do you really want to instigate change? Do not just say it, do it. 
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Be sincere and genuine or simply do not do it. Be contextual and 
consider time and space. What are your students experiencing in 
the sociopolitical atmosphere that you can purposefully address 
through your pedagogy? This can also mean taking a closer look 
at the conditions within your institution. What does administration 
“look” and “feel” like for your students, as well as your colleagues 
of color and other traditionally marginalized identities?

Intersectional inclusive content is a necessary component of 
RAPID. In addition to ensuring your class readings are inclusive 
of diverse voices and marginalized identities, be sure the mediated 
examples are also intersectionally inclusive and reflect the diversity 
of your students. Ask yourself: Do my students see themselves in 
my examples and assignments? Including intersectional content can 
be as simple as choosing commercials, songs, videos, or other medi-
ated texts with diverse voices and identities. If your students are not 
particularly diverse, ask yourself how can you include intersectional 
content to have them engage with identities outside their own? 
Encourage your students to provide and create examples. Using 
online meme makers, video and audio software, and graphic design 
sites like Canva​.com can be great to build into your pedagogy. Being 
intersectionally inclusive fosters an environment of open dialogue 
in which students can not only exemplify but also challenge and 
critique.

The final component is to decenter whiteness, privilege, and 
power by removing “white” as the structural center and making 
multiculturalism the center—sometimes referred to as decoloniz-
ing. Therefore white values, interests, culture, and histories are not 
the baseline and driving force behind everything. Every racial cat-
egory should have access, input, and opportunity. White becomes 
a category like every other race and ethnicity. Furthermore, every 
identity should have access, input, and opportunity, so remember 
intersectionality at all times. Make sure you are focused on equity 
and not equality; your students all have varying needs. Have you 
made your syllabi and content accessible for students with disabili-
ties? Your syllabi can also include information about gender neutral 
bathrooms on campus or give your preferred pronouns.

Another area within this component is to advocate for scholars 
and colleagues of color and other marginalized identities. These 
colleagues not only serve as representation for the marginalized stu-
dents on your campus, but they are also performing invisible labor 
(also called cultural taxation by some) by mentoring and serving 
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particular groups of students. Speak out for them, especially those 
who are untenured or nontenure track. Make ally a verb and do! 
Stand in solidarity with your colleagues and make space for them 
inside and outside of your institution. In addition to coauthoring 
pieces with them, you may also consider consulting with them when 
creating cultural content.

I identify as a queer, first-generation professor of color and have 
been battle tested as both a student and professor, aiding in the 
construction of this framework through phenomenology—lived 
experiences. However, anyone, regardless of identity or privilege, 
can employ it across a variety of courses. I will demonstrate the 
process with a personal experience from my “Media and Identity” 
course. I created the syllabus by reflecting on my own positionality 
and what my identity meant to students who shared similar inter-
sections of it. I wanted to be purposeful in engaging those identities, 
as well as making sure other students from marginalized identities 
that I did not identify with also saw themselves in the course. I 
wanted to amplify those identities by incorporating a wide range of 
intersectional inclusive movie clips, songs, and advertisements, as 
well as assigning readings from diverse academics. Although I also 
included readings and viewings from white identities, they were not 
the main readings but rather additive readings to the course. As the 
semester started I got to know my students a little better and real-
ized many used sports metaphors and often cited athletes in their 
examples. So I went back and added more sport-centric content that 
highlighted identity and added more time for the class to decon-
struct Colin Kaepernick and Megan Rapinoe. In another semester of 
the same course, I noticed one student wrote extensively about his 
coming out experience as an Asian American. So I added YouTube 
clips from LGBTQ-identifying comedians Joel Kim Booster and 
Margaret Cho. The student, a senior at the time, stayed after class 
and tearfully thanked me for including a representation of himself 
that he had not seen in all of his academic career. I reflect on that 
experience before I plan every course.

The RAPID framework is an intersectional approach based on 
the tenets of critical communication pedagogy and helps instruc-
tors address how to combat racism and other isms by incorporating 
reflexivity, intentionality, and intersectionality. The framework can 
be employed in conjunction with intersectional theories as an itera-
tive pedagogy that both reflects on and practices methods that call 
in to question hierarchies of power and identity in the classroom 
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(Fassett & Rudick, 2007). You can employ RAPID while planning 
a course or, if you are in the middle of a semester, you can employ 
it to appraise your students and the sociopolitical climate to adjust 
your pedagogy in real time. RAPID’s intersectional praxis directly 
addresses overlapping systems of oppression that traditionally mar-
ginalized students experience (Crenshaw, 1990) and, as Rodríguez 
stated in her chapter, disrupts normative exercises of dominant nar-
ratives in academia.
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Committing to Excellence in 
Diversity and Accreditation

Mia Moody-Ramirez, Baylor University

A commitment to diversity, equity, and inclusion is a necessity in 
today’s society—one that journalism and communication programs 

must take seriously. Students must be prepared to work with diverse 
populations to succeed as leaders in a diverse workforce and society—
both domestically and internationally. Diversity is often defined as “any 
dimension that can be used to differentiate groups and people from one 
another . . . it’s about empowering people by respecting and appreciating 
what makes them different, in terms of age, gender, ethnicity, religion, 
disability, sexual orientation, education, and national origin” (Global 
Diversity Practice, n.d., para. 1). Inclusion is defined as “a state of being 
valued, respected and supported . . . focusing on the needs of every indi-
vidual and ensuring the right conditions are in place for each person to 
achieve his or her full potential” (HUD, n.d., para. 2).

Standard 3 of the Accrediting Council on Education in Journalism 
and Mass Communications (ACEJMC) offers guidelines to help faculty, 
administrators, and staff provide a diverse learning environment for 
students. While Standard 3 is possibly the most elusive benchmark for 
academic units to conquer, it remains vital for programs that want to 
remain competitive.

Regional academic accreditation agencies (for example, Middle States 
Commission on Higher Education, New England Commission of Higher 
Education, Southern Association of Colleges and Schools Commis-
sion on Colleges) originated to assess how schools were using student 
learning metrics to evaluate and improve their programs. Organizers 
established the structure for evaluating and accrediting journalism and 
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mass communications programs in 1945, when the accrediting body was 
founded. It was originally called the American Council on Education in 
Journalism and then renamed the Accrediting Council on Education in 
Journalism and Mass Communications in 1980.

The accrediting body for journalism and communication programs 
crafted a standard focused on diversity in 1984 to help educators rec-
ognize the importance of diversity regarding faculty and students, as 
well as the awareness of inclusiveness. According to ACEJMC’s website, 
commitment to diversity and inclusiveness is necessary: “To inform 
and enlighten, the professions of journalism and mass communications, 
whose professionals should understand and reflect the diversity and 
complexity of people, perspectives and beliefs in a global society and in 
the multicultural communities they serve” (n.d., para. 4). The organiza-
tion offers guidance and encourages programs to develop curricula and 
instruction that “educate faculty and prepare students with the multi-
cultural knowledge, values and skills essential for professional practice” 
(para. 5). It also emphasizes the importance of diversity and inclusion in 
faculty, staff, and students.

This chapter examines key definitions and provides an overview of the 
ACEJMC accreditation process. Next it looks at the history of ACEJMC’s 
Standard 3 and offers some best practices for educators preparing for the 
accreditation process. It concludes with a look at future directions for 
the standard. Implications are important as units continue to struggle 
to infuse diversity in curriculum, enrichment opportunities, and other 
measures, such as recruiting and retaining diverse faculty, students, and 
staff (Daufin, 2001).

HISTORY OF ACEJMC AND STANDARD 12/STANDARD 3

The ACEJMC accreditation process includes a self-study in which the 
academic unit assesses itself on the standards. A council-appointed 
site team then visits the unit and reviews program documents, visits 
classrooms, and interviews administrators, students, faculty, staff, and 
other relevant personnel. From this information, the team recommends 
whether a unit should be (a) fully accredited, (b) provisionally accred-
ited, or (c) denied accreditation. Units that are provisionally accredited 
have one or two years to correct deficiencies. Units denied accreditation 
cannot be reviewed again for two years. This second review is consid-
ered a new accreditation instead of a reaccreditation. ACEJMC tradition-
ally focused on a program’s curriculum and resources, such as faculty 
and facilities, when making accrediting decisions (Henderson & Christ, 
2014).
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In 2003, the total number of ACEJMC accreditation standards was 
reduced from twelve to nine. Originally Standard 3 was known as Stan-
dard 12, which was developed in 1984 in response to a Minorities Task 
Force and Minorities and Communication proposal urging ACEJMC to 
“adopt more aggressive and accountable efforts by journalism educa-
tors to increase enrollment by minority students and to improve the 
representation of minority faculty” (Ross et al., 2007, p. 11). According 
to the article, the proposal also called for ACEJMC to require accredited 
programs to develop courses that reflected contributions of minorities 
to the journalism industry. Standard 12 was adopted and published in 
the 1985–1986 academic year accreditation booklets; however, journal-
ism units were given from 1985 to 1990 to prepare for compliance. In 
1992, ACEJMC expanded and revised the standard using more forceful 
language.

In 2004, ACEJMC voted to add sexual orientation to race, ethnicity, and 
gender in its revised diversity standards for schools seeking accreditation 
or reaccreditation. The new provision applied specifically to the curricu-
lum portion of the standards. Three years later, Ross et al. (2007) credited 
the standard for increasing non-White and female faculty and students in 
accredited journalism units. The study also concluded Standard 12 prog-
ress was evident in some schools, but not in others.

Gains were greater for female faculty relative to those for non-White faculty. 
However, the general pattern is one of diversity increase. When compared 
with national and census data, the under-representation of both female 
and non-White faculty surfaces. Still, our data suggest that the units in our 
sample did respond to Standard 12 and “demonstrated a commitment to in-
creasing diversity in their faculties.” Indeed, our data indicate that since 1989 
journalism and mass communication faculties have become more diversified 
in that the numbers and percentages of both women and non-Whites have 
increased. (Ross et al., 2007, p. 22)

In 2009, the competencies were updated when the new “diversity” 
competencies encouraged units to “demonstrate an understanding of 
gender, race, ethnicity, sexual orientation and, as appropriate, other forms 
of diversity in domestic society in relation to mass communications” and 
“demonstrate an understanding of the diversity of peoples and cultures 
and of the significance and impact of mass communications in a global 
society” (ACEJMC, n.d., para. 12). Before this modification, units were 
asked to encourage programs to “demonstrate an understanding of the 
diversity of groups in a global society in relationship to communications” 
(Henderson & Christ, 2014, p. 232).

The most recent trends in accreditation include streamlining it to make it 
less cumbersome for programs that desire to go through the accreditation 
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process, which includes a self-study and site visit. Journalism educators 
around the world are closely following the developments of ACEJMC 
because the organization has been used as a model for accreditation bod-
ies in other countries. Additionally, eight institutions outside the United 
States are accredited by ACEJMC.

IMPLICATIONS FOR TEACHING

Units contemplating the accreditation process must decide how to best 
navigate the assessment process. They must incorporate diversity into 
the program—and decide if the standard should be addressed by sprin-
kling content throughout course content or by offering it as a required 
standalone course. The strongest departments will do both by offering an 
approach that addresses diversity and inclusion across multiple classes 
and offers a capstone or standalone course that emphasizes the topic.

Accreditation is usually focused on the unit level; however, faculty 
members must do their part by focusing on classroom processes and 
interactions. Faculty members may use ACEJMC guidelines to become 
better instructors in the classroom. To emphasize the importance of 
domestic and global diversity, they must stay abreast of the trends essen-
tial for professional development. Faculty may contribute to diversity 
and inclusion efforts by infusing them into their course curriculum. For 
instance, syllabi may include diversity-related exercises, textbooks, and 
speakers. The goal should not be to keep the unit in compliance but to 
succeed beyond that marker. Also relevant in the accreditation process is 
the Scholarship of Teaching of Learning (SoTL), which involves faculty 
(sometimes in partnership with their students) undertaking systematic 
inquiry about student learning. It is informed by prior scholarship on 
teaching and learning. SoTL invites professionals to examine their own 
classroom practice, record their successes and failures, and ultimately 
share their experiences so that others may reflect on their findings and 
build upon teaching and learning processes.

The general goal is to foster programs that value diverse perspectives. 
Efforts to sprinkle such content across courses might include incorporat-
ing speakers from diverse backgrounds, monitoring diversity in course 
syllabi, and sponsoring programming and encouraging students to 
attend cultural events that help broaden their knowledge base of different 
cultures. One way to do this is to closely monitor course development. 
Faculty must include diversity elements  in their syllabi—either in their 
teaching philosophy—or as a department diversity statement. Extending 
these practices to the accreditation process is advantageous for students, 
faculty, and staff. For example, using a survey helps units assess each 
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faculty member’s incorporation of domestic and/or global diversity con-
tent into courses. Survey findings help faculty assess how well they are 
addressing the topic. Questions might include: To what extent do the syl-
labi reflect learning outcomes related to diversity, equity, and inclusion, 
both domestically and internationally? To what extent has diversity been 
infused into all aspects of the curriculum? Do all majors under review 
get exposed to learning about how diversity and inclusion affect (a) their 
research and reporting; (b) message creation (multimedia, social, writing, 
etc.); (c) channels (print, online, on-air, paid, earned, shared, and owned 
from an audience perspective); (d) effect (audience impact); and (e) the 
management of communication teams (communications workforce)? 
How have diversity and inclusion learning outcomes been assessed and 
how have these results been looped back into curricular and cocurricular 
changes or enhancements? In addition, course syllabi should include 
learning outcomes that support multicultural outcomes (Fleming-Rife, 
2013).

Another way to encourage diversity and inclusion is to assess how 
faculty are infusing diversity into course content. A starting point for 
assessing faculty efforts might be syllabi. Faculty must assess how diver-
sity is defined and highlighted in each course syllabus. Faculty may also 
gauge their inclusion of diversity by conducting a keyword search of key 
terms (that is, culture, diversity, bias, framing, stereotyping, feminism, 
global, gender, racism, sexism, ageism, disabilities, Black, Hispanics, 
representation).

The overall visibility of diversity in the unit is also important. For 
instance, departments may choose to have a bulletin board and reading 
room to highlight diverse events and other contents. Members of the 
diversity committee may be responsible for maintaining both of them. A 
list of speakers must be maintained to include diverse speakers who share 
information on diversity research, panel discussions, etc.

Diverse student organizations—both professional and social—are 
imperative to student growth and development. Students must have 
access to programs that help them spread their wings and take on leader-
ship roles that they might not undertake in other organizations. Profes-
sional organizations, such the National Association of Black Journalists, 
give student chapters the opportunity to sponsor activities such as job 
trainings and networking gatherings.

Faculty evaluations are also important. Units may consider includ-
ing a question on evaluations regarding diversity and inclusion. They 
might also assess each course’s overall goals and objectives. The purpose 
of this evaluation is to help the unit and faculty member understand 
each instructor’s plans to incorporate diversity and inclusion efforts into 
course content.
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Another way to approach accreditation from a teaching perspective 
is to look for exemplary work that might come from faculty members. 
Internal diversity awards may incentivize the importance of  diversity 
and inclusion in curriculum by highlighting departments that are doing a 
good job. Awards might include Outstanding Diversity Faculty and Out-
standing Diversity Alumni. Additionally, AEJMC sponsors the Equity 
and Diversity Award each year. It is one of the highest honors in diver-
sity and inclusion for journalism and communication programs in the 
United States. It recognizes academic programs that are working toward 
and have attained measurable success in increasing equity and diversity. 
Programs must display progress and innovation in racial, gender, and 
ethnic equity and diversity over the previous three-year period. In 2020, 
Syracuse University won the award. The school hosts regular, informal 
forums that encourage students of color to discuss their experiences and 
make connections—with each other and with Newhouse School of Public 
Communications faculty, staff, and administrators (Loughlin, 2020).

Units are encouraged to develop standalone courses that focus spe-
cifically on diversity, equity, and inclusion. Course titles might include 
“Race, Gender, and Class in the Media”; “The History of Minorities in the 
Media”; and “The History of Women in the Media,” and students should 
be able to design their own research studies around race, gender, class, 
sexual orientation, ability, and other identities (Fleming-Rife, 2013).

THE FUTURE OF DIVERSITY AND ACCREDITATION

The council has recently adopted revised ACEJMC standards, a process 
that takes place every ten years.  The new standards will take effect in 
the 2022–2023 academic year. Because of the COVID-19 pandemic,  the 
2020–2021 accrediting cycle was postponed a year. All units on the tradi-
tional six-year visit schedule will instead be reviewed for work done in 
the previous seven years for one cycle.

Instead of nine, there will be just eight standards. Under Standard 2, 
Curriculum and Instruction, the ACEJMC Professional Values and Com-
petencies have been reduced from twelve to ten and updated to reflect 
current industry and higher education expectations. Under the new 
Standard 4, faculty members are obligated to prepare students with the 
knowledge, values, and skills essential for professional practice as they 
relate to diversity and inclusion. Units must continue to update course 
content and goals to advance curricula development.

The updated diversity standard brings us closer to where departments 
need to be as a discipline. The updated standard helps programs assess 
key performance indicators (KPIs) within the diversity plan. Programs 
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must look at the unit’s evidence of progress in achieving those KPIs. 
Programs that are lacking or not making progress must outline a plan 
for adjustments and new techniques that will be employed to achieve the 
unit’s goals.

In ACEJMC’s updated diversity standard, plans will be evaluated 
based on how they tie directly to the student value and competency 
related to diversity. In other words, how do students benefit from the 
plan? Frequent updates are emphasized; units must discuss the diver-
sity plan annually to discern improvements. Closing the loop is still 
important. If the unit has updated its plan within the past twelve months, 
it must assess its progress on previous plans and how the plan versions 
differ. Units must also evaluate the evidence they have for implementing 
and evaluating progress on the plan annually. They should incorporate 
learning outcomes into syllabi that link clearly to the ACEJMC diversity 
value. Questions might include: What should students be able to think or 
know, feel, and do as related to diversity, equity, and inclusion?

To reach these goals, professional development is keenly important. For 
instance, units must encourage faculty to complete professional develop-
ment activities to enhance their ability to teach diversity and inclusion 
within their courses. The Accrediting Council has available several 
resources to assist schools with the accreditation process. Documents can 
be found under the resources tab at http://www​.acejmc​.org/resources.

ACEJMC Standard 2: Curriculum and Instruction 
The unit provides a curriculum and instruction, whether on site or 
online, that enables students to learn the knowledge, competencies, 
and values that the council defines for preparing students to work in 
a diverse domestic and global society.

PROFESSIONAL VALUES AND COMPETENCIES

The Accrediting Council on Education in Journalism and Mass Com-
munications requires that graduates of accredited programs be aware of 
certain core values and competencies and be able to

•  apply the principles and laws of freedom of speech and press, in 
a global context, and for the country in which the institution that 
invites ACEJMC is located;

•	 demonstrate an understanding of the multicultural history and role 
of professionals and institutions in shaping communications;
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INDICATORS

a.	 The unit has a written diversity plan for achieving an inclusive cur-
riculum, a diverse faculty and student population, and a supportive 
climate for working and learning and for assessing progress toward 
achievement of the plan. The diversity plan should focus on domes-
tic minority groups and, where applicable, international groups. 
The written plan must include the unit’s definition of diversity and 
identify the underrepresented groups.

b.	 The unit’s curriculum fosters understanding of issues and perspec-
tives that are inclusive in terms of domestic concerns about gen-
der, race, ethnicity, and sexual orientation. The unit’s curriculum 
includes instruction in issues and perspectives relating to mass com-
munications across diverse cultures in a global society.

ACEJMC Standard 3: Diversity and Inclusiveness (Until 2022–2023)
The unit has an inclusive program that values domestic and global 
diversity and serves and reflects society.

•	 demonstrate culturally proficient communication that empowers 
those traditionally disenfranchised in society, especially as grounded 
in race, ethnicity, gender, and sexual orientation and ability, domesti-
cally and globally, across communication and media contexts;

•	 present images and information effectively and creatively, using 
appropriate tools and technologies;

•	 write correctly and clearly in forms and styles appropriate for the 
communications professions, audience, and purposes they serve;

•	 demonstrate an understanding of professional ethical principles and 
work ethically in pursuit of truth, accuracy, fairness, and diversity;

•	 apply critical thinking skills in conducting research and evaluating 
information by methods appropriate to the communications profes-
sions in which they work;

•	 effectively and correctly apply basic numerical and statistical 
concepts;

•	 critically evaluate their own work and that of others for accuracy and 
fairness, clarity, appropriate style, and grammatical correctness; and

•	 apply tools and technologies appropriate for the communications 
professions in which they work.
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ACEJMC Standard 4: Diversity and Inclusiveness
The unit demonstrates it has a diverse and inclusive program that 
embodies domestic and global diversity and that empowers those 
traditionally disenfranchised in society, especially as grounded in 
race, ethnicity, gender, ability, and sexual orientation.

c.	 The unit demonstrates effective efforts to recruit women and 
domestic minority faculty and professional staff and, where feasible, 
recruits international faculty and professional staff.

d.	 The unit demonstrates effective efforts to help recruit and retain a 
student population reflecting the diversity of the population eligible 
to enroll in institutions of higher education in the region or popula-
tion it serves, with special attention to recruiting underrepresented 
groups.

e.	 The unit has a climate that is free of harassment and all forms of 
discrimination, in keeping with the acceptable cultural practices of 
the population it serves, accommodates the needs of those with dis-
abilities, and values the contributions of all forms of diversity.

Accreditation site visit teams will apply this standard in compliance 
with applicable federal and state laws and regulations, as well as the laws 
of the countries in which non-U.S. institutions are located.

EVIDENCE

•	 A unit-specific written plan, including progress toward goals
•	 Syllabi and other course materials
•	 Coursework in international cultures and in international 

communication
•	 Records and statistics on faculty and staff hiring and on promotion 

and tenure decisions
•	 Records and statistics on student recruitment, retention, and 

graduation
•	 Records on part-time and visiting faculty and speakers

The written plan must include the unit’s definition of diversity and 
identify the underrepresented groups.
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INDICATORS

a.	 The unit has a written diversity plan that has been implemented 
and discussed annually for achieving an inclusive curriculum; a 
diverse, culturally proficient faculty, staff, and student population; 
and a supportive climate for working and learning and for assessing 
progress toward achievement of the plan. The diversity plan should 
focus on domestic minority groups and, when applicable, interna-
tional groups. The written plan must include the unit’s definition 
of diversity, identify underrepresented groups, and articulate key 
performance indicators upon which the unit intends to focus and 
improve.

b.	 The unit’s curriculum creates culturally proficient communicators 
capable of learning with, working on, and advancing the value of 
diverse teams. The unit’s curriculum includes instruction on issues 
of perspectives relating to mass communications across diverse cul-
tures in a global society.

c.	 The unit demonstrates effective efforts to enhance all faculty mem-
bers’ understanding of diversity, equity, inclusion, and ability to 
develop culturally proficient communicators capable of learning 
with, working on, and advancing the value of diverse teams. The 
unit also demonstrates intentional efforts to recruit and retain fac-
ulty and professional staff who are from demographics that are 
historically, domestically marginalized.

d.	 In alignment with the institution’s mission, the unit demonstrates 
effective efforts to help recruit, retain, and graduate a student popu-
lation reflecting the diversity of the population the institution aims 
to serve.

e.	 The unit demonstrates that it has an inclusive climate, free of harass-
ment and all forms of discrimination, in keeping with the accept-
able cultural practices of the population it serve, accommodates the 
needs of those with disabilities, and values the contributions of all 
forms of diversity.

Accreditation site visit teams will apply this standard in compliance 
with applicable federal and state laws and regulations, as well as the laws 
of the countries in which non-U.S. institutions are located.
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EVIDENCE

A written diversity plan, posted to the unit’s website, that includes key 
performance indicators (KPIs).

The unit provides evidence of progress on achieving KPIs. Where there 
has not been progress, the unit describes adjustments and new tech-
niques it is using to achieve it.

A description of how the plan ties directly to the professional values 
and competencies related to diversity.

Course syllabi reflect learning outcomes related to diversity, equity, 
and inclusion, both domestically and internationally.

A grid in the self-study report that outlines where cultural communica-
tions proficiency is taught in the curriculum.

Assessment reports that outline culture communication proficiency.
For U.S. units, create three tables to describe demographics of faculty 

with categories used by their institutions for collecting and reporting 
data to reflect the six years under review. (Citizenship is not neces-
sary to present.)

Data on enrollment, retention, and graduation rates of underrepre-
sented groups within the population; data on faculty/staff hiring; 
and data on promotion and tenure decisions.

For units within institutions with the mission to serve specific genders, 
races, religions, or ethnicities, an explanation of how they retain 
and graduate underrepresented groups and enable their students 
to be prepared to work on diverse teams not represented at their 
university.

Faculty vitae.
Reports showing the impact of faculty professional development aimed 

at enhancing the ability to teach courses that develop culturally profi-
cient communicators able to work on and advocate for diverse teams.

Evidence of climate studies or other indicator of the unit’s level of 
inclusion.
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PERSPECTIVE: TEACHING DIVERSITY AT 
HBCUS REQUIRES A DEEPER DIVE

Robbie R. Morganfield, North Carolina A&T State University

On the first day of a “Black Press in the United States” class I was 
assigned to teach at North Carolina A&T State University, I asked 
students to tell me why they enrolled in the elective course that was 
filled beyond its original capacity.

Student after student conveyed to me points that fortified my 
growing belief that teaching diversity and inclusion at historically 
Black colleges and universities (HBCUs) is a far bigger task than try-
ing to check off a box to meet an accreditation standard.

After serving more than fifteen years as a certified diversity facili-
tator and professor in sometimes resistant majority-White environ-
ments, I am now in my fifth year of discovering that teaching this 
subject matter at HBCUs is filled with the possibility to profoundly 
impact students who hunger to know and better understand them-
selves through the lens of history and culture.

Thus, the irony emerges that largely Black student populations 
at HBCUs need the same kind of academically centered knowledge 
of minority groups—including their own—that the Accrediting 
Council for Education in Journalism and Mass Communications has 
posited largely White student populations at majority-White institu-
tions need. The difference perhaps lies in the fact that many HBCU 
students also want it.

According to Kim Smith, “Our students suffer from African 
American culture illiteracy” (personal communication, Decem-
ber 30, 2020). Smith is an associate professor of journalism at North 
Carolina A&T, where he has been on faculty since 2008. He echoed 
a conclusion I reached during a four-year stint at historically Black 
Grambling State University, where I served as head of the Depart-
ment of Mass Communication before becoming an endowed profes-
sor at A&T in the fall of 2020.

“Look at the dilemma,” Smith added. “The reality is you could 
spend four years teaching African American cultural literacy and 
nothing else, but we have got to teach these students how to write 
and get a job. So, what do you do? The fact is, we do not have any 
problem teaching White culture because it is already there. We—our 
students and faculty—live it every day.”
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Smith’s words capture the paradox of today’s HBCU experience 
that is often clouded by assumptions students will not get enough 
exposure to people and ideas of other cultures. This essay seeks to 
invite my HBCU colleagues to deeper conversations about devel-
oping more comprehensive approaches to diversity education at a 
time when an academically informed cross-cultural IQ could make 
our graduates more valuable resources in a workforce and world 
increasingly marred by clamor associated with differences.

Resurrecting Communication and Culture

At Grambling, mass communication majors could take “African 
Culture” as an elective outside of the department, but the few sec-
tions offered each semester typically filled up before many other 
students could secure a spot. That was part of the reason why I initi-
ated conversations with departmental faculty that resulted in resur-
recting a “Communication and Culture” course and designating it 
as a core requirement to ensure students would receive formalized 
instruction related to diversity and inclusion. The next challenge 
was getting both Black and non-Black professors up to speed to 
teach the course effectively. With limited time and resources, we 
defaulted to the use of an intercultural communication textbook I 
commended to the instructors based on my previous teaching expe-
rience. This could allow the unit to begin addressing two additional 
challenges that I also saw as opportunities. First, I wanted to chal-
lenge students and faculty to raise their level of consciousness about 
the depth of African American history and culture. There were signs 
that some equated popular culture with African American culture 
rather than seeing that as only one part of the culture. Second, I 
wanted students and faculty to have an academically centered 
understanding of themselves and others rather than relying solely 
on experiential factors.

Teachable Moments

I soon saw how much the class was needed after being invited to 
draw on my theological education and experience to lead one sec-
tion of the course in dialogue about religion and worldviews.

After assuming responsibility for another section of the course 
during the final six weeks of the semester, I saw for the first time in 
my teaching at Grambling a single White student in a class of Black 
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faces. Some of my Black students shared perspectives that reeked 
of ethnocentrism. “Black culture is superior,” one student asserted. 
Another chimed in with agreement as my lone White student 
shrank into her seat. That became one of many teachable moments 
as I led students in a discussion about ethnocentric rhetoric, remind-
ing them of instances when Black people have been subjected to the 
indignity of it.

It did not take me long to discover that a Black man teaching 
diversity at an HBCU looked and felt different than it did at a 
majority-White institution. I did not have to pump my brakes when 
broaching race-related subjects as I often felt I needed to do in 
largely White environments. I also never had a student storm out 
of the room in anger as I witnessed on one of my previous teaching 
stops, but that did not mean there were never times when Black 
students would resist with all that is in them the proposition that 
I placed before them on matters related to race and culture. Those 
moments often accentuated the somewhat unique experience of 
teaching about diversity at an HBCU and forced me to think in 
creative ways.

Higher Education of the N-Word

After noticing students across campus openly using “the n-word” to 
refer to one another, I began initiating debates in my classes about 
it. In my graduate-level “Opinion Writing” course, the topic elic-
ited intense discussion as some students defended the usage of the 
word and others opposed it. The response was even more dramatic 
in an undergraduate reporting class I taught, with some students 
insisting, “It is our word. We can use it. Others cannot.” I repeated 
throughout the discussions that my intent was to get students to 
think rather than tell them what to think. I personally found the use 
of the word to be abhorrent, but I told my students I wanted each 
side to make a case and allow the strongest argument to win.

I decided to organize a campus forum and invited some of my stu-
dents to help me plan the event as part of a lecture series I organized 
each year. I would invite an outside speaker and set up a panel that 
would include students, faculty, and administrators. I also invited 
a student to serve as a moderator for the discussion and partnered 
with other classes to have student crews to record the event, so it 
could be broadcast on student media platforms. The “Opinion Writ-
ing” students were assigned to function as an editorial board and 
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produce a piece for the campus paper. I did not tell them what posi-
tion to take, but I did tell them to justify the position. The campus 
radio station began announcing the event and planned prior to the 
event to interview the guest speaker, who was the director of the 
African American Cultural Center at North Carolina State Univer-
sity. Grambling’s president and several subject matter experts from 
within the university agreed to be on the panel, including the heads 
of our political science and sociology departments.

The event, dubbed “The Higher Education of the N-Word,” was 
held in a small campus auditorium that quickly filled up. I kicked 
it off by showing a video clip from a situation comedy in which a 
group of mostly Black friends had gathered; when a rap song came 
on the radio, they all began dancing and singing along. But things 
turned intense when a White acquaintance in the room sang a por-
tion of the song that included “the n-word.” It was a light-hearted 
treatment of the issue that laid the foundation for serious conversa-
tion and contemplation during the roughly ninety-minute program.

The guest speaker, faculty members, and university president all 
made points that challenged students to think about the implica-
tions of the word and whether its usage was advisable. Afterward, 
students with a range of opinions on the matter said they had been 
greatly enlightened by the discussion. For weeks, students and fac-
ulty members would stop me in the hallway thanking me for the 
event and asking when the next round would be held. I was proud 
of the fact that the event highlighted a much bigger debate that has 
been unfolding in society about the use of the n-word and allowed 
my class to create a platform for exploring it from an informed 
perspective.

Writing this essay has crystallized a reality that I hope my HBCU 
colleagues will not miss: the experiential—being Black, White, or 
some other designation—cannot become a substitute for the intel-
lectually centered preparation that both students and faculty need. 
Let us dig deeper together from the inside, out.
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When the Lecturer 
Is a Minority

Alfred J. Cotton III, University of Cincinnati

As you have read in the previous chapters, teaching about race neces-
sitates an awareness of the challenges in all facets of journalism 

and mass communication pedagogy. From managing student-professor 
relationships, to confronting the inherent whiteness and biases of much 
of the journalism and mass communication scholarship, to negotiating 
relationships with colleagues with differing approaches to and levels of 
passion for the value in including race in the journalism and mass com-
munication curriculum, we have to take a holistic approach to navigating 
these struggles.

For many of us, teaching race as a person of color in a predominately 
white group adds another layer of complications with which our white 
colleagues are often unable or unwilling to empathize. We are often 
tasked with the responsibility or burden of teaching the race classes (Peu-
chaud, 2018). When we do choose to teach race, our perspective and social 
positioning within the academy, the discipline, and our own departments 
is often either not taken seriously or perceived as a bias (Hendrix, 1997, 
2002). We are often not only engaging in the difficult intellectual labor 
of teaching race but also engaging in the labor of advocating to our col-
leagues why what we do is so important. Sometimes it involves advocat-
ing for the inclusion of racialized and intersectional pedagogy not only in 
race classes but also in the basic course and across the curriculum. Almost 
always, teaching race involves challenging the myths and stereotypes that 
accompany both the curriculum of teaching race in journalism as well as 
those racial myths within the profession. We are far too often carrying the 
weight of representation on our shoulders, particularly when teaching at 
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predominantly white institutions (PWIs) and especially when we are the 
only one or one of a few who look like us within our departments. Teach-
ing Race is, at its core, a book aimed at providing useful advice for instruc-
tors of race in journalism and mass communication. For this chapter, the 
focus is on the phenomenon of teaching race when the instructor is from a 
historically underrepresented racial group. For much of the chapter, I will 
be writing specifically from my perspective as a Black male at a PWI. The 
recommendations in this chapter encompass many aspects of that phe-
nomenon, inside the classroom and out. To have a better understanding 
of the origins of my advice, I will begin briefly outlining my background 
and how it informs the approach to teaching race I am advocating here. 
I will also provide a brief discussion of scholarship on being a person of 
color in the academy. Finally, I will conclude with advice and recommen-
dations for faculty of color who teach race at a PWI.

MY BACKGROUND

I am a Black male tenure-track assistant professor in the journalism 
department of an urban research university in the Midwest. I attended 
PWIs for both my undergraduate and graduate education. My path 
through my doctoral program may seem familiar to many faculty read-
ing this. When I began, there were only two Black faculty members (one 
African, one African American) teaching in the graduate program, only 
one of whom would still be there by the time I earned my degree. My dis-
sertation committee consisted of white faculty members (save the outside 
reviewer). Two of the other three Black graduate students in the program 
when I got there did not complete their degrees. I dealt with both micro-
aggressions and blatant racist behavior from my classmates and the dis-
missal of research topics from white professors. I also took more time to 
finish my dissertation than most in my cohort.

A year after defending my dissertation, a discourse analysis of news 
narratives of police killings of Black men, I applied for a position at my 
current institution where I am currently the only Black faculty member 
in a small journalism department. The position called for a scholar with 
a background in teaching courses related to race as well as someone with 
a track record of scholarship on race. Specifically, the job advertisement 
was to teach a course on race and reporting as well as the “Principles of 
American Journalism” intro course and to serve as the advisor to our 
campus chapter of the National Association of Black Journalists, in addi-
tion to the typical research requirements. My experiences in my present 
and previous faculty roles have been consistent with those experiences 
outlined in the literature on what faculty of color go through at PWIs.
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SCHOLARSHIP ON BEING A MINORITY EDUCATOR

Faculty of color have been (Bowie, 1995) and continue to be underrep-
resented (Turner, 2003) demographically across the academy, as well as 
within journalism and mass communication (Chakravartty et al., 2018). 
Faculty of color have been found to trail behind their white counterparts 
in opportunity for advancement and access to resources (Allen et al., 
2000). They have reported lower job satisfaction, increased service obliga-
tions, and higher levels of job-related stress (Laden & Hagedorn, 2000; 
Turner et al., 1997). The literature has pointed to a climate for faculty of 
color that restricts free expression (Allison, 2008) while simultaneously 
placing unfair burdens on us so that our racial identities become our 
occupational identities (Stanley, 2006). There also exists a phenomenon 
where faculty of color often feel “presumed incompetent” by their white 
colleagues (Hopson, 2000; Muhs et al., 2012). Recognizing the intersec-
tionality of identity in these occupational phenomena means understand-
ing the reality that these statements ring true doubly for women of color 
(Bowie, 1995; Muhs et al., 2012; Spitzack & Carter, 1987; Thomas & Hol-
lenshead, 2001).

For years, scholars have suggested structural and procedural changes 
that would not only improve job satisfaction for faculty of color at PWIs 
but also improve the institutions themselves (Tillman, 2001). As Jones 
said, “I suggest that Brothers of the academy adopt a model of scholar-
ship development that will continue to support our research interests 
while continuing to add to the array of research that is conducted” (2000, 
p. 326). Similarly, my advice in this chapter is holistic in highlighting how 
my work as a scholar of news narratives can intersect with my students’ 
journalistic work.

MINORITY EDUCATORS IN THE CLASSROOM

A more pointed arena of the literature on the experience of faculty of color 
on campus is research on the relationships with faculty of color and white 
students. Faculty of color at PWIs often encounter resistance from white 
students in the classroom (Stanley, 2006; Stanley et al., 2003) including 
insubordination, challenging grades, and questioning the instructor’s 
personal narratives. Bower (2002) stated that white students might be 
more likely to have doubts about the expertise of underrepresented fac-
ulty. Bernal and Villalpando (2002) noted evidence of white students who 
“feel marginalized” taking courses on race and culture exacting revenge 
through negative course evaluations. Hendrix (1997) found in their study 
that white students held their Black instructors to a “more stringent” 
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standard than their white counterparts when judging their perceived 
subject matter expertise. These myths and stereotypes about the inferi-
ority of faculty of color persist among both the white student body and 
among our white colleagues, perpetuating many of the markers of job 
dissatisfaction discussed earlier. What follows in my pedagogical advice 
may provide some opportunities for faculty hoping to bridge those gaps.

MY ADVICE

A consistent teaching philosophy is crucial for teaching success. A teach-
ing philosophy can generally be understood to be a set of guiding prin-
ciples and practices an educator engages in to facilitate student learning 
(Fung, 2005; Goodman, 1988; McEwan, 2011). Lesson plans can succeed or 
fail based on the whims of your students on a given day. Syllabi can prove 
to be ineffective halfway through a semester. A teaching philosophy, 
however, can endure regardless of a particular situation or group of stu-
dents. Therefore whether you are teaching a class on race or incorporating 
race into a class where diversity was not previously a focus, consistency 
in the execution of a trusted set of principles will be crucial. As Sawers et 
al. said, “An instructor’s teaching philosophy tends to be constant across 
physical domains” (2016, p. 28). Their study found a statistically signifi-
cant relationship between teaching philosophy and student engagement 
while using active learning strategies in an active learning classroom.

Teaching philosophies are varied and often individualized. My philos-
ophy centers on reflexivity and community-focused journalism. Whether 
you decide to take the exact approach I pitch in this chapter or adapt it 
to fit your particular needs and extant philosophy, what you should take 
from this is how valuable reflexivity is both for you as an instructor of 
color and for your students as racially aware future journalists.

MY COURSES

I currently teach a rotation of courses on race and reporting, public affairs 
reporting, and our basic course. The race class, “Advanced Reporting: 
Race and Reporting,” is an upper division undergraduate course aimed 
at both enhancing students’ abilities to reconceptualize race in their jour-
nalism practices as well as evaluate their understanding of how messages 
from journalism and mass communication texts work to define race in the 
larger societal conversation.

In “Public Affairs Reporting,” I provide students with the knowledge 
of government operations, structure, and proceedings at the local, state, 
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and federal levels. The major assignments in that course involve reporters 
covering various beats (for example, government, crime and public safety, 
fire and emergencies, and business). One of the main points of emphasis 
in that class is how public affairs journalism is essentially community-
minded and community-focused journalism. Being a successful public 
affairs reporter requires understanding the community on which you 
are reporting (Merritt & McCombs, 2003). In order to accomplish that, a 
journalist must have a dedication to being a part of that community and 
avoiding the potential for professionalism standards of detachment and 
objectivity to widen the gap between journalists and the communities 
they cover. Important here is that even though this class is not a “race 
class,” students must come to understand how respecting the diverse 
makeup of these communities leads to more accurate and fair reporting. 
With all of these classes, my teaching philosophy remains the same.

MY PHILOSOPHY OF TEACHING JOURNALISM

I believe the best instructors do more than transmit knowledge and infor-
mation to students. A great instructor fosters a desire for learning and 
exploration in their students as well as gives them the tools to make use 
of that information well after the end of the term. My teaching philosophy 
is not strictly constructivist or traditional but rather exists somewhere 
between the two on a “continuum” (Sawers et al., 2016). Among the 
important concepts within my teaching philosophy are reflexivity and 
an emphasis on community-centered (often local) journalism practices. 
Additionally, I reinforce the lessons from Jones (2000) mentioned earlier 
by applying a holistic and collaborative approach by infusing lessons 
from my own scholarship into how I teach my students to do journalism.

Reflexivity

Too often, industry standards of objectivity leave journalists detached 
from the source or subject of their reporting. Regardless of the connected-
ness of the journalist, the results of the investigations and interviews are 
affected by the researcher’s presence inside or outside of the community. 
This is what necessitates reflexive introspection (Davies, 2008). Ahva said 
journalistic reflexivity is about a “capacity for self-awareness” (2013, p. 
791) and McDevitt and Ferrucci added, “Reflexivity in normative theory 
is viewed as accountability through transparency, and thus meaning-
ful reflexivity must manifest in what the press expresses openly to its 
readers” (2018, p. 11). If we want to teach our student journalists to be 
accountable, we must maintain they apply reflexivity to all their work.
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Community Focus

The second major concept I found most helpful in my approach to teach-
ing race was community-centered journalism. Community-centered 
journalism education shifts the traditional industry-centered approach to 
journalism education from training our students to become professionals 
working in an industry to training them to become members of a commu-
nity advocating for their fellow community members’ needs. If we accept 
that one of the central aims of journalism is to give people the informa-
tion they need to be free and self-governing citizens within a democracy 
(Kovach & Rosenstiel, 2014), how better to understand what those citizens 
need than to be a part of their community?

Community-centered journalism pedagogy works to improve the 
effectiveness of teaching race in the journalism and mass communication 
curriculum by forcing students to see what type of people live in their 
community. When public service reporting is tied directly to a clear image 
of who that public is, everyone in the process benefits. Of the benefits of 
community-centered journalism, Mensing said, “Requiring students to 
collaborate in an ongoing manner with interested members of a commu-
nity would deepen their understanding of how communities work and of 
what people need and want from journalism” (2010, p. 518).

Another beneficial tool for community-centered journalists is the 
counter-story. If “objective” journalism is simply white male journalism 
disguised as democracy, journalism instructors must work diligently to 
challenge those hegemonic constructs so that our students can create 
journalism that tells a whole and better truth. One way of doing that is to 
put our students in positions to tell stories that run counter to those hege-
monic, white-centered stories. Counter-storytelling “[builds] community 
between both whites and non-whites by relying on principles of narrative 
theory in order to effectively tell stories that reduce alienation and build 
bridges across racial divides” (Alemán, 2017, p. 76).

Robinson made her goals obvious teaching a course titled “Journalism 
for Racial Justice: Amplifying Voices in Local Communities,” which she 
said “trained advanced journalism students to practice better reportorial 
techniques by showing them how to make connections with ‘regular, 
non-official people,’ rethink traditional norms of journalism, and perform 
as civic actors themselves” (2017, p. 304).

As scholars of journalism, we understand the power of journalism in 
the social construction of reality (Adoni & Mane, 1984) for its audiences. 
As such, we must recognize the power we are instilling in our students 
to construct their audiences’ realities. Teaching race to journalism stu-
dents naturally involves teaching them to define race for members of a 
community. When our students understand that power and the inherent 
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responsibility that comes with that power, and have a strong ethical foun-
dation upon which to exercise that power, everyone in the journalistic 
process benefits.

STRATEGIES, COURSE DESIGN, AND LESSON PLANS

Van Dijk (2011) argued that the news media internationally, both in 
practices and content, perpetuates racist norms. He argued this occurs 
across all areas of the journalistic process including hiring, news values, 
beats, source selection, story selection, topical coverage, perspective, 
foregrounding and formatting, quotations, writing style, and rhetoric. 
A critical approach to teaching race involves making students aware of 
how the industry is already perpetuating both implicit and explicit racist 
structures, whether those are stereotypes and racial myths (Johnson et al., 
2009; Sui & Paul, 2017) or a lack of empathetic coverage of communities 
of color (Kaufhold, 2019). It also involves compelling students to become 
aware of how their own behaviors, and even what they have learned from 
your colleagues, have conditioned them not to challenge those structures. 
This is why reflexivity is so beneficial to teaching race to journalism and 
mass communication students.

Only with a reflexive approach, both from the instructor and from 
the students practicing journalism, can we identify our own racial fault 
lines. A framework of the Maynard Institute, “fault lines” are conceptual 
or ideological fissures in understanding that, when crossed, can cause 
turbulence in our collective understanding of those important concepts 
and ideologies (Miller & Hsu, 2008). Being reflexive in our journalistic 
decision making involves understanding our own implicit and explicit 
biases. In my reporting classes, using the guidance from Christian’s (2012) 
Overcoming Bias: Journalist’s Guide to Culture & Context, I repeatedly chal-
lenge my students to ask the following questions of themselves:

•  What preconceptions do you bring to different situations?
•	 What do you notice?
•	 What don’t you notice?
•	 How do you categorize people and events?
•	 How does your upbringing affect your inability to interact with 

people unlike you?
•	 Is your mind able to tolerate some ambiguity in a situation, or do you 

need things to be concrete and quickly defined?

Rethinking their own habitual thinking before beginning any jour-
nalistic inquiry allows student journalists to navigate better the mental 
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processes that bias their thinking. Students can benefit greatly from look-
ing inward in order to report better on the world outside themselves.

This tactic can be particularly useful for faculty of color, especially if 
you are instructing your students to think inwardly while also participat-
ing in that reflexive introspection yourself. Students (particularly white 
students) will be less likely to see this activity as a threat if you are also 
engaging. I want to emphasize strongly how crucial it is when dealing 
with race and other identity constructs in the classroom to participate in 
these activities with your students. You can alleviate some fear and trepi-
dation students may face when confronting race by showing them how 
comfortable you are confronting topics that make others uncomfortable.

Another activity I typically engage in with my students that helps 
white and non-white students alike understand race, as well as other 
social constructs, is the diversity wheel activity. Developed by Loden and 
Rosener (1991), the activity involves having students think of their iden-
tity as majority or minority in a number of areas, such as financial status, 
appearance, gender identity, political belief, race, religion, and income. 
When students understand they embody many differing identities from 
in-group and out-group perspectives, they can better see where they are 
in relation to others who are racially different.

CONCLUSION

I have outlined here for underrepresented faculty teaching at PWIs a set 
of practices centered on collaboration, reflexivity, and being community 
focused. Being in the minority in the classroom presents many systemic 
challenges to pedagogical success but also positions that instructor to 
engage with their students in ways white instructors at PWIs cannot. 
Those challenges are mitigated by employing a consistent and holistic 
teaching philosophy that portrays the lecturer as a teacher, advisor, and 
researcher by openly addressing both the lecturers’ and the students’ 
racial identities and positionings through reflexive practice and by find-
ing a way to do community-focused work that forces students to confront 
their preconceptions about people who may be different from them.
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PERSPECTIVE: WHEN THE LECTURER 
IS BIRACIAL OR MULTIRACIAL

Elliott Lewis, Syracuse University

The class began, as my classes often do, with a question. “How 
many of you have ever been stopped by the police because of your 
race?” I ask the students. It is my way of launching a discussion 
about diversity issues in news coverage. No hands go up.

“Seriously?” I say. “None of you?”
I am not terribly surprised. Of the thirteen students seated in my 

radio news course this particular semester, none are Black.
At Syracuse University, the predominantly White institution 

where I teach broadcast journalism and communication law, less 
than 7 percent of undergraduates identify as African American. 
As of the fall of 2020, 55 percent identified as White, 10 percent as 
Hispanic, 7 percent as Asian, and 4 percent as multiracial. But those 
university-wide numbers are rarely reflected in my classroom. In 
my first three years as a faculty member in the Newhouse School of 
Public Communications, I cannot recall having more than three stu-
dents of color in any single undergraduate course that I have taught. 
It is worth noting my graduate-level classes have been considerably 
more racially diverse.

Nonetheless, I often face a class with few students who have 
experienced the sort of racial encounters with law enforcement 
that cause many communities of color to view police with at least 
suspicion if not outright hostility. Few of my students understand 
the repercussions of journalists mishandling issues of race in news 
coverage. Like many men of color, I have indeed been stopped by 
the police on account of race. The situation never escalated to the 
point of violence. Still, the details of how it happened is a story I 
share with my students for several reasons.

First—and there is no other way to say this—some students think 
I am White. Sharing my story provides an opportunity for me to 
clarify that and introduce them to the nuances of racial identity. As 
I often put it, I consider myself “more Black than White but more 
biracial than anything else.” Second, it exposes the dangers of using 
generic racial descriptions in crime stories. It is a pitfall too many 
newsrooms still fall into today, and I hope my students will learn to 
avoid it when they enter the profession. Third, it serves as a starting 
point for a broader ethical conversation about journalistic principles 
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of fairness, objectivity, separating the personal from the profes-
sional, and whether there are times when one’s own experience may 
be used to enhance news coverage.

“The Suspect Is a Black Male . . .”

It happened when I was sixteen years old. My mother, an olive-
complexioned woman of Black and White ancestry, had recently 
remarried to a brown-skinned Black man. He and I were heading 
home after picking up a pizza when we noticed the flashing red 
and blue lights behind us. We pulled over, and the officer, who was 
White, approached the driver’s side window.

“Hi, there,” he said. “Out getting some pizza, ay?” noticing the 
Domino’s Pizza box I had on my lap. “Can I see your license and 
registration?” he asked my stepfather.

“Sure,” he said. “What’s this all about?”
“I’ll come back and explain it in a minute,” the officer answered.
He returned to his patrol car and began talking on the police 

radio. Meanwhile, another officer, also White, pulled up in a second 
patrol car behind him. Both of them then came back to our vehicle, 
one on either side of the car.

“The reason we stopped you is that we had a report of a robbery 
involving two Black males,” the first officer said, now realizing he 
had stopped the wrong people.

“One of them had a goatee,” the second officer said. Neither my 
stepfather nor I did. “Of course, you could have shaved that off,” 
he added.

“We’re sorry for the inconvenience,” the first officer said. “Enjoy 
your pizza.”

And with that, they sent us on our way. The officers were courte-
ous throughout, and their handling of the matter could have been a 
case study in how to avoid making a tense situation worse. But we 
were still rattled by the encounter—that we had been stopped on 
the grounds we supposedly matched the description of the suspects.

“Bullshit, we matched the description,” I tell my students when I 
recount the story. It is one of the rare moments when I deliberately 
swear in class. “The cops pulled us over because we matched the 
suspects’ race. If the suspects had been two White males, do you 
think they would have pulled over every car with two White guys 
sitting in it?” I ask rhetorically. And therein lies the danger in using 
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generic racial descriptions in news stories. Such descriptions are 
rarely helpful in narrowing down a criminal suspect. Instead they 
provide fodder for majority communities to feel justified in view-
ing anyone of the specified minority group with suspicion. Absent 
further identifying details, vague descriptions that include race do 
more harm than good.

Racial Dynamics in the Newsroom

More than ten years after I was mistaken for a robbery suspect, I sat 
in a television newsroom watching my station’s 11 p.m. newscast as 
we aired a crime story that included a suspect description—a “Black 
male” with few other identifying characteristics.

“Why did we run that description?” I asked my assistant news 
director, who was White.

“That was the information police provided, and we pass along 
whatever information they have, whatever will help the cops,” he 
said nonchalantly.

Help the cops do what? I wanted to say. Stop and harass Black 
people? My news manager’s explanation directly contradicted the 
guidance offered by the Associated Press Stylebook, both then and 
now. The 2020 edition advises journalists to think carefully before 
identifying someone by race. “Where suspects or missing persons 
are being sought,” the descriptions should be “detailed and not 
solely racial” (The Associated Press, 2020, p. 250) the Stylebook 
advises. “Any racial reference should be removed when the indi-
vidual sought is apprehended or found” (p. 250).

“That description was not helpful,” I told the assistant news 
director.

“Well,” he conceded, “I guess I’ve never been stopped by the 
police on account of my race.”

“Well, I have,” I told him.
Those descriptions carry real-world implications for people of 

color—something that I knew from firsthand experience, but my 
assistant news director had little appreciation for. It is just one 
example of how a more diverse, more inclusive newsroom can lead 
to better editorial decision making.
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Check Your Opinions—Not Your Life Experience—At the 
Newsroom Door

As this example illustrates, my life experience as a biracial Ameri-
can is not something I should attempt to “turn off” when I enter 
the newsroom. But it should not cloud my view of my professional 
responsibilities either. The kinds of stories we are training most of 
our students to write require them to check their opinions at the 
newsroom door. Covering a “pro-choice” rally? Your opinion on 
abortion rights has no place in the story. Assigned to witness an 
execution? Your feelings on the death penalty do not belong in the 
piece. Too often, I find myself having to remind students, “You are 
writing a news story, not an essay sprinkled with quotes.”

That said, many life experiences are worth drawing upon to help 
a newsroom improve its coverage. A journalist who grew up on a 
farm may have a different perspective on international trade policy 
and its impact on agriculture than a big-city reporter who relates 
more to Wall Street than to rural America. A newsroom staffed 
with young, single people may not prioritize education stories in 
the same way journalists with school-aged children would. In other 
words, we should plan on checking our opinions at the newsroom 
door but not our life experience. Instead we should try to leverage 
diverse experiences to build a better news product.

Professor-Generated Content

In an academic setting, campus media outlets can provide a labora-
tory for exploring the diversity that is all around us. When Comedy 
Central’s Trevor Noah visited Syracuse University in 2019, I used 
the biracial comedian’s appearance as the topical hook for an eight-
minute segment on multiracial identity that I produced for WAER, 
Syracuse University’s NPR station. My sources each had a different 
view on what being biracial meant to them. One was Jason Gruber, 
a student who had been in my class the previous semester. I asked 
him what race he initially thought I was.

“When I heard your name, Elliott Lewis, I was like, ‘This profes-
sor is going to be White; this is going to be another White professor.’ 
When I saw you, I was like, hmmm, I don’t know. It’s kind of throw-
ing me off a little bit,” Gruber said. “Then once you introduced 
yourself as biracial, I was like, oh, it makes sense. Yeah . . . we see 
each other.”
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Stories like this can be repurposed in the classroom to teach any 
number of lessons. This particular piece is an example of first-
person reporting, an approach that I would argue should be used 
sparingly but does have a place in our media landscape. The style 
seemed appropriate for my long-form feature story, a different 
genre from fast-paced, deadline-driven, daily journalism. The piece 
also highlights some broadcast reporting fundamentals: the use of 
natural sound, the sensitivity needed when covering often margin-
alized groups, and the diversity of perspectives found within com-
munities of color.

Leveraging our life experiences to produce more well-rounded 
content can be accomplished without devolving into opinion-driven 
journalism or compromising other traditional values of our craft. 
As Dorothy Tucker (2020), president of the National Association of 
Black Journalists, said in an interview on NPR’s All Things Consid-
ered, “You bring to the table who you are. But as a journalist, you are 
fair, and you are accurate, and you are balanced. And that is the job 
that we have, and that is the job that we do.”
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People in the academy have a variety of experiences with racism. Fac-
ulty and students of color experience vivid and inescapable confron-

tations with bigotry. White faculty, on the other hand, are afforded the 
privilege of being oblivious to racism’s very existence if they so choose. 
That is because structural racism’s underlying logic makes it easy for 
those in the majority to not notice the trauma that it inflicts. Peeling back 
those blinders is necessary, if uncomfortable, work. But as a colleague 
recently said to me, the work of dismantling white supremacy in journal-
ism education—and within journalism itself—is every white professor’s 
responsibility.

This chapter examines the need for majority (generally speaking, white) 
faculty to share in the labor of teaching about race in journalism and mass 
communication programs. Research has suggested that the responsibil-
ity for teaching diversity in journalism programs has disproportionately 
been left to faculty of color and treated as an add-on rather than being 
integrated into all parts of the curriculum (Baldasty et al., 2003; Biswas et 
al., 2017). Given that imbalance, the work of building racially just journal-
ism education needs to be shouldered more equitably.

However, if faculty represent a key part of the solution, there is evi-
dence that some may lack the necessary cultural tools to do the work. 
For example, a recent study found that journalism faculty in one large 
program rated themselves as highly culturally competent but were 
critical of the competence of their faculty peers (Erba et al., 2020). In this 
same study, 10 percent of respondents reported being at the receiving 
end of hostility, and most of this involved insensitive comments from 
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faculty—suggesting that instructors may overestimate their own cultural 
competency.

When race-related issues are taught in journalism and mass commu-
nication programs, they are often lumped together with gender, class, 
nationality, and ethnicity under a broad umbrella of “diversity” (Baldasty 
et al., 2003). A survey of journalism programs found that more than four-
fifths of programs offered a standalone diversity class but only a little 
more than a quarter of the classes reported were required for students 
(Biswas et al., 2017). This means that such classes may be most often taken 
by those who are predisposed to be interested in them rather than reach-
ing the people who most need them.

Even when white faculty hold strong personal beliefs about the impor-
tance of diversity, equity, inclusion, and social justice, the very structure 
of higher education caters to their ease. As Baladsty et al. noted, “Whites 
should recognize that when we have dealt with race, we have often done 
so in a way that is comfortable for us” (2003, p. 9). But this sense of com-
fort allows the logic of white supremacy to run in the background, similar 
to the way an operating system governs the basic functions of a computer 
outside of the user’s direct attention. Of course, for those who do not ben-
efit from the privileges whiteness affords, this operating system is more 
than buggy—it is dangerously dysfunctional and dehumanizing.

In particular, white men like me have a long history of avoiding these 
necessary conversations, more often representing the problem rather than 
contributing to the solution. This chapter acknowledges that many of us 
faculty have work to do. It starts with a discussion of the importance of 
decentering whiteness in journalism and journalism pedagogy and then 
moves to a discussion of some ineffective strategies that are sometimes 
used by white faculty. Then it discusses the benefits of using a Scholar-
ship of Teaching and Learning (SoTL) approach. Finally, an example of 
one exercise in practice is discussed.

DECENTERING WHITENESS IN JOURNALISM EDUCATION

There has been much conversation in recent years about the urgent need 
to decenter whiteness in higher education generally, and in journalism 
and mass communication specifically. As “an ideological system that 
prizes white skin and confers privilege” (Alemán, 2014, p. 73), white-
ness is deeply embedded across the academy, in ways both obvious and 
subtle. Frequently, discussions about decentering whiteness occur at the 
curricular level, focused on reviewing syllabi to be mindful of whose 
voices are amplified and whose are absent in the coursework. This is par-
ticularly important work in journalism classes because many of the field’s 
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longstanding professional norms mask their roots in white supremacy 
(Alemán, 2014).

Journalism and mass communication industries carry important civic 
responsibilities, and reforming the ways future professional communica-
tors are educated can have an outsized effect on public discourse. Mass 
communication workers direct attention and give audiences cues about 
what is important in public life, helping them form beliefs and attitudes 
about people and issues outside of their direct experiences. In the words 
of Kovach and Rosenstiel, journalists “identify a community’s goals, 
heroes, and villains” (2014, p. 12)—with people of color habitually placed 
on the negative end of that construction. Traditional media practices have 
contributed mightily to the demonizing, stereotyping, and otherizing of 
people of color. News media often have presented mediated presenta-
tions of marginalized groups that “superimpose a pro-white preference 
over an anti-minority bias” (Fleras, 2016, p. 23). 

More than a half-century has passed since the Kerner Commission con-
cluded that “the media report and write from the standpoint of a white 
man’s world” (National Advisory Commission on Civil Disorders, 1967, 
p. 368), yet little has changed. The systemic whiteness of news media is so 
pervasive that first the Kerner Commission, and later Fleras (2016), pro-
posed thinking of mainstream journalism as the “white press” or “white 
ethnic media.”

The perspective Kerner was critiquing remains an ossified part of 
journalism pedagogy, with uncritical reliance on conventional news val-
ues such as timeliness, conflict, and prominence, which may present an 
impediment to fairly and inclusively reporting on communities of color 
(Alemán, 2014; Robinson & Culver, 2019). Adherence to the concept of 
objectivity—particularly “an objectivity that falsely equates diverging 
sides of an issue or privileges elite sources” (Robinson & Culver, 2019, 
p. 376)—is another problematic concept that is embedded in journal-
ism teaching (Brown Kilgo, this volume). One corrective to this idea is 
the emerging paradigm that Nielsen (2020) named the “Interactive Race 
Beat.” Reporters working in this paradigm have viewed this traditional 
notion of objectivity “as dangerous and outdated,” in part because it cen-
tered “whiteness, particularly elite, male whiteness, as a norm” that has 
treated the existence of racism as an open question (p. 199).

REFORM FROM THE NEWSROOM TO THE CLASSROOM

Journalism education is implicated in the deficiencies of journalism 
practice. Left unexamined, some traditional pedagogical approaches in 
journalism and mass communication perpetuate whiteness and promote 
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“a worldview that excludes the perspective of racially disenfranchised 
communities—even when students of color are enrolled in the class-
room,” observed Alemán (2014, p. 86). Such values of news production 
have tended to flatten the lived experiences of people of color and other 
marginalized groups, and they have persisted from the classroom to the 
professional field (Robinson & Culver, 2019).

However, race-conscious reform in higher education has an important 
human aspect as well as a curricular one. The curriculum is delivered by 
real, flesh-and-blood human beings who possess individual identities 
that cannot be left at the classroom door. Good faculty bring much of 
themselves into their teaching, but white faculty have experienced some 
particular barriers to incorporating antiracist pedagogy. These barriers 
have included a lack of institutional commitment, pressures related to 
tenure and promotion, and “an internalized struggle with being per-
ceived as nonexperts in anti-racism and equity discourse” (Phillips et al., 
2019, p. 9). These are barriers that white faculty must overcome to join in 
the process of subverting the embedded logic of white supremacy and 
building a more inclusive higher education.

There have also been maladroit approaches that white faculty some-
times employed in dealing with race. One ineffective strategy has been 
to simply ignore it altogether, falling back on naïve and harmful notions 
of so-called color-blindness, which in reality has functioned as a slippery 
kind of covert racism (Bonilla-Silva, 2017). This silence has taken a variety 
of forms. Faculty may have designed their syllabi so that topics related 
to race were unlikely to come up. They might not quickly have spoken 
up to correct problematic student comments. Perhaps they did not pay 
attention to which students were speaking up and which students were 
not. Overall, this approach has been emblematic of an inability to deal 
with race in real time.

The motivations for adopting this approach have been several. White 
professors may be ambivalent about the seriousness of racism in the acad-
emy or the profession, they may be afraid of the consequences of getting 
something wrong, and they may believe that they lack the appropriate 
tools to discuss race. However, all of these motivations are inappropri-
ate because they are ultimately centered on an instinct for self-protection 
rather than a focus on helping students (Sue, 2016).

Faculty silence on race primarily has had detrimental effects on 
students of color—retraumatizing and otherizing them and allowing 
microaggressions to fester. This hesitancy to engage has resulted in a 
“conspiracy of silence about race that allows those in power to live in 
comfort, naiveté, and innocence, while people of color continue to live 
quiet lives of desperation, attempting to speak, but having their voices 
unheard or silenced” (Sue, 2016, p. xv). However, the inability to frankly 
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engage in dialogue on topics of race and racism also has had negative 
effects on white people, hampering their empathy and compassion for 
others and increasing feelings of self-denigration and self-deception (Sue, 
2016). As such, silence has been harmful for students of all identities, as 
well as for faculty members.

A corrective for this strategy is for faculty to understand their duty to 
confront their anxieties about engaging with race in their teaching. As 
Ijeoma Oluo argued, “If we continue to treat racism like it is a giant mon-
ster that is chasing us, we will be forever running. But running won’t help 
when it’s in our workplace, our government, our homes, and ourselves” 
(2018, p. 7). We might add, especially in our classrooms.

At the other end of the spectrum from the silent types are those white 
faculty who weaponize social justice terminology in ways that are 
more self-serving than genuine (Gray, 2018). This phenomenon—also 
described as “performative wokeness”—has been defined as “a disin-
genuous demonstration of an acute awareness of social issues that affect 
marginalized populations” (Watson, 2020, p. 241). The performatively 
woke may use the proper critical terminology—and chastise colleagues 
who do not—but they have failed to reckon with the pervasive anti-
blackness that permeates their institutions in decisive actions as well 
as words (Gray, 2018; Watson, 2020). In the public relations realm, this 
idea has been related to a strategy of “woke-washing,” which describes 
statements of allyship that elide a sustained commitment to social justice 
(Sobande, 2019).

This performative approach has played out in faculty meetings and 
committee assignments, in tear-filled stories about a moment of racial 
awakening or detailed narratives acknowledging one’s own privilege. 
At its core, it is wrong headed because it centers the white experience 
of racism. Such performance often masks weakness, allowing the white 
faculty to reap the benefits of greater credibility of appearing to be on 
the correct side of diversity work without any sort of action or personal 
sacrifice (Kalina, 2020; Phillips et al., 2019). Furthermore, because they 
center whiteness, performative approaches often focus on remedial work 
for white students rather than building adequate space for students of 
color to thrive.

Counteracting performative allyship is, of course, genuine allyship 
based on authenticity. True support for antiracist work is based in a 
continuous, reflexive, and proactive interrogation of whiteness and inter-
sectionality, coupled with leveraging privilege to promote solidarity and 
support for people of color (Erskine & Bilimoria, 2019).

In other words, it requires action.
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STARTING FROM WHERE YOU ARE

No matter who is doing the teaching, when teaching race, instructors 
cannot walk away from their own identities and lived experiences. 
Decentering whiteness does not mean annihilating the individual but 
rather reforming systems. Previous research has suggested that authenti-
cally engaging racial identity in teaching requires “a positive, supportive 
classroom that employs a collaborative learning style” that has helped 
students reformulate their understanding of race (Brunson, 2000, p. 3). 
Some successful strategies for effective classroom dialogue about race 
include bringing one’s own racial or cultural identity into the conversa-
tion, acknowledging one’s personal biases and imperfections, becoming 
comfortable about discussing race and racism, and creating space to 
cocreate knowledge with students (Phillips et al., 2019; Sue, 2016).

Overall, teachers should foreground authenticity. Rather than pretend-
ing race does not exist or that they have it all figured out, they should 
bring their true selves to the table and use their own journey to model an 
open-minded spirit of inquiry. However, white faculty must take special 
care when drawing from their own experiences in their teaching. While 
being transparent about their own process can be instructive, they should 
be mindful about whether they are speaking more to white students (that 
is, “I know because I have been there”) at the cost of providing space for 
students whose identities the instructor does not share. It is important for 
faculty to pay attention to whether all students are able to see themselves 
in their teaching.

It is one thing to foreground authenticity, but, as noted earlier, this may 
be difficult to do for faculty who lack appropriate cultural competency. 
This is where tapping into the community of teaching scholars is crucial: 
we learn much more together than we learn separately. However, it is 
important that the white faculty take responsibility for their own learning 
rather than leaning on the people of color in their institutions to educate 
them—which is another source of uncompensated labor for faculty of 
color. The SoTL provides one effective way of sharing, iterating, and 
improving teaching practice, particularly in the development of student-
centered, antiracist pedagogy. In the SoTL perspective, educators reflex-
ively use their own teaching as a research agenda, sharing the results of 
their work publicly (Boyer, 1990; McKinney, 2007, 2013).

The SoTL process taps into the shared wisdom of practitioners (Nel-
son, 2001) by helping educators move back and forth between individual 
reflection on teaching and the broader body of knowledge. SoTL is, as 
Hutchings suggested, “both ‘meta’ and deeply engaged” (2003, p. 58). 
SoTL projects can simultaneously revitalize faculty and improve learning 
outcomes (McKinney, 2013). This is because SoTL carries “a bias toward 
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innovation, and often toward more active roles for students that engage 
them more meaningfully in the content, ways of knowing, and forms of 
practice that characterize a field” (Hutchings et al., 2011, p. 11). Further-
more, disseminating the results of SoTL research publicly is a responsi-
bility because it helps build a body of knowledge that others may draw 
upon in an effort to improve teaching generally (Bishop-Clark & Dietz-
Uhler, 2012).

The next section details a project that developed out of a SoTL platform. 
The activity described here is based on an exercise called the Collabora-
tive Lit Review Matrix, which was developed by Jasmina Najjar of the 
American University of Beirut and published online as part of a series 
of community-building resources produced in partnership between 
OneHE and Equity Unbound. This collaborative project offers an online 
repository of open-access teaching tools created by a diverse group of 
international scholars (Najjar, n.d.). With its focus on practice-driven and 
evidence-based pedagogy, these openly licensed community-building 
resources are a vibrant example of SoTL in practice.

UNPACKING A MEDIA BIAS ASSIGNMENT

In the fall of 2020, I was teaching a senior seminar capstone course at 
Western Washington University. Not only was the COVID-19 pandemic 
raging, but students were also preoccupied with the protest movements 
that were sparked by the police killings of George Floyd and others. These 
protests that were particularly active and controversial in the Pacific 
Northwest, even factoring into the presidential campaign. As the debates 
among students and their families continued, these budding journal-
ists were keenly interested in the presence of bias in and fairness of the 
coverage.

Because several students specifically called out “media bias” as a topic 
of interest, I created this group assignment based on Najjar’s literature 
review matrix. The assignment was designed to unpack the scholarly 
understanding of what bias means in order to help students think 
through the coverage they encountered and, ultimately, in their own 
work. The matrix activity was adapted for a journalism capstone course 
for senior-level undergraduate students. This course focuses on mass 
communication theory and culminates in large-scale student research 
projects. In terms of learning outcomes, the matrix gave the opportunity 
to practice writing literature reviews, which are a part of the final projects.

To begin with, the students were provided with a curated collection of 
scholarly articles that approached media bias from a variety of perspec-
tives, including current works and some that went back decades. Each 
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student was assigned one article, and the class was broken into groups 
of six, meaning each group was responsible for six scholarly works. 
Each group was provided with a blank matrix that asked to provide the 
article’s citation, how the article defined bias, and how the article measured 
bias. Once each group had filled out its matrix, the group was then asked 
to collaborate on one paragraph about the definition of bias and one para-
graph about the measurement of bias.

In the next step, all of the group paragraphs were collected and dis-
tributed to the entire class. A couple of themes emerged. Some groups 
pointed out that bias can be present in the news content people consume. 
This can mean unequal or preferential coverage for one side in a debate 
or uneven sourcing within stories. This also includes portraying one side 
of an issue more positively or negatively than the other side. Of particular 
interest, bias can mean depicting members of minority groups differently. 
Other groups talked about bias in terms of audience perceptions. Some-
times media consumers perceive preferential coverage for one side based 
on audience members’ own political opinion. Bias sometimes occurs 
when people avoid news media that they believe is biased toward the 
other party or by selecting news media that are biased toward their own.

After reviewing all of the class submissions, an online discussion was 
launched asking students to reflect on whether the definitions of bias 
that they encountered captured what they think of when they think about 
media bias or whether there was something missing. Student comments 
included critiques of the concept of “objectivity” and the types of sources 
that have traditionally been preferred by journalists, and the question 
of the personal biases of journalists was raised. The institutional nature 
of news organizations was another concern, with students wondering 
whether coverage was sometimes skewed for economic considerations. 
Some of the responses also reflected on the line between inappropriate 
bias and skewing a story by providing a false balance.

Organically, these students were raising the issue in their discussions 
that have been critiqued as elements of journalism that serve to otherize 
members of marginalized groups (see Nielsen, 2020; Robinson & Culver, 
2019). In the process, they began to interrogate their own practices. All 
students were invited to connect the learning material to their own expe-
riences. There was still opportunity for the professor to draw connections 
that the students had not seen or offer correctives to naïve or erroneous 
thinking. However, the intellectual horizons of the class were broadened, 
and the students were able to identify the things that were important to 
them in ways that influenced the trajectory of the teaching. They were 
also able to begin to develop the vocabulary to effectively critique media 
coverage.
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Ultimately, the literature review that the students came up with 
together was better than what they would have done separately, in part 
because they were able to leverage more voices in the process. This is a 
description of the first time using this assignment. In the future, I plan to 
develop a full-scale SoTL project with other key concepts to test its effi-
cacy in more detail. But as a pilot, it was successful in helping students 
engage the debate over media bias in a more thoughtful way.

CONCLUDING THOUGHTS

As journalism professors (many of us current or former practicing jour-
nalists), many of us carry the baggage of outdated and unjust assump-
tions. As Alemán noted, “As it stands now, journalism pedagogy 
precludes future journalism practitioners from unlearning White privi-
leged assumptions and perceptions of race, racism, and diversity” (2014, 
p. 86). White faculty must join in this unlearning process.

By leveraging a SoTL approach in this unlearning process, we can col-
lectively assist in the development of a signature pedagogy for journalism 
and mass communication studies centered on diversity, inclusion, equity, 
and justice. Signature pedagogies are discipline-specific teaching tech-
niques that help students “practice the intellectual moves and values of 
experts in the field” (Chick et al., 2009, p. 3). Creating a space for student-
centered, justice-oriented, discipline-specific pedagogies to develop in a 
systematic way throughout journalism education is an important out-
come if we hope to reform our teaching—and the profession.
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PERSPECTIVE: WHEN THE MAJORITY 
LECTURER IS IN THE MINORITY

Gregory Adamo, Morgan State University

The first time I taught a class centered on race, it was at a large tra-
ditionally White research university. Before showing a documentary 
about the early days of the Civil Rights Movement, I asked the class 
what they knew about the movement. An African American student 
quickly answered, “Martin Luther King and Rosa Parks.” I asked 
what else. The same young man again replied, “Martin Luther King 
and Rosa Parks.” This student had an idea on where I might be 
going, for we were about to watch “Awakenings,” the first episode 
of Henry Hampton’s groundbreaking documentary series Eyes on 
the Prize, a series that focused on the stories of that movement.

Two decades later, I continue to begin the semester by showing 
“Awakenings.” I am now at a historically Black college and uni-
versity (HBCU), where I have taught for more than fourteen years. 
I introduced “Women, Diversity, and Mass Media” as a course at 
Morgan State University ten years ago. It is a version of a class I first 
taught as an adjunct at Rutgers University and then introduced at 
Stockton University in New Jersey. With a class covering both race 
and gender, I am able to use theoretical approaches such as Gaye 
Tuchman’s (2000) symbolic annihilation and Stuart Hall’s work on 
contesting stereotypes (see Jhally, 1997). I find these foundational 
in exploring issues of identity. I must also note that having a class 
that attracts women and gender studies students helps with course 
enrollment as this is an elective, not a required class in Morgan 
State’s School of Global Journalism and Communication.

Teaching about race is directly related to my research. My first 
book focused on African American television creators. It was based 
on interviews conducted in the late 1990s for my dissertation and 
then in the early and mid-2000s, which I turned into African Ameri-
cans in Television: Behind the Scenes (Adamo, 2010). I have continued 
this work with book chapters exploring race and entertainment 
media. During the years that I administered the graduate program 
in telecommunications management at Morgan State, I worked 
to integrate issues of race into a number of my classes, seeing it 
as essential in preparing the students—almost all of whom were 
African American—with an in-depth understanding of issues of 
race and media. When I reached out to former students about their 
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thoughts of having a White professor teaching about race, a gradu-
ate alum pointed to my personal background: “Him having a Black 
ex-wife and bi-racial children gives him a different perspective and 
interactions with Black people than the average White professor.”

My goal with Eyes on the Prize is not so much to teach journalism 
and media students the civil rights history they may not have been 
taught in public schools. Instead it is to focus on the stories that 
Henry Hampton tells––stories that journalists failed to tell at the 
time of the movement and, for the most part, continue to ignore 
today. That is, the stories of those unsung activists that were integral 
to the movement.

The entire Eyes on the Prize series explores many of these stories, 
but in the first half of “Awakenings,” the focus is on people like Jo 
Ann Robinson. She was an activist who was on the board of the 
Montgomery Improvement Association, organizing the carpool 
system that helped African Americans get to and from work during 
the long bus boycott. The Rev. Dr. Martin Luther King Jr. once said 
of Robinson, “Apparently indefatigable, she, perhaps more than any 
other person, was active on every level of the protest” (Robinson, 
2019, para. 7).

I had never heard of Robinson until watching Hampton’s series 
when it was first broadcast on PBS in the late 1980s. I often joke 
with students about the “things I was never taught in New York 
City public schools.” That idea is central to not only the discussion 
of Eyes on the Prize but also to my approach throughout the semes-
ter. Many students report that the same holds true today as the 
American school system and American media prioritize the “great 
man” approach and limit the stories told about much of our history. 
I find that most students entering the class are going through the 
same journey that I did five decades ago and, in fact, continue to 
go through today as I explore the work of current journalists and 
media creators.

Bowe’s statement that “it is important for faculty to pay attention 
to whether all students are able to see themselves in [your] teach-
ing” helps explain why I believe the approach I use in teaching 
about race at an HBCU has worked (this volume, p. 80). Yes, there is 
information that I impart that the students may not know, but cen-
tral to my teaching about race and ethnicity is that there are issues 
and history that I do not know and I take joy in learning about.

The central tenet of how I teach about race is: What do we know, 
what do we not know, and, most importantly, why? These are the 
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questions I encourage students to ask themselves throughout the 
semester and hopefully long after. I admit to the students that I 
ask myself those questions all the time. I agree with Bowe’s caution 
about White faculty treating their life experiences as the norm, but 
I have found for the most part that the “norm” for Black students 
entering my “Women, Diversity, and Mass Media” class is they do 
not know many of the histories and stories that we explore in the 
course. This does not seem to be simply due to their not learning 
this in K–12. It may be due, in part, to the kind of undergraduates 
we have at Morgan State. In their work on a new approach to devel-
oping communication skills in urban-educated millennials––which 
used their experiences at Morgan State as a model––Verdelle et al. 
found that our students “have a dimmed or diminished connection 
to their interests and passions” (2018, p. 204). This being my experi-
ence, I encourage students’ passions by having them explore media 
images of African Americans.

Beginning the semester with Eyes on the Prize allows me to 
emphasize the importance of minority group creators. I discuss the 
fact that Henry Hampton was African American—that his identity 
was central to Hampton’s goal of telling the story from a Black per-
spective. Hampton saw that the story of the movement had “always 
been done by Whites who depicted Black folks as poor, downtrod-
den, and brutalized primitives” and that his version would show 
that “it was the strength of Blacks that made the Civil Rights Move-
ment happen, with support from some Whites” (McKinley, 1998, 
para. 10). This theme is one that I carry throughout the semester, 
tying it to the work that the students may someday create as jour-
nalists or media producers. Bowe rightfully reminded us that fifty 
years ago the Kerner Commission criticized the news media for 
the practice of creating work from the standpoint of a White man’s 
world. Hampton’s Eyes on the Prize is an example of what is possible 
when the lens belongs to a Black creator. Journalism and media 
students at HBCUs need to be reminded of this concept in discus-
sions of recent work such as Ava DuVernay’s documentary 13th 
and Misha Green’s HBO miniseries Lovecraft Country, work that I 
find them excited about.

Early in the semester, I connect the epistemological approach 
of “what do we know” to entertainment media by showing Smoke 
Signals, the first widely distributed film written, directed, and pro-
duced by Native Americans. Students enjoy this film, and it allows 
us to ask ourselves what we know or do not know about First 
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Nations people. What I learned growing up was through the media: 
movies, television, and news created by White people. Like me, 
from Staten Island, New York, my students––the majority of who 
have grown up here in Baltimore or the Baltimore-DC corridor––
have had minimal, if not no, interaction with Native Americans in 
their lives. I assign students to listen to the episode “100 S Broadway 
Part 1” from the award-winning podcast series Out of the Blocks. The 
podcast is produced here in Baltimore by a White man and a Black 
man. This particular episode profiles members of North Carolina’s 
Lumbee tribe who immigrated to Baltimore after World War II. 
They came for factory and construction jobs.

Subsequently, the Baltimore American Indian Center “has been 
a cultural hub for the transplanted Lumbee people and other 
Native Americans in the city” (Henkin, n.d., para. 1). The discus-
sion and assignment then centers on what we do not know about 
American Indians, and I am able to apply symbolic annihila-
tion theory (Tuchman, 2000). I introduce this topic by looking at 
media depictions and our knowledge of Native Americans, or lack 
thereof. So our semester-long journey includes applying this idea 
to various racial, ethnic, and sexual identities. I am also able to tie 
this back to the creators of these depictions by discussing the Out 
of the Blocks episodes from the Pine Ridge Reservation. Produced 
with Arlo Iron Cloud of KILI Radio, Voice of the Lakota Nation, 
this work is an example of refutation of one of the practices of 
White media: “parachuting” into a community, interviewing some 
of the members, and then leaving with media content created 
through a White lens.

We must remember to listen to how our students see this work, 
how it can sometimes be tough to consume as a minority group—
something that, as a White person, I will never really know. One 
student, a returning African American woman, told me, “I believe 
that as long as the professor is culturally competent, sensitive to the 
topic of race, but also open to dialogue about race without biases, 
it’s all good.” Some students may be resistant, like when a former 
undergraduate recalled:

When I initially found out my professor was a White male, I thought 
“What the hell can he teach me about race in the media? I live [every 
day] as a Black woman, he can’t teach me nothing new.” I eventually 
warmed up to the idea and gave it a chance.
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We must remind ourselves of Bowe’s call to foreground authen-
ticity, bringing our true selves to the table, and own our journey to 
“model an open-minded spirit of inquiry” (p. 80).
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When the Lecturer 
Is International

Masudul K. Biswas, Loyola University Maryland

International faculty in U.S. universities play an important role by con-
tributing to institutional diversity, as well as the global competitiveness 

of higher education institutions (Munene, 2014). International faculty 
bring global perspectives into their teaching and expand a student’s hori-
zon of learning (Webber & Yang, 2014). Simultaneously, international 
faculty confront a unique set of challenges, such as the perception about 
them being “less credible” educators while adjusting to a new workplace 
and academic culture outside their home countries (Alberts, 2008; Duru & 
Akinro, 2020; Herget, 2016). Against this backdrop, in addition to teach-
ing other communication and journalism courses, international faculty 
members sometimes are assigned to teach race and diversity courses, 
either based on their own experiences in a foreign-born population or for 
their academic specialization or interest in diversity and the media. The 
challenges that foreign-born faculty members confront in U.S. universi-
ties can influence how they approach teaching a course. Therefore before 
getting into their approach to teaching culturally sensitive diversity and 
race topics in U.S. classrooms, this chapter, at the beginning, will identify 
international faculty experiences in U.S. universities and academic com-
munities’ perceptions about them.

Two terms—international faculty and foreign-born faculty—are used 
interchangeably in this chapter. The foreign-born population in the 
United States includes anyone who is “not a U.S. citizen by birth,” includ-
ing naturalized U.S. citizens (U.S. Census Bureau, 2020). International 
faculty who, over the time, become U.S. citizens are considered foreign-
born U.S. citizens.
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INTERNATIONAL FACULTY EXPERIENCE IN U.S. UNIVERSITIES

Foreign-born faculty confront more challenges and adjustment issues 
in the beginning years of their teaching careers compared to their U.S.-
born counterparts (Alberts, 2008). Past research identified these unique 
challenges that foreign-born faculty encounter while teaching at U.S. 
universities: prejudices and biases, accents, and adjustments to academic 
systems and student expectations (Duru & Akinro, 2020; Lee & Janda, 
2006; Omiteru et al., 2018; Herget, 2016).

A major prejudice that international faculty confront is that they are 
considered less credible and they are not as knowledgeable as their U.S.-
born counterparts (Duru & Akinro, 2020; Kim et al., 2011; Manrique & 
Manrique, 1999). Because of how they talk and their accents, they are 
considered “outsiders” (Duru & Akinro, 2020; Munene, 2014). Some stu-
dents sometimes undermine foreign-born faculty members’ abilities and 
credibility in teaching certain courses, such as writing and cultural stud-
ies (Lee & Janda, 2006; Omiteru et al., 2018). Munene (2014) was critical 
of U.S. academia’s double standard that overlooks prevailing mispercep-
tions of international faculty while appreciating their roles in institutions’ 
global competitiveness.

Another common challenge that international faculty confront is with 
their accents or how they speak English. Teaching undergraduate stu-
dents on nonurban, less diverse campuses could be more challenging 
for international faculty as students may not have much exposure to 
foreign accents (Alberts, 2008; Herget, 2016). International faculty often 
receive low scores in students’ course evaluations mainly because of their 
accents. In some cases, as Herget (2016) argued, students blame an inter-
national faculty member’s accent even though they are not doing their 
part in a class, such as asking the instructor questions for clarification and 
working on their assignments properly. Lee and Janda (2006) argued that 
foreign-born, as well as native-born, minority faculty have not been well 
accepted by some students on less diverse campuses where faculty and 
students are predominantly White.

INTERNATIONAL FACULTY PERSPECTIVES

This chapter also reflects on the teaching race and diversity experiences 
of thirteen foreign-born faculty. International faculty interviewed for this 
research completed their undergraduate education outside the United 
States but earned graduate degrees in the United States. A number of 
these faculty members became naturalized U.S. citizens. Faculty inter-
viewed were working either as tenured or tenure-track faculty members 
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in U.S. universities located in the South, Midwest, or Northeast. Of them, 
nine faculty taught in public universities and four faculty taught in pri-
vate universities during the time of interviews, in October and Novem-
ber  2020. The interview pool consisted of seven male and six female 
faculty members, and four of these faculty members were teaching in pro-
grams accredited by the Accrediting Council on Education in Journalism 
and Mass Communication (ACEJMC). These foreign-born educators have 
been teaching at U.S. universities for various durations from two months 
up to twenty-five years. This purposefully selected group of interviewees 
are originally from countries in Africa, East Asia, Europe, Latin America, 
the Middle East, and South Asia. In accordance with the informed consent 
agreement, this chapter will not include interview participants’ names 
and institutional affiliations.

TEACHING RACE AND DIVERSITY

Teaching a course on race and diversity in multicultural U.S. society can 
be a challenging task for a foreign-born faculty member because their 
lived experience in the United States is much shorter than that of native-
born minority faculty members. Additionally, prevailing prejudices about 
foreign-born faculty being “less credible” do not put them in a favorable 
position in teaching sensitive topics of diversity and race. Despite these 
challenges, a number of foreign-born faculty members have shared some 
of their approaches to teaching diversity and race for the purpose of this 
chapter, and they also addressed some classroom and pedagogical chal-
lenges while teaching such courses.

Not all faculty members interviewed in this research taught a course on 
diversity or race. Some of them taught a course on global communication, 
such as international public relations, while the rest infused diversity 
content in all courses that they regularly taught. Therefore the rest of this 
section is organized in two subsections: (a) international faculty members’ 
teaching approaches to diversity in three course settings in journalism 
and communication programs: U.S. diversity courses, global diversity 
courses, and infusing diversity content in other courses; and (b) how they 
go about addressing some of the classroom and pedagogical challenges 
they confront while teaching diversity.

Teaching U.S. Diversity Courses

There are two types of courses on teaching diversity in multicultural U.S. 
society. One type of course is a survey course on diversity, and another 
type of course is designed around a specific social group, such as Asian 
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Americans and the media. Faculty interviewed for this research taught 
both of these types of courses.

Faculty members who have taught a diversity course in a journalism 
and communication program found more ways to be creative with their 
teaching approaches with such courses than in some other rigidly struc-
tured journalism courses, such as media writing and news editing. For 
example, one faculty member has used a wide range of learning assess-
ment methods, more than exams and quizzes, which included a “point to 
ponder” activity for each textbook chapter. For a discussion on inclusion, 
he designed an “inclusion-exclusion” activity in his classroom where he 
assigned a number of randomly selected students to join a number of 
student groups. The task of each group was to ignore the new members 
during group conversation. The idea behind this activity was to convey 
this message to the students: When you suffer, you remember it. This has 
been how marginalized students on campus or marginalized populations 
in our society have felt or remembered their experience of exclusion and 
discrimination.

A faculty member, originally from Argentina and teaching at a private 
university, described her teaching approach in an undergraduate, elective 
diversity course (“Latino and Latin American Media”). Half of this course 
was focused on the representation of Latinos in mainstream U.S. media 
and the roles of Spanish-language and bilingual media geared toward 
Latino communities in the United States. The rest of the course served the 
purpose of teaching global diversity by focusing on the political economy 
of the Latin American media system. In her seminar-style class, under-
graduate students wrote papers and participated in guided discussion to 
reflect their understanding of course topics. One of the class discussions 
dwelled on how the Associated Press Stylebook is not correct about some of 
the terms associated with Latinx identity.

A Bangladesh-born faculty member teaching at another private uni-
versity blended historical and sociological backgrounds of stereotypes 
associated with racial and ethnic minorities with discussion on contem-
porary representation of these identities in U.S. entertainment media, 
such as TV commercials, YouTube videos, TV shows, and Hollywood 
films. In his class, students were trained to take a sociological approach to 
analyzing representation of identities in media content and read a social 
history book on the sociology of group conflict and change in the context 
of diverse identities. In addition to writing multiple reflection papers and 
participating in numerous guided class discussion, students conducted a 
content analysis project with a focus on representation of race, ethnicity, 
gender, or class in TV commercials or television shows. Before assign-
ing this project, the instructor taught students how to conduct a content 
analysis project. Based on the findings, students were expected to write 
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a four- to five-page research paper along with their completed codebook 
for their content analysis. In writing this paper, students were expected to 
discuss their findings in the context of their learning of relevant historical 
and sociological backgrounds of stereotypes and other study findings on 
media representation.

Global Diversity

The strength of having foreign-born faculty members teach a global 
diversity course is their ability to share firsthand global media and com-
munication experiences with the students, in addition to what students 
can learn from assigned readings, textbooks, and other course materials. 
A faculty member, who is originally from the Dominican Republic, exten-
sively exposed students to public relations practices in other Latin Ameri-
can countries in her international public relations class in addition to the 
public relations industry in other regions. Unfortunately, the majority 
of textbooks highlighted case studies from only a select few, developed 
countries. Hence, her professional experience in the Dominican Republic 
allowed her to share some firsthand experience with public relations in a 
different culture. Another faculty member who had international journal-
ism experiences in South America brought her global media perspective 
to teaching courses like “Journalism and Democracy” and “Latin Ameri-
can Media,” which explored international media systems in respective 
political contexts.

Infusing Diversity

The majority of the faculty members interviewed for this research have 
not taught a course on diversity. Instead they incorporated diversity 
content in other courses they regularly have taught in public relations, 
advertising, and journalism. Some of them baked their global journalism 
and communication experiences into their lectures. For example, when 
teaching media ethics and news reporting courses, a faculty member 
brought his firsthand experience of news reporting in the Iranian media 
system and shared the differences in journalistic practices between 
societies. When she taught global marketing in an advertising class, a 
South Korea–born faculty member found it very easy to explain the 
difference between Eastern and Western cultures because she lived in 
both cultures. She shared examples from Korea and discovered that her 
students were familiar with Korean pop music, also known as K-pop. 
Students were not only able to relate to the faculty member’s interest, 
but they also found such connections with the instructor interesting and 
engaging, leading them to do more research in international marketing 
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and advertising classes on the role of popular K-pop bands, such as 
Bangtan Boys (BTS).

Student diversity on campus and in classrooms can motivate a foreign-
born faculty member to internationalize course content and activities. 
One faculty member added a good number of examples from Latin 
American countries in her advertising courses because a majority of her 
students were Hispanic or Latinx. She argued that student diversity in her 
department made her a better professor because she constantly updates 
her course content to make the classes relevant to students. Having a lot 
of first- and second-generation immigrant students from Africa, Asia, 
Latin America, and the Middle East allowed another faculty member, 
who grew up in Germany, to be more creative with her teaching approach 
to a journalism class. She also made efforts so that course content and 
assignments were relevant and practical for the students. Because of 
her students’ family connections in other countries, she has created an 
international story assignment in her journalism course. Another faculty 
member, who teaches at a metropolitan university in the Midwest, com-
mented that when he included international aspects of public relations 
practices in his introductory public relations course, those discussions 
got the students excited and interested to dig deeper. The majority of his 
students have been second-generation immigrants.

Two faculty members shared how they infused diversity in a required 
course. One faculty member incorporated diversity and inclusion in his 
senior digital media capstone class through clients’ projects. In various 
semesters, this instructor created partnerships with social innovation proj-
ect teams, charities, and nonprofits serving underserved immigrants from 
Latin American and African countries, individuals with disabilities, and 
other marginalized groups, such as incarcerated women in a major Mid-
Atlantic city. Students worked on web, multimedia, and graphic design 
projects for these clients with small budgets who desperately needed help 
with communication. At the end of the day, this faculty member found 
his joy in teaching this capstone course for two reasons: (a) these nonprof-
its and charities utilized student-created design and content for fundrais-
ing for programs geared toward promoting inclusion or ensuring equity 
for socially disadvantaged groups, and (b) students gathered valuable 
perspectives about underserved and marginalized groups that they might 
not have gained otherwise. Another faculty member incorporated discus-
sion on diverse identities, including racial, ethnic, religious, and sexual 
identities, and diverse news sources in a writing course. For example, in 
her fall 2020 virtual class, she brought a guest speaker, who is a Native 
American student, in to talk about how media covered Native Americans 
right after CNN’s use of an on-air graphic labeling “Something Else” for 
voters who were not White, Latinx, Black, or Asian. The speaker not only 
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shared her personal feelings about such media coverage and labeling, but 
she also offered some tips on the use of terminologies associated with 
Native Americans. This faculty member assessed such diversity learning 
outcomes through course assignments. For example, in a news writing 
assignment, students were required to include every stakeholder’s voice 
in a story (for example, sources cannot be all male). Likewise, if the issue 
affected multiracial groups, then students were required to interview a 
diverse group of people for the story.

DEALING WITH BIASES: ACADEMIC EXPERIENCE 
VERSUS LIVED EXPERIENCE

Foreign-born faculty members should adopt three strategies to deal with 
biases in their teaching and classroom discussion. One of them is to create 
a safe classroom environment for race- or identity-related discussions by 
telling the students that an instructor may not be an expert of all identi-
ties; both students and instructors can have their own biases, but every-
one needs to have an open mind to accept and correct the mistakes they 
make. Faculty members should prepare very well for teaching a class on 
race and diversity to offer adequate historical and social backgrounds 
of serious topics such as prejudices, stereotypes, and racial disparities. 
Additionally, faculty members should avoid speaking in absolute terms 
and with generalizations.

Two faculty members, while teaching diversity, told their students that, 
as professors, they may have their own biases and that they are not experts 
of all cultural identities. One of them had been living in the United States 
for about twenty years and is an expert of Latinos and the media, while 
another faculty member had been teaching diversity courses for five years 
with academic training and research specialization in diversity and the 
media. Students were welcome in their classes to point out if faculty mem-
bers made biased comments. They think being frank with students created 
a safe classroom environment for participating in discussions on race and 
diversity. One of them also accommodated different types of students in 
her pedagogical practice. If students felt too shy to say something on a 
diversity topic in the classroom, they were allowed to email her their ques-
tions or comments. While engaging in discussion on diversity, this faculty 
member told her students, “We all are going to make some mistakes,” and 
encouraged them to correct those mistakes. She also encouraged her stu-
dents to ask someone from the community that they were covering to get 
an answer on the appropriate use of ethnicity-specific terms.

A faculty member teaching at a majority-minority campus in the South 
told her students that she does not say something in terms of absolute, 
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such as it is always true or “everyone in the community believes this way.” 
Rather she has used hedging words, such as “sometimes” or “sometimes 
it may happen.” By saying these, the instructor set expectations for stu-
dents on how they should write and talk about race and media. Another 
faculty member in his diversity and the media course taught his students 
how to distinguish facts from opinion and how to avoid generalizations 
of research findings on media representation in writing.

Two faculty members said that they spent more time preparing for a 
course or topic on diversity than in preparation for other types of courses 
and topics simply to avoid any form of incomplete information or biases 
and to get ready for all sorts of questions. They incorporated research and 
additional background information into their lectures and presentations 
while sharing contemporary examples to explain the quality of cultural 
and racial representation. One faculty member mentioned she thought 
a lot on how she would articulate a response to a question on race and 
cultural differences.

Another faculty member, who taught cultural difference between East-
ern and Western cultures in an advertising class, trained her students with 
an evidence-based approach, such as through the use of a wide range of 
reference materials, to avoid cultural bias in classroom discussions and 
assignments on cultural differences. She thought that her lecture on cul-
tural differences based on statistics, research, and industry reports was 
a model for her students to replicate. No student had questioned her for 
being culturally biased.

Some of the faculty members took additional time in explaining his-
torical and sociological context or designed fun but relevant activities 
before introducing a topic on media and social identity. As implied in the 
interviews, like their colleagues and any other professional, international 
faculty grew on their job, too. They got more creative with engaging class 
activities and efficient in dealing with challenging classroom situations 
around race-related discussions when they taught a diversity course over 
a period of time.

COUNTERING THE NOTION OF “LESS CREDIBLE”

By preparing well for teaching a topic on race and diversity and being 
very mindful about their own biases, a foreign-born faculty member 
also can address a misperception of being “less credible” compared to 
U.S.-born faculty members. A faculty member teaching at a less diverse 
campus brought in “a lot of context,” which included additional histori-
cal background to the discussion of religion and media. Despite not being 
a Christian, he shared his knowledge on Christianity with the students. 
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For example, in his lecture, he told his students that it is very common in 
the United States to hear the use of Christians and Catholics separately. 
Both are forms of Christianity, and the Catholics were there for more 
than one thousand years before reformers like Martin Luther arrived. The 
foreign-born faculty member said, “I bring in [this type of] knowledge so 
that [students] understand this guy is not talking trash.” He wants his 
students to recognize that he is a knowledgeable person, and he did not 
always need to refer to a textbook.

Another faculty member mentioned that teaching innovations, such as 
creating a new course and reviving an existing course, can get an interna-
tional faculty member noticed in the department and helps in countering 
prejudices about their abilities.

DEALING WITH PREJUDICES

Another challenge a foreign-born faculty member confronts while 
teaching a course on diversity and the media is some students’ deeply 
entrenched perceptions about certain identities.

For example, an instructor of diversity and the media, who was gener-
ally happy with his students’ diversity learning outcomes, observed that 
some of his students were not willing to change their unfavorable opin-
ions toward Muslims and interracial relationships. This faculty member 
attempted to counter prejudice about Muslims by showing an infotain-
ment video on interfaith dialogue and by sharing his Muslim friends’ 
experiences as a religious minority. To understand differences and 
similarities among religions, his students watched a humorous, as well 
as a very insightful, TED Talks video called The Interfaith Amigos: Breaking 
the Taboos of Interfaith Dialogue. In this video, three religious leaders—
representing Muslims, Jews, and Christians—frankly talked about how 
faith can bring people together and how faith can also create division. 
Despite watching this video, some students sometimes did not change 
their perceptions about Muslims. In response, he shared about his own 
upbringing in a religiously diverse Indian society, which has the world’s 
third largest Muslim population (120 million). Though he is not a Muslim, 
he has secondhand experience through many of his Muslim friends as 
religious minorities in precarious situations, such as the repercussions of 
the 9/11 terrorist attack, disputes around the Babri Masjid (a mosque in 
Ayodhya, India), and other terror attacks.
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CONCLUSION

The foreign-born faculty perspectives included in this chapter were not 
generalizable to every foreign-born faculty member teaching at a U.S. 
journalism and communication program. However, their experiences 
of teaching race and diversity courses and how they mitigated some 
of the pedagogical and classroom challenges could offer teaching ideas 
to any faculty member. Moreover, foreign-born faculty members can 
help a journalism and communication program achieve an accreditation 
standard not only through their hire but also through their teaching of 
global diversity in their program’s curriculum. One of the accreditation 
standards set by the ACEJMC (ACEJMC, n.d.) focuses on the values of 
domestic and global diversity. When international faculty members have 
academic specialization in diversity and the media, they can also contrib-
ute more to programs’ attainment of diversity goals through curriculum 
by teaching both domestic and global diversity issues. Two foreign-born 
faculty members thought that having a foreign-born faculty member in 
classrooms can itself be an international experience for students because 
of their distinct accent and global experience.

Faculty experience has always been an integral part of teaching experi-
ence, especially for first-time full-time international faculty members who 
needed to make adjustments to new academic standards and practices, as 
well as undergraduate student expectations. Faculty interviewed for this 
chapter recognized that diversity on campus positively impacted their 
teaching experience in U.S. universities, although some of them seem to 
have more positive teaching experience in a more diverse campus than 
those at less diverse campuses. Campus location can indirectly impact 
some international faculty members’ teaching innovations pertaining to 
diversity and inclusion. Faculty members teaching at a university in a 
majority-minority city or a diverse city find more ways to be creative with 
their infusion of diversity in traditional journalism and communication 
courses because they can forge partnerships with community organiza-
tions that serve people of color and underserved communities. It is likely 
that campuses in urban areas have a more diverse student body, includ-
ing first- and second-generation of immigrant students, that a foreign-
born faculty member can easily relate to, making it easier for them to 
develop the course content relevant to the students.
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PERSPECTIVE: WHEN THE LECTURER IS 
FROM A DIFFERENT CULTURE

Mariam F. Alkazemi, Virginia Commonwealth University

Recently, I read a social media post by an international faculty 
member using the hashtag #LoveNotTourism. As I looked into the 
hashtag, I found resources for international couples facing legal 
obstacles to reuniting during the coronavirus pandemic. I began 
to wonder about the challenges facing international faculty when 
moving to and throughout the United States. I remembered a sign 
I came across as I explored Richmond, the home of Virginia Com-
monwealth University, and learned about the racial inequities in our 
past and present. The sign commemorated Loving v. Virginia, a U.S. 
Supreme Court case that legalized interracial marriage in the United 
States. Faculty members must remember that the remnants of his-
torical conflicts need to be studied because of their propensity to 
resurface. Towns and cities that house universities across the world 
are not immune to conflict, and it is important for faculty members 
to become educated about the issues that affect their students and 
host communities. This is especially the case for educators who were 
raised in vastly different cultures and have the difficult task ahead 
of them to learn more about the intricacies of a nation’s culture, as 
well as distinct local customs and traditions.

International Communication

International communication courses urge students to examine the 
political, legal, and social realities of the various countries in which 
communication is occurring. As journalism schools have grown 
around the world, journalism and mass communication educators 
must examine culture in relation to the profession. As a bicultural 
scholar-teacher, I have spent my professional and personal life 
between two vastly different cultures. I have taught at two South-
eastern research institutions in the United States and a private uni-
versity in Kuwait. I am sharing some of my teaching experiences in 
different types of classrooms, including ones where students were 
gender-segregated. My personal and professional experiences have 
allowed me to engage in research that furthers our understanding 
of how cultural conditions influence media consumption, media 
organizations, and media education.
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Journalism and mass communication programs in a singular 
world region, like the Arab world, are not uniform. For instance, 
Al Nashmi et al. (2018) examined the curricula and faculty mem-
bers in ten universities that offer a degree in journalism and mass 
communication in Arab states. They found differences among the 
programs in the employment of a different proportion of Arab and 
non-Arab faculty. In other words, some Arab universities hire more 
professors who may be less familiar with Arab culture than certain 
peer institutions.

As there is a large number of international educators in the Arab 
Gulf states, my colleagues examined the cultural aspects of the edu-
cational environment. Designed by an intercultural communication 
scholar, Fahed Al-Sumait, and a linguist, Marta Tryzna, the Intercul-
tural Assessment Project involved an effort to measure intercultural 
communication competence (ICC) in Kuwait due to the high num-
ber of foreign-born educators in the region. Their work was inspired 
by Lily Arasaratnam’s (2009) framework. I developed analyses and 
wrote reports for this project, some of which are shared in the next 
section.

Intercultural Communication Competence

The first step to assessing ICC is to understand the idea’s conception. 
Arasaratnam (2009) cited Spitzberg and Cupach’s (1984) research 
that ICC is a tool that allows individuals to be effective in achiev-
ing their goals and appropriate in different contexts. In building on 
decades of research, she developed measurements of ICC that relate 
to three components from previous literature: affect, cognition, and 
behavior. Affective ICC is the ability to feel empathy and emotion-
ally connect to individuals from other cultures. Cognitive ICC is the 
ability to understand enough about another person from a different 
culture to interpret their behaviors correctly. Finally, behavioral ICC 
is the ability to seek intercultural encounters and adapt or change 
according to interaction with someone from a different culture. 
Arasaratnam and Doerfel measured the three components of ICC, 
called for “culturally unbiased measures” (2005, p. 142), and sug-
gested rigorous testing in various cultural settings as a way forward.

My colleagues adapted some of these measures to examine how 
individuals’ university education, as well as knowledge of lan-
guages, gender, and age, affected their ICC (Al-Sumait et al., in 
press). Affective ICC was significantly different between students 
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with two or four years and those with one year of university experi-
ence. However, there were no differences with regard to behavioral 
or cognitive ICC components. In other words, students can feel 
empathy for individuals from a different culture without seek-
ing those experiences and without understanding them enough 
to interpret their communication. In another study, we found that 
there were fewer than ten courses whose titles were related to 
intercultural communication in each Arab Gulf state, except for the 
United Arab Emirates (Tryzna et al., 2019). This showed a gap that 
universities can fill even where expatriates outnumber nationals, as 
in many of the Gulf States.

Knowledge of more than one language increased the affective and 
behavioral ICC scores among Kuwaiti respondents (Al-Sumait et al., 
in press). However, those who knew four or more languages had 
lower cognitive ICC scores. In other words, exposure and familiarity 
of different languages does not automatically translate to more ICC. 
Beyond the students’ ICC skills, the diversity of the faculty helped 
me realize that not all of us were trained to think of education in 
similar ways. In trying to understand cultural references, norms, 
and stereotypes, I traveled to gain deeper exposure.

When I was in Kuwait, I often found myself attempting to play 
the role of a cultural translator—a role that was both pleasant 
and frustrating at times. In the United States, many institutions of 
higher education have offices to help further faculty’s pedagogy 
offering workshops for faculty members. Some offices for diversity 
and inclusion may provide workshops to help explain issues of 
race, gender, and neurodiversity. At such workshops, international 
faculty members should seek cultural translators. If the faculty 
member is working at an institution where such resources are not 
available, they should seek other faculty members who had to over-
come cultural differences themselves as well as faculty members 
with the kind of historical and institutional knowledge that comes 
from working at a university for a long time. International faculty 
members should ask explicitly about offensive words and behaviors 
in the culture, ranging from body language to explicit language to 
avoid. Further, these faculty members should be careful to think 
about discrepancies between behaviors portrayed in media content 
and in their own social environment, such as racial and gender-
related slurs. By learning to identify cultural norms, one can focus 
on behaving and expressing oneself effectively and appropriately.
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Scholarship of Teaching and Learning

While learning an entirely new language and culture is not feasible 
for academics who teach abroad, a review of literature can surely 
help improve the cognitive ICC component. Because of the limited 
knowledge about international universities (Gearhart & Cho, 2020), 
faculty teaching abroad should not hesitate to explore research from 
other fields, including area studies, political science, anthropology, 
and sociology, to inform their teaching within a culture different 
from one’s upbringing. This self-study allows for the development 
of courses that integrate pedagogy and strategies for effective and 
appropriate intercultural communication. Further, the lesson plans 
and the research on which they are founded could lead to valuable 
scholarship of learning and learning projects (see Ni et al., 2015), 
which allows other faculty to learn from those experiences as well. 
In today’s globalized world, academics should examine markers 
of their identities and the identities of their loved ones. Identifying 
differences in values is important because it allows for one to adjust 
to a new environment and develop self-awareness, which could 
strengthen our effectiveness in the classroom.
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s

Teaching Diversity in 
Immersive Learning Courses

Gabriel B. Tait, Ball State University

It was 5:00 a.m. We were waiting for the last class member to arrive. The 
“Advanced Photojournalism” students at Arkansas State University 

had been preparing all semester for this special opportunity. Teaching at 
a primary White institution, each semester I immerse my students into a 
community outside their norm as a way to broaden their cultural under-
standings. When the final student arrived, they apologized: “I’m sorry, 
Dr. Tait. This is something we have worked on all semester, and I think 
I failed already.”

I smiled.
We were preparing to make our two-and-a-half-hour trip from Jones-

boro, Arkansas, to Oxford, Mississippi, to participate in the Lens Collec-
tive Multimedia storytelling workshop—an exclusive four-day workshop 
where students were invited into various communities to develop and 
produce multimedia stories about the people and places in the Missis-
sippi Delta. We would extend our drive time by stopping in Memphis, 
Tennessee, to visit the Lorraine Motel and the National Civil Rights 
Museum (the place where Rev. Dr. Martin Luther King, Jr. was assas-
sinated in 1968). We would also visit the Withers Collection Museum & 
Gallery on the famous Beale Street to check out the latest photographic 
additions to the civil rights collection of photographs by Ernest C. With-
ers before heading over to Gus’s World Famous Fried Chicken for lunch.

My mission for this immersive experience was to help our students 
learn the history of the community, have them experience the sights and 
sounds of an urban context in which they might work, and assure that 
we, as an accredited program, were fulfilling the ACEJMC Professional 
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Values and Competencies. This particular immersive learning experience 
was aligned with three competencies to (a) demonstrate an understand-
ing of gender, race, ethnicity, sexual orientation, and, as appropriate, 
other forms of diversity in domestic society in relation to mass communi-
cations; (b) demonstrate an understanding of the diversity of peoples and 
cultures and of the significance and impact of mass communications in a 
global society; and (c) understand concepts and apply theories in the use 
and presentation of images and information.

My students joined over thirty-five other invited students from seven 
universities across the country and worked in teams to tell stories from 
the Delta region that would focus on cultural preservation through digital 
storytelling. One of the key aspects of the workshop was that Delta par-
ticipants invited the student teams into their community. For this immer-
sive assignment, teams of three partnered with one of fifteen mentors 
(either professors or working professionals) to receive hands-on coaching 
as they developed their projects. While my students participated in the 
workshop, I served as a mentor in the program.

Even though one of my students was late for this trip, each student suc-
ceeded in the workshop and passed the class with flying colors. They each 
grew professionally and personally due to the immersive nature of their 
multimedia community engagement projects. Now, since this excursion, I 
have moved from Arkansas State University to Ball State University, but I 
still constantly employ immersive learning opportunities in my classroom 
to help my students develop professional skills while preparing them for 
the postcollege world. This chapter offers insights and opportunities for 
educators who are considering using the immersive learning framework 
in diverse communities to bridge the pedagogic gap between theory and 
experience, to improve interactions between students and their faculty 
members, and to develop meaning for community partnerships between 
the university and the constituents in the community.

IMMERSIVE LEARNING

When we talk about immersive learning, there can be some ambiguity to 
the concept. It is not ambiguous in terms of the purposes for the immer-
sive learning experiences, but the term is contextual in how universities 
and their community partners define the outcomes for the necessary 
experience. Scholars have noted that immersive learning (De Freitas et al., 
2010; Mustian et al., 2017; Thomas & Mucherah, 2016) can be viewed as a 
more focused version of service learning. Service learning and immersive 
learning are two pedagogical approaches that an educator should con-
sider when planning to maximize the academic experience by integrating 
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their students into the local (or regional) community. Service learning or 
civic engagement models of student learning (Einfeld & Collins, 2008; Keen 
& Hall, 2009) have been generally grounded in an experiential education 
model (Eyler & Giles, 1999) where universities and faculty instructors 
provide opportunities for students to serve a particular community. In 
essence, the community becomes the de facto classroom.

The students’ engagement in the community becomes an avenue for the 
instructor to arrange a way for the students to gain a tertiary experience 
of what it is like to give back to the community. For scholars like Jacoby 
(1996), who was largely credited for the definition of “service learning,” 
the key points of this approach have been that participants “give back” 
and “reflect” on their interactions of giving back.

Community partners, students, and faculty members come together to 
identify challenges and solutions to address these issues. This collabora-
tive approach to problem solving and service brings about a unique set 
of possibilities and potential encounters (for example, project objective 
planning, documentation requirements, timeline and scheduling negotia-
tions, etc.). As an explanation of how we approach the immersive learn-
ing experience for our students at Ball State University, our immersive 
statement reads:

Immersive learning projects are high-impact learning experiences that 
involve collaborative student-driven teams, guided by  faculty mentors. 
Students  earn credit  for working with community partners such as busi-
nesses, nonprofits, and government agencies to  address community chal-
lenges through the creation of a product that has a lasting impact. (Ball State 
University, 2021b)

Within the immersive learning framework, institutions must be inten-
tional about supporting their faculty (for example, faculty release time, 
grant and funding opportunities, assistance in proposal development and 
project planning, community connection initiatives, etc.) as they utilize 
innovative approaches to the learning (see Ball State University, 2021a). In 
a recent immersive learning proposal, a community partner and I wrote 
the following abstract:

This immersive learning project provides an environment where students 
will work toward building an advanced understanding of diversity and con-
tribute to an ongoing community revitalization project. As part of the project, 
students will partner with staff and members of the Ross Community Center 
(and by extension, the Thomas Park/Avondale community in Muncie) to de-
velop visual ethnographies, documenting community issues, opportunities, 
and goals that contribute to community revitalization.
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It should be noted that the shift toward immersive learning is not just 
between the institution and the faculty member, but it is also between the 
students and the faculty member and the faculty member, students, and 
the community partner. A triangular approach should presuppose that 
all sides are equal. The faculty member and the institution are one leg of 
the triangle, the students are another leg of the triangle, and the commu-
nity partner often serves as the foundation because they willingly open 
their doors, provide access to their community members, and provide the 
facilities needed to accommodate programs that are generally not built 
into the mission of the organization. In the next section, I will share my 
background to help readers understand why I am a proponent for immer-
sive learning experiences.

MY STORY

I am a product of the immersive learning framework. As a fifth-grade 
student at Manchester Elementary School in Pittsburgh, Pennsylvania, 
I traveled with my classmates to Washington, DC, to visit our nation’s 
capital, talk with our elected leaders, and experience various museums. 
While I am sure immersive learning was not the label for Mr. Parks’ 
teaching style, he believed in getting our class out of our traditional urban 
environment. Unfortunately, my immersive experiences following this 
fifth-grade experience have been few and far between.

As a communication and photojournalism student at Slippery Rock 
University, nearly thirty years ago, I was provided the opportunity to 
travel to Edinburgh, Scotland, for a student exchange program. I chose 
Edinburgh, Scotland, for several reasons—first, the media and communi-
cation program was one of the top in the United Kingdom, and second, 
Scotland is an English-speaking country and I did not have to learn 
another language. As I settled into my classes and learned the context of 
Scotland, I found myself trying to engage in experiences that would allow 
me to learn about that community and practice my craft. These cross-
cultural experiences were not planned by my university or exchange 
program.

This student exchange was immersive in that I was an international stu-
dent in a foreign country. There was a presupposition that, because I was 
an international student, learning and growing would be linked to me 
being in a culture that was different than my own. I took full advantage of 
being in another country, working as an unpaid freelance photojournalist 
at the Scotland Evening News. The Evening News was the largest evening 
newspaper in the community. I served as a freelance photojournalist 
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and had a number of photographs published over the course of my five 
months in the country. I also traveled with a friend of mine to Egypt to 
work on a documentary on the continent of Africa. My immersive learn-
ing or student exchange scenario in Scotland provided me a much larger 
opportunity to see the world and gain practical experiences from within 
the educational environment.

In 2002, I was an embedded journalist with the St. Louis Post-Dispatch 
attached to the 4th Infantry Division in Iraq with a unit of combat engi-
neers. My assignment with the Post-Dispatch was to document life up 
close and personal as the soldiers were in battle. I would sleep, eat, and 
travel where the soldiers did. For all intents and purposes, I was a mem-
ber of the unit without a weapon (well, I did have a camera).

I gained a greater perspective of how my work impacts others, in 
addition to the practical skills that I learned while participating in the 
immersive experiences described earlier. I also learned how to work and 
communicate effectively with others who did not share my experiences, 
opinions, and perspectives about diversity, equity, and inclusion. These 
are some of the skills and practices I believe our students will gain as they 
participate in immersive learning projects. Based on my personal growth 
from these experiences, I argue that immersive learning is the instructor’s 
intentional focus to provide a realistic, contextual learning experience for 
their students where they are learning and sharing their experiences for 
the greater good. My immersive learning experiences extended beyond 
my educational exchange program and shaped the way I approach teach-
ing and community engagement.

WHY TEACH DIVERSITY AS AN IMMERSIVE LEARNING TENET?

In a message attributed to John Wesley, he is quoted saying the famous 
phrase, “I look upon all the world as my parish” (1739/1990, p. 67). 
While Wesley was speaking in the context of his faith, he looked at all of 
his interactions as opportunities to engage communities and learn more 
about who they were. I take a similar approach in my teaching style. I 
want my students to be intentional about crossing cultural, religious, 
ethnic, socioeconomic, philosophical, and/or racial boundaries to learn 
who people are. This, understanding and representing communities, is 
the essence of what we do as mass communication and journalism profes-
sionals. We are trying to learn about the people with whom we are seek-
ing to communicate. While traditional pedagogical methods can be used 
to teach diversity and similar subjects, immersive learning techniques 
allow students to engage with the topic in ways that enhance not only 
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their practical knowledge but also their critical thinking and storytelling 
skills. The more knowledge and understanding of diversity that students 
have, the better equipped they are to apply that knowledge in their vari-
ous personal and professional contexts.

Waddell (2011) further illustrated the valuable impact that diversity 
centered immersive learning engagements have for the educator and stu-
dents alike. She noted how changing “racial/ethnic populations in public 
schools” (p. 23) and institutions of higher education have demanded that 
our students are aware by engaging with increasingly diverse popula-
tions (Bowman & Brandenberger, 2012; Craft, 2018; Patton, 2005; Royce, 
1982; Steinberg, 1993). This means that some form or tenet of diversity, 
albeit racial, ethnic, cultural, socio-economic, religious, gender and/or 
sexual orientation, may intersect with the student at some point in their 
academic life. Interacting with persons different than us builds a bridge 
(Zusman, 2016) that can reshape our worldviews and help us grow in the 
capacity to accept that the world is not monolithic. 

Holsapple (2012) noted that college in general, and service learning 
opportunities specifically, are the first time most higher education stu-
dents experience significant interactions with diverse neighbors in this 
“living laboratory with great potential for them to learn and grow” (p. 
5). However, Holsapple cautioned that service learning programs are 
“largely absent from the larger discussion of improving students’ expo-
sure to interactional diversity” (p. 5). Other scholars (Bushouse, 2005; 
Keen & Hall, 2009; Zempter, 2018) asserted that service learning experi-
ences need to be grounded in both curricular and cocurricular learning 
and differentiate the “community service only” component from student 
learning as an intended goal. These service learning projects help stu-
dents experience the classes in a civic way where the objectives for the 
community and deeper understanding for themselves intersect.

Up until this point, I have talked about service learning and immersive 
learning as ways to understand theoretically (Doberneck et al., 2010) how 
to engage our communities. Now it is important to drill down to some 
of the meat and potatoes of the immersive learning experience. There 
are some clear thoughts that need to be considered when developing an 
immersive learning experience.

PLANNING AND EXECUTING AN  
IMMERSIVE LEARNING EXPERIENCE

During my tenure as a professor at two different institutions, my students 
have engaged in more than twenty immersive learning experiences. These 
experiences range from my students serving as student photojournalists 
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for university events to traveling out of state to document communities 
and provide visual records of these environments. Each of these experi-
ences has been built into my syllabi as community or cultural engagement 
events. For example, in one class our students traveled to Memphis, Ten-
nessee, to engage in a diverse community. Here is a description from our 
syllabus:

MEMPHIS PHOTOJOURNALISM ASSIGNMENT: This semester our class 
will take at least two photojournalism trips to Memphis. We work on a pho-
tojournalism project that explores how Memphians understand the I AM A 
MAN campaign following the 50-year MLK assassination. Students collect 
demographic data and will take portraits of persons who are wearing the I 
AM A MAN sign. These educational trips are mandatory and will take place 
on a Friday or Saturday. Class time will be adjusted.

When focusing on diversity, I utilize the following values and com-
petency standards: (a) demonstrate an understanding of gender, race, 
ethnicity, sexual orientation, and, as appropriate, other forms of diversity 
in domestic society in relation to mass communications and (b) demon-
strate an understanding of the diversity of peoples and cultures and of 
the significance and impact of mass communications in a global society 
(ACEJMC, n.d.). Here is an example of two goals and outcomes:

Goal: To mentor students with visually reporting diverse interest of their 
community.
Outcome: Students will create strong visual content that illustrates diverse 
and global society, which includes diversity of gender, race, ethnicity, sexual 
orientation, religion, culture, and national origin.

Goal: To help students develop critical thinking skills in story development.
Outcome: Students will develop a wide array of story ideas from news 
events and research of the community.

To guide the students throughout the semester toward the previously 
mentioned goals, students were required to participate in lectures, cri-
tiques, and discussions that examined their work and the work of their 
colleagues. Early semester lectures reviewed basic techniques in audio, 
lighting, and video as a refresher in photojournalism and visual storytell-
ing. As the semester advanced, so did the expectations. Students were 
required to research their assignment locations, provide demographic 
background of their communities, and present their findings to the class 
during weekly feedback and critique sessions. During our student-led, 
in-class critiques, students would comment on other students’ work. They 
would discuss if the stories’ ideas aligned with the diversity standards 
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outlined in the syllabus. After students completed their assignments, we 
would have an oval table discussion. We would have an informal content 
audit of all of the photographs produced. We would also examine the 
gender, race, ethnic, and socioeconomic background of the people in the 
complete take.

Our classes operated from the working premise that one of the best 
methods for learning about photographs comes from reviewing and 
discussing them. The ultimate goals of these sessions were to increase 
the students’ cultural and diversity awareness and prepare them for 
their immersive learning experiences. Student assessment was measured 
through these critiques and one-on-one mentoring meetings with each 
student. These meetings affirmed Zygmunt-Fillwalk et al.’s (2010) argu-
ment in how the immersive learning opportunities within communities 
strengthen teachers’ repertoires and provoke new ways of thinking about 
how different settings create possibilities and constraints for student 
growth. I would, however, be remiss if I did not mention there may be 
challenges when trying to weave diversity into one’s immersive learning 
experiences.

RESISTANCE TO IMMERSIVE LEARNING EXPERIENCES

As a professor who has utilized the immersive learning approach in most 
of his classes, I have found that there is great resistance for students to get 
out of the proverbial bubble and engage the community on their terms. 
There are often reasons that are unknown to the instructor at the time. So 
it is important for the instructor to lay out their expectations at the begin-
ning of the class. I tell my students in advance that we will have a number 
of immersive experiences. I provide for them the dates so they can plan 
their schedules accordingly. I also give them a day off during the nor-
mally scheduled class time. Such is the case in my “Diversity and Media” 
class at Ball State University when I have my students attend a religious 
organization (for example, an Islamic mosque, a Jewish synagogue, or a 
Christian African American church) for a site visit. These site visits are 
open for all students, and I provide for them the opportunity to self-select 
where and when they would like to attend. This requires that the instruc-
tor be organized on the front end. This is where a covenantal approach to 
the expectations of the class is beneficial between the students and faculty 
member. Faculty members need to assure that their students understand 
the cost-benefit (or value learning benefit) of engaging with the commu-
nity that they will eventually, if not already, serve and work alongside. As 
professors of higher education, it is imperative that we understand that 
students have jobs, have fractured homes, and are just trying to get by, 
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and our immersive learning experience should bridge potential gaps in 
the student learning process.

BENEFITS OF IMMERSIVE LEARNING

The immersive learning experience allows students to reflect on how they 
can apply their skills in real-world contexts and, in some cases, causes the 
students to pursue different courses of study or career paths. In addition, 
immersive learning experiences expose students to an array of contexts 
and challenges outside of the classroom. As the students navigate those 
contexts and challenges, they are able to apply the knowledge they have 
gained in the classroom while also gaining and/or refining essential 
communication, leadership, and critical thinking skills. For example, one 
of my former photojournalism students was accepted into an illustrious 
workshop. While she performed well during the workshop and was 
even offered a position, after experiencing the fast-paced exercise with 
newsroom-like deadlines for production, she decided that photojournal-
ism was not the field she wanted to pursue. While this experience was 
not one that I had anticipated for the student, it did accomplish the goals 
outlined in the syllabus. The student did have a diverse experience. The 
student was able to critically think about her assignment and her life 
goals. And ultimately, the student decided that a different career path 
was for her. This is the essence of providing a diverse space for your 
students to grow into work through the particularities of their academic 
experiences. In my conclusion, I will offer a few tips for faculty members 
who may be considering using an immersive learning model to expand 
their students’ learning.

CONCLUSION AND TAKEAWAYS

Colleagues often laugh at me when I tell them some of the ways that I am 
going to get the students out in the community. They tell me that I am 
ambitious and that I am demanding of the students. While both of these 
points are true, the end result is to provide an experience that “produces 
learning” (Barr & Tagg, 1995, p. 13). Not all immersive learning experi-
ences have worked as planned. Some have been utter failures. If a faculty 
member is looking to build on the immersive learning framework, they 
will want to consider the following three steps: (a) develop an agreement 
between you and the community partner, (b) be selective in the students 
that you enroll in your immersive learning class, and (c) develop a com-
munication team.
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Develop an Agreement Between You and the Community Partner

I am currently working with a community partner who runs a nonprofit 
organization focused on helping a community with a diverse population 
and several resource gaps. Frequently we communicate by email. As we 
have discussed our partnership and related items via email, we have 
created a rolling document that allows us to memorialize our conversa-
tion. An agreement document assures that both the community partner 
and the faculty member understand all of the agreed-upon elements. 
This allows the faculty member and community partner to manage one 
another’s expectations. It also establishes an appropriate framework in 
which the students can and will work.

Be Selective with the Students You Enroll

This point is probably one of the most critical of your planning process. If 
your class has the latitude to select your students, the faculty member will 
want to be intentional about who is on their team and what the goals of 
the class or immersive learning experience are meant to be. This reduces 
the level of reservation between the community partner and the student 
and the community partner and the faculty member. If this immersive 
learning experience is in a general or required class, it is important that 
the faculty member aligns their immersive experiences with other oppor-
tunities that all students can accept and participate in.

Develop a Communication Team

The final tip I would offer for a faculty member looking to increase their 
immersive learning experiences, and diversity engagement by extension, 
is to develop a communication team. Immersive learning experiences are 
about documenting the work that you have done so the student and the 
funding agent can see how their money is being used to address what you 
have said you were going to do. A student communication team is signifi-
cant. In my experience as a professor in the Department of Journalism, we 
have all of the persons we need to be able to assemble a great communica-
tion team. You will want a person who can photograph or video record 
the interactions of the class with the community. You will want a person 
who can develop a public relations strategy. You will want a person who 
can work with the organization to develop a social media presence. In 
today’s world, the communication team is probably as important as the 
students who will be participating in this immersive learning interaction. 
Documenting the work that you are doing also builds sustainability for 
future projects.
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PERSPECTIVE: CULTURAL UNDERSTANDING 
OF DIVERSE COMMUNITIES

Aqsa Bashir, University of Florida

Given America is such a rich tapestry of cultures and races, it is 
interesting that the topic of race and cultural understanding has just 
gained momentous dialogue on a national level. Hofstede defined 
culture as “the collective programming of the mind distinguish-
ing the members of one group or category of people from others” 
(Hofstede Insights, n.d., para. 1). Hence, the concepts of race and 
culture are as necessary to address in the academic classroom as are 
unbiased statements of diversity and inclusion in ecopolitical fields.

As an academician, how I got into teaching cultural communica-
tion was all by careful tactic. The first semester as a PhD student we 
were enrolled in the phenomenal Julie Dodd’s teaching seminar. 
Dodd is now a retired professor from the University of Florida who 
is a legend in teaching mass communication and journalism. She 
has influenced countless upcoming instructors and guided gradu-
ate students on how to be empathic and kind teachers. During this 
seminar we had to design a course that we could potentially teach 
in the future. I had seen a thirst for cultural education among the 
American students I interacted with. They seemed keen on learning 
about the different cultures that international students like me came 
from, and so I designed my course around two things I knew best: 
culture and advertising. I pitched my “International Advertising” 
course in the spring of 2016 and I was teaching it a year later.

As an international instructor, I was interested in helping students 
understand cultural differences that existed around the world. 
While the globe was being Americanized through international 
business and media, it still held its distinct culture and values in dif-
ferent parts of the world. This cultural awareness has been essential 
for designing and pitching campaigns across borders. The students 
easily grasped the concept of cultural understanding that refers to 
gaining knowledge about a different culture.

The Internet offered a plethora of resources to facilitate their learn-
ing. One of my favorite go-to sources is Hofstede’s Cultural Insights, 
which provides cultural knowledge on several countries based on 
six basic cultural dimensions. This model is used to describe a par-
ticular culture in comparison to another in reference to power dis-
tance, individualism, masculinity, uncertainty avoidance, long-term 
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orientation, and indulgence (Hofstede Insights, n.d.). Additionally, 
official country websites can offer other key insights to the political, 
economic, and cultural environment.

The first day I walked into a class of twenty-five students I was 
not surprised: 90 percent of the students were White, about 7 percent 
were Hispanic, and 3 percent were Black. And just like Holt (2017), 
I was wondering, do we discuss standard ads that aired during the 
Super Bowl or shall we dabble right into representation of race and 
diversity in ads? The first few weeks we did the latter. We took 
our time talking about the cultural differences that existed in the 
United States and how brands were just now beginning to focus on 
these submarkets. This helped my students understand the concept 
of cultural sensitivity in the context of their own culture. Semester 
after semester, students questioned the effectiveness of showing a 
Latinx or Black person in a Coca-Cola commercial, because every-
one drinks Coke, right? That was a very valid question and one that 
detoured our cultural lecture onto a consumer behavior track. (After 
two semesters, I had this lecture pulled up and ready to go on cue.) 
I always gave them a simple one-word answer: research.

Research has indicated that a sense of belonging leads to brand 
commitment and loyalty in any field (Bashir et al., 2018). It is a tried 
and tested method throughout the world that if consumers feel rep-
resented in the commercials, they will most likely try the product. 
And this needs to be translated and represented to different cultural 
markets in a nonderogatory, nonstereotypic way.

Learning has gone both ways in my classroom. Sometimes it 
is my students teaching me a thing or two about their cultures. I 
came from a monoracial culture where everyone was South Asian. 
We differentiated based on our cities, our religion, and the tone of 
skin color, but there was no “racial diversity” that needed to be 
addressed. So when the race talk started, I too was learning. Being a 
racial minority in the United States, teaching racial diversity added 
seriousness to the topic.

I strongly believe representation and celebration of race and 
diversity is necessary. Hence, throughout the course I constantly 
show students examples of ads and brands that historically pros-
pered by exploiting racial and gender stereotypes (Davis, 2020). 
The most recent cases were Nivea’s Re-civilize Yourself (Nudd, 2011), 
Sprite’s She’s Seen More Ceilings than Michelangelo (Mettler, 2016), 
and replacing Aunt Jemima’s name on pancake mix and syrup with 
the name Pearl’s Milling Company (Hsu, 2020; Vigdor, 2021). Back 
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when the folks at Quaker Oats first started marketing their product 
in the early 1920s, the mascot Aunt Jemima was a mammy with a 
checkered headscarf, the classic Gone With the Wind representation 
of Black house help. In light of recent social justice protests, Quaker 
Oats, the parent brand of Aunt Jemima, joined others to rebrand 
images to be more culturally sensitive (Taylor, 2020). The debut of 
Pearl’s Milling Company in 2021 followed similar rebranding efforts 
at other companies. Mars Inc. changed Uncle Ben’s Rice to become 
Ben’s Original, and those chocolate-covered vanilla ice cream bars 
formally known as Eskimo Pies are now Edy’s Pies, which were 
named after founder Joseph Edy (Associated Press, 2020; Valinsky, 
2020).

I tell my students that precampaign research will enable them to 
avoid blunders like the ones mentioned here, while postcampaign 
research will enable them to understand the effectiveness of the 
campaign. Examples like these cautioned the students that research 
does pay off.

Students often ask, Why not leave race out of the classroom 
because everyone is equal in here? Absolutely correct, but having 
left the celebration of race and diversity out of the classroom has led 
to our communication styles being insensitive and ignorant. And 
the last thing an advertiser wants to be in this social media age is 
perceived as ignorant of its target market. I emphasize the fact that 
advertising is a medium of cultural sensitivity because it is ubiqui-
tous and easily accessible.

Teaching for me is just like advertising: I am trying to get the 
message across to an audience that either is forced to be there, is 
skeptical to be there, or really wants to be there on the first day of 
class. Whichever category my students are in, my aim is to make 
them love the course and be there willingly on the last day of class. 
Teaching diversity and race in communications will take time and 
effort. Though it has taken our media and business environment 
forty odd years to finally put out “diversity statements,” I believe 
it is our better-late-than-never calling as educators to instill cultural 
and race appropriation into our students who will be influencing 
the management and leading the industry in the next few decades.
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Diversity Issues in Campus 
Newsrooms and Agencies

Tamara Z. Buck,  
Southeast Missouri State University

“I want to see all of the football pictures before they go to print,” the 
digital editor told her colleagues as the editor-in-chief (EIC) and 

sports editor consulted over printed page proofs one morning. The digital 
editor, a Black woman, was the only student of color in the newsroom 
during the exchange.

“What’s wrong with them?” the EIC asked. His question seemed war-
ranted, as his colleague’s job description did not involve working with the 
print issue at all. In fact, she was present that day only to upload story 
packages to the website and schedule social media posts.

“I’m tired of my friends talking trash because we don’t know how to 
color correct and are making them look like dark blobs on the page,” the 
digital editor said matter-of-factly. “They don’t ever complain about how 
I make the pictures look online.”

Without another word, the EIC handed her the page proofs and asked 
her how to improve the images. What followed was a ten-minute work-
shop on the proper editing of photos of Black people for publication on 
bright white newsprint, which has a tendency to absorb color and mis-
represent dark skin tones. I smiled without moving from my desk on the 
sidelines as I watched this exchange, which included several White staff-
ers looking over the Black editor’s shoulder as she worked. In the past, 
this discussion would have been fraught with unease as a mostly White 
staff was confronted by a Black colleague who pointed out a diversity 
misstep.

This event happened some seven years after I assumed the role of fac-
ulty adviser to our predominantly White campus’s student newspaper. 
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From day one, I have worked to monitor, mentor, and advise my students 
when required on all issues related to journalism, including the need to 
create a diverse and inclusive organizational culture that would produce 
the same in our content. We had addressed many diversity concerns 
over the years, but this time, my students did not need me, and that was 
because diversity and inclusion had become consistent, persistent discus-
sion topics in my newsroom and related classrooms to the point that stu-
dents could identify and resolve problems without my assistance.

In twenty years of teaching in a department that has, at different times, 
housed media sequences geared toward advertising, print, and multi-
media journalism, public relations, radio, corporate video production, 
and TV/film, I have seen an assortment of student media organizations 
grapple with issues of diversity and inclusion. As a result, I have devised 
a number of strategies to help faculty advisers navigate and, more impor-
tantly, prevent issues involving race representation during production 
processes and within content students create.

Today’s media professionals recognize the increasing demographic 
diversity of the nation, along with the failures to improve representation 
within our industry. Journalists have worked for more than a half-century 
to address newsroom inequities and the content creation problems that 
result. The American Society of News Editors has made little progress 
on its goal of making racial and ethnic diversity in newsrooms match the 
population at large (Arrana, 2018). And in 2020, both the advertising and 
public relations industries released data indicating a lack of progress in 
diversity hiring. Even when racial minorities were hired, studies found 
they were typically at a nonmanagement level (Barrett, 2020; Monillos, 
2020).

Recent high-profile protests led by initiatives such as the Black Lives 
Matter movement have resulted in more candor about the lack of prog-
ress in hiring minorities, especially Black male professionals. Newsrooms 
are not inclusive, and Blacks who find places in them typically are not 
mentored or promoted. As a result, they remain isolated, become frus-
trated, and often are sent or voluntarily walk away (Arrana, 2018).

A study released in 1990 found a 17 percent minority participation in 
college newspapers at universities with majors accredited by the Accred-
iting Council on Education in Journalism and Mass Communications 
encouraging, but it cautioned that the low numbers in management posi-
tions were a cause for concern. The study noted hiring minority faculty; 
paying special attention to recruitment, retention, and promotion efforts 
regarding minority students; and training White students to be culturally 
competent were all effective strategies to improving the inclusiveness of 
student newsrooms (Wearden et al., 1990). Thirty years later, many of 
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today’s media education programs still fail to adequately prepare stu-
dents for the worlds in which they will work, and student newsrooms 
reflect the same lack of ethnic and racial diversity as their professional 
counterparts.

The experiences gained from participation in student-run advertis-
ing and public relations agencies increasingly have gained the interest of 
researchers in the past decade, but much of the work has focused on the 
technical operation and improvement of these firms with little guidance or 
evaluation of diversity and inclusion strategies. The Student-Run Firm Hand-
book, produced by the Public Relations Student Society of America (PRSSA, 
2019), makes no mention of diversity. Recent research has shown despite 
emphasis on diversity in the field of public relations, PR students had 
moderate exposure to diversity and a low level of perceptions about race/
ethnicity-related issues in public relations practice (Muturi & Zhu, 2019).

In an interview study on how public relations students and faculty 
linked leadership and diversity and inclusion success, Bardhan and 
Gower (2020) found diversity and inclusion are impossible without top-
down personal engagement, responsibility, and accountability. The ten 
undergraduates and ten faculty interviewed said leaders must set the 
tone for valuing diversity.

Despite resources like The Diversity Style Guide produced by Rachele 
Kanigel of San Francisco State University in 2019, the Diversity Toolbox 
maintained by the Society of Professional Journalists, and the many 
resources provided in PRSSA’s Diversity Initiative, student media staffs, 
leadership, and perspectives remain largely White and disconnected from 
the experiences of racial and ethnic minorities in the campus community. 
Student reporters and agency professionals who are Black, Indigenous, 
and People of Color (BIPOC) are underrepresented in managerial posi-
tions, feel isolated, and can become demoralized by their White col-
leagues’ racial blind spots that render them incapable of recognizing the 
importance of viewpoints or concerns outside of their own experiences 
(Ingram, 2018).

The lack of racial diversity in college media also has an external impact, 
as today’s more racially and culturally diverse audiences become frus-
trated and learn to tune out media outlets that neglect to cover diverse 
audiences while in college. As a result, graduating White student media 
professionals enter their industries and allow the problems of limited 
diversity and inclusion to persist because they never learned intercultural 
communication competence. This competence is defined as the ability to 
effectively and appropriately communicate in a culturally diverse envi-
ronment (Chen & Starosta, 1996).

In the book Pluralizing Journalism Education: A Multicultural Handbook, 
Sharon Bramlett-Solomon (1993) described the connection between 
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minority student participation in college media and diversity in the 
industry. Bramlett-Solomon wrote on the premise that organized recruit-
ment efforts by campus media organizations are necessary to increase 
minority staffers because minority students feel their presence in campus 
newsrooms is unwelcome. Their absence in college media results in a lack 
of skill development and experience that ultimately renders them unpre-
pared to compete for industry jobs. Bramlett-Solomon wrote:

Campus media jobs give students of color practical preparation for print and 
broadcast news and can increase their chances of landing a job after college. 
Organized minority journalism students on campus is one way to get more 
minority students into the campus newsroom and, in the long run, into the 
industry. (p. 229)

When I became faculty adviser of the same newspaper where I once 
served as the first Black EIC in the mid-1990s, we rarely saw BIPOC 
representation in our newsroom or our coverage in any meaningful way. 
I decided I would address these issues head-on with the initial goals of 
empowering my BIPOC students to be present, to pursue leadership 
roles, and to speak up on issues of diversity. I also wanted my White stu-
dents to create a more welcoming newsroom culture that enabled my first 
set of goals and to broaden their news selection and proactively recognize 
potential diversity problems in their content. I knew none of this would 
be achievable if we were not able to create a safe place where people could 
share their (mis)understandings about race, gender, and sexual identity, 
and that meant first and foremost that I had to be comfortable discussing 
these issues. I immediately set about creating this culture, and follow-
ing are some of the techniques I have used to educate and empower my 
students.

PROVIDE A BLUEPRINT FOR EXPANDING BIPOC COVERAGE

According to a 2017 College Media Review article, experiential learning 
theory has been embedded in collegiate journalism education since the 
1800s (Longinow & Welter, 2017). On-site learning through practical field 
experiences enables student journalists to practice and refine professional 
and critical thinking skills that are necessary for complex journalistic 
storytelling. It also provides a vehicle for broadening the personal experi-
ences of students who may have limited exposure with people from dif-
ferent cultures.

My academic department implemented a restructured journalism 
curriculum in 2010, during my first year as a faculty adviser, that 
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incorporated a closer connection to our student newspaper. The new cur-
riculum included a seven-course multimedia journalism sequence that 
had a heavy experiential learning component at the newspaper. Our goal 
was to help students refine skills being developed in classrooms while 
simultaneously increasing students’ participation as reporters, designers, 
and multimedia content developers and elevating the quality of content 
produced at the campus’s student-run newspaper throughout the semes-
ter. The new emphasis on experiential learning provided an opportunity 
to increase intercultural communication competence, thereby enabling 
students to improve representation in both the newsroom culture and the 
content they produced. My mostly White staff and an increased number 
of BIPOC reporters, present at first as forced course participants but later 
promoted to paid staff due to their performances, learned to trust and rely 
on one another as they participated in the editorial process.

By sending students into unfamiliar field experiences that challenged 
their limited understandings, I hoped to make students better able to 
identify, frame, and evaluate their coverage of news involving racial and 
ethnic minorities. Although we successfully improved intercultural com-
munication between journalism students as a result of increased trust, we 
did not automatically see that competency transfer to our content.

It is no secret that BIPOC communities at predominately White insti-
tutions tend to be hidden in plain sight. One of the biggest complaints 
White students had whenever I initiated the conversation of improving 
diversity coverage was that they did not know where to look. That is 
why I started letting my staff know about the stories they were missing. I 
would talk about well-attended events, such as the Miss Black and Gold 
pageant held by the Alpha Phi Alpha fraternity or the henna painting 
and international dinner sponsored by the Muslim Students Association. 
These were stories I was aware of because I either knew where to look or 
I was a member of the BIPOC community.

When White staff members would ask me why no one knew about 
these events, I would gently correct them: “You mean, why didn’t you 
know about these events, right? Clearly, someone knew about them if there 
were one hundred people there.” This would cause them to turn to their 
BIPOC reporters and ask if they knew about these events. The response 
was invariably some form of agreement: “Yes, but we didn’t think you’d 
want to write about it.”

What the BIPOC reporters were expressing was a natural distrust of 
student and mainstream news media that evolves in minority social 
communities after years of botched, negligent, and absent reporting. 
Bramlett-Solomon (1993) saw a similar distrust when she organized her 
Arizona State University BIPOC students into an association to encourage 
their involvement in student media. Students told her they felt invisible 
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and unwanted, and it was only by meeting and discussing those feelings 
with student managers that they were able to develop new strategies to 
improve hiring practices and the telling of minority stories at the campus.

In a 2016 article in The Atlantic, The Brown Daily Herald news editor Kate 
Talerico wrote about how college newspapers, like hers at Brown Univer-
sity, struggled with being stonewalled as they tried to cover a wave of 
student activism that emerged following the death of Michael Brown. She 
and her peers across the nation noted activists often boycotted student 
media because of their lack of support for those in marginalized commu-
nities, even as they critiqued them and demanded improvement in news 
media and in their academic communities. Years of distrust, coupled 
with present-day publications of slanted opinion pieces and stories that 
appeared to delegitimize activist narratives, worsened the problem, and 
editors were flummoxed as to how to repair the damage. What is more, if 
collegiate newspapers failed to take a social justice approach to reporting 
about activists’ concerns, they were seen as participating in what activists 
identified as institutional bias (Talerico, 2016).

“The Black Lives Matter movement, particularly in the past year, has 
really helped to elevate, amplify and accelerate the diversity movement,” 
said David Brown, assistant professor of instruction at Temple Univer-
sity (D. Brown, personal communication, January 18, 2021). Brown said 
the recent “racial reckoning” has had a major impact on the Black Public 
Relations Society (BPRS) student chapter he advises and in his diversity 
and inclusion duties to the university’s PRSSA chapter and student public 
relations agency, as well as to the dean of Klein College of Communica-
tion and the university president’s office. He said students have real-
ized the need to be more diverse and are now reaching out to BPRS and 
other cultural professional organizations for help connecting with their 
audiences.

“We found some structural issues in terms of needing to be more 
diverse, and we determined it would be beneficial to look at those areas 
where students may not be trained in the discipline but had an interest 
in communications to find help,” Brown said. “Students also recognized 
they needed to do some things differently in terms of paying for free-
lancers and making things more economically feasible. The good thing 
is while I’m helping to facilitate, the students are leading” (D. Brown, 
personal communication, January 18, 2021).

Both Brown and I have found teaching students to become more 
diverse professionally requires persistent, ingrained engagement and 
accountability. Student leadership is constantly changing due to gradu-
ation, so efforts must become a part of organizational infrastructure. 
“What we try to help folks do is say it happens all of the time and it’s not 
going away overnight,” Brown said. “Part of what we want to make sure 
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is you never just skim the surface when it comes to [diversity, equity, and 
inclusion]; you’ve got to go deep” (D. Brown, personal communication, 
January 18, 2021).

Efforts to go deep in an agency context include everything from pay-
ing attention to where seminars, focus groups, and events are held, to 
purposefully selecting organizational officers and managers of color, to 
simply being mindful at the leadership level that mere incremental prog-
ress should not always be touted as the best possible outcome. “We’ve got 
to get our history right and not rest on progress. We’ve got to be real and 
substantive in terms of how much progress has been made and whether 
that is meaningful,” Brown said. “It can be a little frustrating in terms of 
evolving metrics that matter” (D. Brown, personal communication, Janu-
ary 18, 2021).

In my newsroom, creating an infrastructure of mindful story selection 
and sourcing requires persistent effort because most young reporters 
primarily approach their friends or acquaintances when covering news. 
One magazine executive has noted that it’s important for White editors 
to leave their comfort zones and broaden their circles rather than wait for 
minority sources to come to them (Arrana, 2018). Meredith Talusan is the 
executive editor of Them, an intersectional queer publication launched by 
Condé Nast, the global mass media company owned by Advance Publica-
tions. In a 2018 article in the Columbia Journalism Review, Talusan noted, 
“To empathize with people who are not like you—to really see them—
you have to become their friends” (Arrana, 2018, para. 9).

Efforts to engage more BIPOC sources were not immediately embraced 
on my campus because leaders were suspicious of the motives behind the 
offers of coverage. I encouraged my students to persevere, and slowly 
photos and interviews made their way into print. To support these efforts, 
I created cultural beats in my upper-level classes so that more experienced 
reporters were required to enterprise feature stories that showcased the 
members of these communities. Reporters also identified BIPOC influenc-
ers—those unofficial party promoters, political wranglers, and all-around 
connected persons—to engage in our news and entertainment content 
as often as possible in hopes that they would cement the newspaper’s 
legitimacy in the community. I also encouraged our staff to have meetups 
with the influencers and sources they had developed relationships with 
to discuss specific problems firsthand, and I coached them on how to 
answer the questions they received.

These tactics worked to a large degree, but there was a wrinkle: Even as 
reporters found it easier to identify and expand their coverage of BIPOC 
communities, they also had to answer tough questions regarding what 
took them so long to acknowledge the communities and why they made 
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so many mistakes. These were the challenges Talerico wrote of, and it was 
important that our staff respond correctly to retain their progress.

USING SELF-EVALUATION TO MONITOR DIVERSITY

Like professional media organizations, student publications have made 
many gaffs over the years when it came to trying to cover minority events 
or issues. Either they covered cultural events in stereotypical ways, or 
they published offensive visual images or opinions, or they simply stated 
facts incorrectly. As then Clemson University student media adviser 
Jackie Alexander said in a Student Press Law Center article in 2015,

The content is very flat, it’s very one-sided, and our diverse students aren’t 
reading us because they don’t see themselves or their lives reflected in the 
newspaper. And if students attempt diverse stories, because there’s no one 
else in the room to say “Hey, that looks off,” it runs the risk of stereotypical 
or downright offensive content. (Jeffries, 2015, para. 4)

I thought the best way for my staff to understand the source of BIPOC 
distrust and how to overcome it was for them to conduct a thorough and 
regular review of their work. At one time, I scheduled presentations from 
several university offices and student organizations who represented 
populations related to race, ethnicity, nationality, and ability. They were 
asked to specifically share instances when the newspaper had reported on 
their organizations, services, or events in good or problematic ways and 
to explain what was important to them for future coverage.

I also implemented a critique of our print product during our weekly 
staff meetings, and it is something we continue today. In the first critique, 
I listened as students discussed how their page design, story selection, 
and headlines could have been improved. When they were done, I asked 
them to tell me what was missing from their content: No one had noticed 
there was not one picture of a student of color outside of the Sports sec-
tion. They discussed being more inclusive, and the next week, we noted a 
purposeful effort to include a Black student in a standalone photo. From 
there, regular reviews helped us fill the gaps and become more inclusive.

For my editors, the regular critiques kept diverse coverage in the fore-
front, and they began to proactively work with reporters, photographers, 
and designers to ensure newsgathering resulted in improved representa-
tion of racial and ethnic minorities. They also began to question prob-
lematic content before publication. In one example, I was finishing class 
one day when the EIC walked into the room and requested advice. He 
was working on a story about how a White supremacy group had placed 
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flyers on cars around campus overnight. He wanted to run the story but 
had no art other than the flyer and screenshots from the organization’s 
website, and he did not want the newspaper to be seen as promoting the 
organization in any way.

It was a big moment for this editor, who hailed from an extremely rural, 
conservative, nondiverse community, to seek advice regarding whether 
he would be publishing potentially offensive content. It meant the cri-
tiques and conversations with different communities were helping to 
embed the importance of diversity and inclusion, as well as the responsi-
bility the staff had to treat sensitive topics with care. Over time, we began 
to see more and better coverage of not only events but also enterprise 
reporting about BIPOC concerns on campus. We also discovered editors 
became more conscientious about proofing these stories to prevent errors 
that might cause communication setbacks.

IMPLEMENT EFFECTIVE STAFF TRAINING

One of our departmental goals is to destigmatize diversity conversations 
among our students, and another is to empower them to be strong advo-
cates in their professional lives for inclusive and accurate representation 
of minorities. As the lone racially identifiable professor in the department, 
it was probably inevitable that I would be heavily involved in both of 
these efforts, and I have made diversity an integral part of my research 
agenda and professional development. To that end, I have pursued 
formal training and continuing education on diversity issues whenever 
possible. In 2019, for example, I attended the Train the Trainers program 
hosted by the Freedom Forum Institute’s Power Shift Project and became 
certified as a Workplace Integrity trainer.

The Workplace Integrity curriculum was designed by Jill Geisler, the 
Bill Plante Chair in Leadership and Media Integrity at Loyola University 
Chicago, in her role as a Freedom Forum Institute fellow in women’s 
leadership. The three-part training focuses on critical thinking, coura-
geous conversations, and cultures of respect and trust. It works to help 
organizations stop addressing diversity efforts as compliance issues, 
which focus on avoiding lawsuits, and move to integrity approaches, 
where organizations embrace equitable and nonharassing cultures as a 
value.

The new certification was the impetus I needed to formalize diversity 
training sessions I had instituted for our student media managers two 
years earlier. Then I simply focused on the need for inclusive language 
and a supportive newsroom culture. I continued sharing my blueprint for 
identifying stories in minority communities, and we brought in specialists 
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to help our editors better understand the need to adjust processes in 
multimedia activities, like lighting for photos and videos to account for 
differences in skin tone.

After participating in the Workplace Integrity training, I understood 
more formal training was necessary to teach my students how to initiate 
conversations when they witness or experience harassing and discrimi-
natory behaviors and to be intentional about efforts to create civil, non-
harassing, equitable workplaces. Using the formal training to develop a 
value-driven approach to diversity may be the most difficult of the diver-
sity efforts I have attempted with my staff because it requires students 
to move beyond mere acceptance of difference. Rather, it requires stu-
dents—specifically for our staff, primarily White students—to embrace 
allyship; they must be prepared and trusted to set aside their privilege 
and “act on behalf of equity” (Geisler, 2020, para. 5).

It may be too soon to know how effective the formal training has been 
with my students. However, I feel confident in saying it adds an impor-
tant layer to a process I have spent a decade building.

FINAL THOUGHTS

Whether inside or outside of the classroom context, I believe the layering 
of techniques is what’s required to have an integrated, consistent, persis-
tent approach to diversity and inclusion in student media. My process 
works for me because I have given students a safe place to grow their 
understanding of past problems, present challenges, and future benefits. 
I have developed a program where students invest in each other and are 
open to the improvements diversity can bring to their content production. 
The newsroom culture has radically changed from what it was before, 
and the content is richer and more representative of the audiences they 
serve. They still make mistakes, as all media organizations do, but my joy 
is seeing my students critique themselves, proactively recognize potential 
or actual diversity problems in their content, and initiate change.
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PERSPECTIVE: COVERING RACE PANIC 
STORIES AND DIVERSITY FLARE-UPS

Cristina L. Azocar, San Francisco State University

Professor Buck’s blueprint for expanding diverse storytelling can 
easily be adapted to any journalism program. When students are 
empowered to tackle problems with consistency and persistence, 
they can take the lead and pass on their knowledge so that future 
college publication staffs are better equipped to deal with issues 
when they arise. But first, that program needs to ensure it has the 
leadership to enact it. Many of our White colleagues are waking up 
to how the years of neglect of campus coverage of those in Black, 
Indigenous, and People of Color (BIPOC) communities has left deep 
distrust in news media. But without BIPOC leadership, I do not see 
how the deep, long-lasting cultural changes required will transpire.

As president-elect of the College Media Association, Professor 
Buck is among a handful of BIPOC college campus media advisors 
at traditionally White institutions. The Accrediting Council on Edu-
cation in Journalism and Mass Communications (ACEJMC) recently 
revised its standards, including a major revision of the diversity and 
inclusiveness standard (see Moody-Ramirez, this volume), which 
up until 2018 was one of the two accreditation standards on which 
programs were most often found to be noncompliant (the other is 
assessment). Under the new ACEJMC standards that take effect in 
2022–2023, the diversity standard is much more rigorous. Still, no 
unit will lose its accreditation if it is noncompliant on just the diver-
sity standard. I do not see changes on the horizon until White people 
realize that diversity is a White problem with which White people 
need to deal. Campus journalism operations need to not be afraid 
to call out racism and not be afraid of White fragility. And they also 
need to shift their perspective to what stories are important. Those 
of us who identify as BIPOC find that it falls on us to initiate and 
create the path for change for those White people and their White 
institutions. So leadership is key. Once all journalism programs live 
in Professor Buck’s reality, then we may really start to see change.

In the meantime, however, we can use her template to bypass 
racial panics and diversity flare-ups by getting ahead of them 
and acknowledging they are a White problem. The layering tech-
niques she suggests to develop an integrated, consistent, persistent 
approach to diversity and inclusion of newsrooms help student staff 
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reframe race panic and diversity flare-up stories. To reiterate, race 
panic and diversity flare-up stories are in reaction to White racism. 
White people are the cause of race panics and diversity flare-ups. 
White reporters, editors, publishers, and the entire structure of 
mainstream news media are responsible for the stories that create 
race panics and diversity flare-ups, and they are responsible for 
their proliferation. Before delving into how to reframe stories, I will 
quickly discuss what race panic and diversity flare-ups are and pro-
vide some past and current examples.

Racial Panics

Racial panics fall under Cohen’s (1972) definition of moral pan-
ics: conditions, episodes, and persons or groups of persons that 
emerge to become defined as a threat to societal values and inter-
ests. The news media have played a significant role in constructing 
and amplifying moral panics (Critcher, 2003; Jewkes, 2015). Racial 
panics are isolated events without context of the social practices, 
institutional policies, and historical legacies that they are rooted in 
(Lehrman & Wagner, 2019).

For example, in the early 1990s, states pushed tougher laws for 
“super predators.” These remorseless, predatory teenage criminals 
were going to take over the streets unless they were given harsh jail 
sentences and tried as adults. Unsurprisingly, Black males were the 
main targets of the media attention surrounding super predators 
as they were in the “knockout game.” This phenomenon, starting 
in 2013 in Brooklyn, accused young Black assailants of randomly 
picking unlucky targets and trying to knock them out with just one 
punch.

Other examples of racial panics abound: Hordes of Mexicans 
attempting to rush the U.S.-Mexican border and take American 
jobs. Muslims hiding in suburban neighborhoods creating hidden 
dens of extremism. Asian Americans taking seats from White stu-
dents at elite universities. Native Americans threatening economic 
development by blocking progress. The news media tend to rely on 
anecdotal information, examples from social media, and dubious 
statistics when reporting these stories.

White people never produce racial panics, although they should. 
More White males commit more acts of terror on people of color 
than people of color do on Whites. Native people did not give White 
people disease-infected blankets. Black people did not lynch White 
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people. Japanese Americans did not round up German Americans 
and put them in concentration camps. BIPOCs do not call the police 
on large gatherings of White people when they wander outside 
their allowed space. The murder of White people by police are not 
livestreamed. And on campuses, a racial panic is not declared when 
White students fly Confederate flags at sports events or when they 
shout racial slurs at students.

Diversity Flare-Ups

Campus diversity flare-ups are often caused by a series of acts and 
the protests that follow them that underscore racial tensions on col-
lege campuses and highlight administrations’ cluelessness about 
racism by White students and faculty on their campuses. In 2015, 
the University of Missouri’s president resigned after being accused 
by activists of not addressing racist and bigoted incidents. This 
included the undergraduate student body president being called 
the n-word, a White student climbing onto a stage and shouting 
slurs as Black students rehearsed a skit, and when a swastika was 
drawn on a wall with human feces (Svrluga, 2015). The chancellor 
also resigned.

At Syracuse University in 2019, ten incidents, including graffiti 
targeting Black, Asian, and Jewish students and a verbal attack on 
a Black female student by fraternity members, were followed by a 
week-long student sit-in. A Council on Diversity and Inclusion was 
instituted in late 2020 to provide feedback about the campus climate. 
In the same year, at Arizona State University, the provost revoked 
a job offer to the dean of journalism after more than four thousand 
students signed a petition accusing her of microaggressions and a 
history of racist, homophobic, and body-shaming comments (Mys-
kow & Hansen, 2020). Just as White people are to blame for moral 
panics, they are also to blame for diversity flare-ups. When BIPOC 
expose these flare-ups, which they always do, the White responses 
are shrouded in “well-intentioned” apologies, and the appropriate 
leadership reacts with shock that this occurred in their community 
(neighborhood, campus, workplace, church, etc.).

Reframing Racial Panics and Diversity Flare-Ups

Similar to what Audre Lorde (1984) explained in her essay “The 
Master’s Tools Will Never Dismantle the Master’s House,” the news 
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media couch moral panics and diversity flare-ups in terms that pro-
tect White people from their roles in perpetuating racism. The news 
media also protect themselves in the same way. But what is a col-
lege newspaper to do when the majority of college media advisors 
are White? When the goal for the graduates of college journalism 
schools is to work in mainstream news media? When the world they 
leave is the one expected of them to perpetuate?

If an issue around race starts bubbling up on campus, instead of 
covering the panic, the story should be written using real statistics 
and quotes from thought leaders on the issue behind the story. And 
even before then, BIPOC reporters are bound to know what types 
of stories they see too many of and they can work to counter them. 
For example, racial panic stories often revolve around crime, which 
we know from government reports is statistically decreasing. If an 
episode occurs, ignore the tendency to report on it. Instead report 
on the statistics. How is the campus working to keep its community 
safe and what classes are available for students to protect them-
selves? Remember that many instances are only single ones that 
only become issues because news media make them issues. Unfor-
tunately, social media allows single incidents to explode into moral 
panics at a quicker pace. There needs to be a response developed 
around that too—“check out this story on the decrease of crime 
on college campuses.” Most importantly, students need to actively 
avoid perpetuating the notion of racial panics.
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Embracing a 
Pedagogy of Pain

Meta G. Carstarphen, The University of Oklahoma

On May  31, 1921, one of the most dramatic acts of violence against 
American citizens erupted in Tulsa, Oklahoma. In less than twenty-

four hours, a thirty-five-city-block area comprising the African American 
enclave of Greenwood was destroyed, with estimated losses of hundreds 
of homes, scores of businesses, and as many as three hundred dead (Tulsa 
Historical Society and Museum, n.d.).

Greenwood, dubbed “The Black Wall Street,” was recognized as the 
most prosperous African American–owned town in the United States and 
prospered in a self-contained enclave within the growing city of Tulsa. 
Newness enveloped this place, as Greenwood residents aimed to grow 
right along with the developing fortunes of the new state of Oklahoma, 
which was officially recognized as such in 1907. Nearly all of it dissipated 
in the angry smoke and fire of riotous White citizens. White-owned daily 
newspapers at the time contributed to the horror through deliberate omis-
sions and underreporting about this incident that attracted widespread 
coverage outside its borders (Krehbiel, 2019). Decades upon decades later, 
Oklahoma students were still able to complete all the requirements of a 
high school diploma without reading one documented word about this 
horrific event that happened literally in their own backyards.

The year 2021 marked a momentous anniversary for the Tulsa Race 
Massacre, as it came to be known. As with any historic remembrance, the 
Tulsa Race Massacre could be easily incorporated within a topical discus-
sion, an assignment, and/or a reading in any standard journalism and 
mass communication class. This kind of glancing but important recogni-
tion would be reflexive in most of our classes, but what might it look like 
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if students were invited to examine such a weighted and historic topic 
for an entire semester? How might students wrestle with the traumatic 
weight of the past and balance it against the socially fraught conversa-
tions of contemporary times? And, most importantly, what would be the 
value to students and instructors of such a course?

This chapter considers these questions against the backdrop of prepa-
rations for a spring 2021 course devoted to examining this event. Called 
“The Tulsa Massacre: 100 Years Later,” the proposal for this one-time 
course offered a chance to provide students with an innovative, mul-
tiperspective, and cross-disciplinary understanding of the Tulsa Race 
Massacre and some of the event’s consequences. Specifically, this chapter 
focuses on (a) highlighting a conceptual rationale for teaching difficult 
subjects such as this one to journalism and mass communication students, 
(b) preparing to guide students through potentially highly sensitive read-
ings and conversations about racial violence, and (c) presenting strategies 
that faculty members engaged in this kind of teaching can use to navigate 
through the challenges that may occur in their own professional and per-
sonal spaces.

MAPPING A PATH: COMPONENTS AND ASSESSMENTS

Our course blossomed into a team-taught class that began from a con-
versation with my colleague, Karlos K. Hill, chair of the Clara Luper 
Department of African and African American Studies at the University of 
Oklahoma where I teach. Soon after, we met for a relaxed, evening chat in 
late 2019 with another colleague, Rilla Askew, a faculty member with the 
University of Oklahoma’s Department of English. Our dreams were bold 
and ambitious. We wanted to have students explore the consequential 
events of the Tulsa Race Massacre through the perspectives of three disci-
plines: history, journalism/media, and creative writing. As our conversa-
tions continued, we decided to add a digital humanities site drawn from 
our class activities and student work. Our fourth colleague, John Stewart, 
who is a specialist in digital learning, joined our team as well.

One of the earliest choices to make was whether we wanted to design 
a class for a potentially large lecture room or for a smaller, seminar-style 
experience. We landed somewhere neatly between these polarities with 
a projected student enrollment of forty-five, with some limited spots for 
graduate students. In our planning, we imagined having a traditional 
classroom setting, with guest speakers and vigorous group interac-
tions. However, the realities of offering this class during the COVID-19 
pandemic led us to temper our initial planning. Adjustments included 
reducing the potential enrollment to a total maximum of forty to allow for 
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socially distanced seating in our chosen classroom, adapting a “hybrid” 
class format to allow for some online delivery as needed, and hosting 
some virtual presentations in lieu of large face-to-face events open to the 
general public.

Still, despite these adjustments, the course design for “Tulsa Race Mas-
sacre: 100 Years Later” remained consistent with the original vision. The 
limited enrollment remained open to all majors, still accommodating the 
planned online discussions and hands-on activities. Each of the three 
subject areas have four weeks of planned content in the following order: 
African Americans/history, journalism/media, and English/creative 
writing. Students will work through historic documents, news reports, 
and texts to critique the ways history was and still is reported. Ending 
with a creative writing experience will allow students an outlet for their 
own ideas. Finally, the course will punctuate the pacing (and intensity) 
of these units with a “check-in” about digital humanities and their ability 
to weave together narratives using multiple media, narratives, perspec-
tives, and time frames. Regardless of their majors, students could find 
within this robust classwork a bridge to future conversations and careers. 
Designing the assessment of student performance is both collaborative 
and individually discipline specific. At the end of each of the three subject 
units, students will get to complete a final assessment of what was pre-
sented in history, journalism, and creative writing. We will rotate grad-
ing responsibilities according to our areas of expertise. Small teams will 
complete their digital humanities projects at the end of the course. Last, 
in lieu of a final exam, all students will respond to simple prompts with 
their own personalized presentations: What did you learn? What will you 
do with what you learned? How will you share it?

AVOIDING THE PARACHUTE

My opportunity will be to guide students from these diverse majors and 
academic backgrounds into a media literacy discussion that probes the 
role and influence of media. Rather than locating this discussion within 
the confines of normative theory and safe topics, students will be asked 
to consider these questions as part of a complex and controversial event. 
Even as I guide the students to analyze previous media reports through 
archives and other historical resources, I will ask them to make com-
parisons and analyses of contemporaneous representations. These now 
include ongoing journalism reports about events related to the yearlong 
commemoration, the unresolved issues about reparations for the descen-
dants of the original victims, and the search for forensic evidence of mass 
graves from the event. We will also consider the emerging popular media 
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portrayals of the Tulsa Massacre, such as in the 2019 HBO series Watch-
men and the 2020 season debut of Lovecraft Country, also on HBO.

Yet for all of the compelling, persuasive reasons to leverage this 
moment in time as a structured “teaching moment,” there are perils for 
both me and my students. I am African American, a female with the rank 
of professor, and I should not exist. In many journalism and mass com-
munication programs, I or someone like me does not (yet) exist. When 
I pursue teaching content that unravels the lived experiences of people 
who may be invisible in the standard pages of learning, I am unpeeling 
layers of self.

My professional life as a feature writer and as a public relations spe-
cialist informs my experience with journalism’s professional protocols. 
The work is sticky and at times confounding. We want truth but we are 
always in a hurry for it. We represent power but we want to speak for the 
powerless.

Journalism and its related disciplines in media production and strate-
gic communication can be intensely defined by time and circumstance. 
Breaking events control the decision making for news organizations, 
while a misspoken statement can halt an organization’s marketing and 
brand strategies unexpectedly and suddenly. These realities create cir-
cumstances where media professionals are expected to “parachute” into 
such controversies and accurately report about them or communicate 
about them. Our curricula encourage this behavior. Perhaps we create 
brief assignments about mock crises or dedicate a lecture to a social issue. 
We may assign students to learn about changes in professional protocols 
that reflect shifting cultural or social mores and quiz them, as when the 
Associated Press Stylebook updates its guidelines on race-related coverage 
or usage of gender-neutral terms. However, the professional challenges 
facing them in their future work may be indeed more complicated than 
they have been prepared to face. One way to help our future practitioners 
is for them to intentionally and strategically engage the past.

One of the immediate challenges in having students revisit a historical 
event is to recreate known facts about what happened. One of the lin-
gering benefits, though, is having the benefit of hindsight and informed 
critiques in the form of scholarly literature and professional observers 
about the omissions of the historical record. Thus, by intentionally invit-
ing students to understand how an event happened and how it was 
reported and compare such coverage with subsequent critiques, we can 
invite students into unparalleled opportunities for critical thinking and 
reflection. Moreover, one important potential observation about historical 
memory seems congruent with our understanding of best practices in our 
field. Our media excellence and independence thrive upon the ability to 
include multiple voices and perspectives.
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Similarly, history is not unilateral narrative. But when we train our 
students to cover historical events, we unwittingly encourage them to 
drop into events and locales with parachutes, prepared for quick entry 
and quicker departures. We tell them—directly or by implication—that 
official sources are the most reliable and that historical documents may 
be beyond scrutiny.

In her critique of a “universal history,” Emma Rothschild (2008) dis-
cusses how scholars confronted the challenge of building a history of a 
global institution, the United Nations. Although the UN’s official docu-
ments framed a starting logic about to how to approach constructing a 
historical narrative, this history proved to be far more complex. The his-
tory built upon documents could be interpreted through multiple “new” 
histories, including through the recorded lives of individuals, through 
the multiplicity of languages and their usages, through the political and 
social issues debated, and more (p. 396).

Journalists and media communicators frequently use the materials of 
archives and from official records as a starting point for an inquiry or 
even the framework for understanding a story. Therefore the history 
of how the archive was developed is as important as what it contains 
because such an account reveals how knowledge was constructed and 
how it became known. Knowing this history and questioning it allows us 
to peer into the subtle, hidden designs of power because there is a signifi-
cant type of power that allows decisions to be made about what is worth 
preserving, upholding, and canonizing in the confines of public sites of 
memory. These include museums, archives, libraries, and monuments, as 
well as the memories—however ephemeral—of survivors, witnesses, and 
ancestors.

In the case of the 1921 Tulsa Race Massacre, this power to build and 
preserve knowledge has strong resonances for what students will be 
asked to consider. Most recently, Tulsa-based journalist Randy Krehbiel 
published a meticulous study of how the White-owned Tulsa newspapers 
covered the massacre in 1921 and over the decades since, documented 
discrepancies between what happened, what was printed, and what has 
been preserved. One example was an article in the Tulsa Tribune originally 
published with the front-page headline “Nab Negro for Attacking Girl 
in an Elevator” that was torn from a final edition version before being 
submitted for microfilming (2019, pp. 64–65). Many historians believe 
that this article with its inflammatory headline was one of the factors con-
tributing to the rapid mobilization of hundreds, which eventually grew 
to thousands, of Whites who descended upon Greenwood on March 31, 
1921.

This example offers just a snapshot of the complexities of getting stu-
dents to understand the construction of history and the documents upon 
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which such accounts are built. This discussion and others similar to this 
can provide such a rich opportunity for teachers of journalism and mass 
communication courses and for their students. It may seem counter-
intuitive that those of us tasked with teaching the communicators of the 
future should take time to look at the past. Yet this allows us to impress 
upon our students that words, videos, images, ads, news releases, and 
social media that they create will inevitably become the foundations of 
historical narratives for future generations. Last, the methodical ways 
in which students will build and understand knowledge moves them 
beyond intuition into embracing the role of theory in professional work 
(Vocate, 1997).

EXPLORING A PEDAGOGY OF PAIN: 
USING PAST AS PROLOGUE

The central proposition for our students is simple. Imagine the spaces we 
occupy as sites of learning, including places that go beyond the classroom. 
These include libraries, archives, and individuals connected to our sub-
ject, and even the physical location of a historic event. What stories would 
students tell about them? Even as history constructs this as an episode 
behind us, the 1921 Tulsa Massacre remains as an active acknowledgment 
in a palpable way of the “blindnesses” of contemporaneous reporting and 
knowledge generation that would serve our students well. This service 
could not be better rendered than as we struggle, even in the twenty-first 
century, to bring home the vital necessary of diverse storytelling.

What I am referring to as a “pedagogy of pain” recognizes that the 
tumult of the world outside the classroom cannot separate itself from its 
students, professors, and instructors, or even its curriculum. The veneer 
of objective and dispassionate knowledge is thin. For students of color 
and professors of color, teaching in the context of social injustice, politi-
cal affronts, and physical threats and violence wear on the resilience of 
learning. Sometimes the assault is like a drip. Sometimes it is like a tsu-
nami. In between these spaces reside learning opportunities. What does 
it look like to walk headlong into a tumultuous event, a topic fraught 
with trauma, as an intentional learning opportunity? It means that such 
a pedagogical moment will not be meaningful without three factors: (a) 
a point of entry, (b) provisions for safe passage through the instructional 
opportunity, and (c) a culmination that allows students to be successful in 
mastering content and emerging to be more resilient learners as a result 
of the experience.

For my point of entry, I made a decision to engage a little more than 
usual with students during the registration period for this course. 
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Mindful of our enrollment limits, we divided the ways students could 
enroll across three disciplines: AFAM, ENG, and JMC. For my portion 
of the class, I was able to add an instructor’s permission requirement, 
allowing me to engage with students prior to their enrollment. As part 
of a brief email exchange, I encouraged students to take a brief, eight-
question survey, where I could learn more about them and share more 
details about the class.

An important question for me to ask in the middle of the survey was 
why the student was interested in the class. Some of the responses were 
tied to their majors, but most were surprisingly personal:

•  I grew up in Oklahoma and never learned about this in school. I want to 
learn more.

•	 As an African American I feel this is part of my history.

Two key questions for me ended the survey. In question number seven, 
I described the topics in the class as covering “violence, trauma, and racial 
strife” and asked about their comfort with this possibility. Some students 
answered with brief responses and with some bravado:

•  It is a reality of our history.
•	 I’ve studied topics like these before.
•	 Comfortable.
•	 It is expected just from the name of the class.

Others were less certain:

•  I have moderate experience with these topics but I am ready to learn more!
•	 I will ask for help if I need it.
•	 This issue is sensitive to me . . . I believe an environment in which discus-

sion is encouraged would be ideal.

I ended the survey asking students to brag a bit—asking them to share 
their additional skills and talents that they felt would add to the class. My 
intent was to invite them to invoke their own sources of resiliency and 
talent as they enrolled in this class. Along the way, I discovered a great 
variety of gifts among them, including strong writing, organizational 
skills, digital skills, and personal networks in Oklahoma that might add 
to the sense of community the class will strive to build.

As a faculty team, we had to do some planning of our own beyond 
assignments, dates, and speakers. Two of the most significant conversa-
tions we had evolved around class climate and language. With a shared 
understanding that the material they will look at will be difficult, we 
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have pledged to build spaces within our class for listening and support. 
One structural element we will have will be a weekly open-ended online 
discussion post. Students will be able to respond to source content as it 
unfolds and we will be able to measure class climate along the way. We 
will be able to determine if questions or discussions need to be addressed 
during the formal class meetings as well.

The second most important discussion was about racial language and 
what our stance was going to be about it before we faced the students. 
The historic documents we will look at will have examples of racial epi-
thets being used with abandon. In one specific example, The Tulsa Tribune 
published an editorial days after Greenwood was destroyed disparaging 
the town with a racial epithet (“N****rtown”) and declaring a resolve to 
keep Greenwood from rebuilding (Johnson, 2020, pp. 81–82). As a team, 
we decided that, regardless of the readings, we would embrace a class 
practice that would ban the use of racial epithets in our discussions and 
writings. As instructors, we will model how to refer to such usage with-
out incorporating it in our own speech and discussions. We expect college 
students to read and understand what they are reading with maturity and 
respect. No one needs to prove anything by saying offensive language 
aloud.

WHEN THE HISTORY YOU TEACH IS YOUR OWN

For faculty of color especially, the conversation about racism and social 
justice in the academy can be fraught with emotional, mental, and intel-
lectual challenges. We are often expected to be the translator of such 
events and their meaning, sometimes in the face of vocal skeptics. We 
might encounter resistance from our students and a devaluation of our 
intellectual effort on race and racism, suggesting that our silence is more 
valued than our knowledge. It is certainly a truth that exploring such top-
ics can tap into personal pain, family legacies, and social stigma in ways 
that our colleagues may never have experienced or understood. Maria 
Yellow Horse Brave Heart is an early scholar who identified the phenom-
enon of “historical trauma” as a way of describing pain experienced by 
generations of a group that has suffered great tragedy and loss. Although 
her research draws from the specific historic contexts of the Lakota Sioux, 
her analyses can offer relevance to the experiences of those victimized by 
racism and violence.

I experienced this acutely when, many summers ago, I participated in 
an academic workshop about using archives for research and teaching. 
I was the sole African American participant in a group of about twenty-
five scholars. When one presenter discussed how he used civil rights 
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archives, touching upon stories of violence and lynching used to sup-
press voting in the Deep South, I became overwhelmed with sensations. 
I was physically uncomfortable—enough to leave the room before the 
presentation ended. While I have no stories in my immediate family and 
known relatives about lynching, I felt the trauma of such violence as if I 
had. This experience, and others similar to it, prod me to remember that 
all of us will need to allow spaces to read, reflect, comment, and pause as 
we navigate through this semester-long experience about the 1921 Tulsa 
Race Massacre.

I feel extremely fortunate that the colleagues I have chosen to work 
with are like-minded. While all of our experiences, life stories, and identi-
ties are different, we have arrived at a similar point in understanding the 
value and legacy of the story of the 1921 Tulsa Race Massacre. We know 
the importance of sharing this story with our students, and in doing so 
carefully. Yet I intend to fortify my own position as a scholar of color with 
what Ersula Ore (2017) so deftly describes as a pedagogy of care. Through 
an extended example and position that focuses on language and choice, 
Ore describes a strategy of “pushback,” which is an active and aggressive 
response to “injustice by consciously disrupting acts of implicit racism as 
they operate [emphasis added]” (p. 21). In other words, pushback is a posi-
tion that is intentional and planned, allowing faculty members of color, 
especially, to prepare for challenges to their authority, their intellectual 
currency, and their being in the moment of the challenge. Pushback pre-
pares faculty to care for themselves as they continue to do the work they 
have chosen.

I think of pushback as congruent with the work we have trained to do 
as journalists and media professionals because its effectiveness lies in the 
power to ask a simple question and to wait for its answer. In the scenarios 
I imagine, this pushback question is always a “why,” as in:

•  Interesting. Why do you think that?
•	 Oh? Why do you say that?
•	 Really? Why do you think that is?

These “imaginary” responses become realized in the moment of dis-
course. In scenarios where these conversations might arise, they offer a 
different path of engagement. For one, I am relieved of the false burden 
of overexplaining or rationalizing because I learn to wait, together, in 
silence with the questioner. Second, and more importantly, this moment 
pivots from a potential emotional trigger to a learning opportunity. The 
person asking the question has to reflect upon the reason for his or her 
question and, in doing so, become aware of a bias that may have framed 
the question in the first place. When the exchange ends, whether after 
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an extended frank conversation or after an awkward, quick pivot to the 
weather, I have a path forward.

LEARNING OPPORTUNITIES BEYOND THE COURSE

In addition to our course, the University of Oklahoma has events, sym-
posia, a library exhibit, and more to commemorate this anniversary. My 
work on this course allowed me to open up discussions with colleagues 
in my college for potential collaboration and cocurricular activities. 
Examples include a commitment from our student chapter of the Public 
Relations Society of America to follow the development and delivery of 
the class with a social media campaign across multiple platforms. This 

Figure 9.1.  University of Oklahoma Public Relations Student Society of America
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same group of students designed a logo for our course and is assisting 
with other promotional assets, such as flyers and posters. Another class 
will video class sessions and guest speakers, helping us to make the con-
tent available more broadly. Other colleagues in our college may develop 
assignments compatible with advertising, social media, and reporting 
classes along the topic of the Tulsa Race Massacre 100-year anniversary 
and the various community-based organizations involved.

It is ironic, perhaps, but supremely satisfying that the opportunity to 
bring historic pain into the classroom in a systematic way will open up 
opportunities for so many of our students to make their studies socially 
and culturally relevant. As scholars of color, just imagine how our stories, 
histories, and sensibilities could change the academy and the professions 
we represent with more of the same. We should lean in to, not away from, 
our identities, understanding them as gifts instead of obstacles in the 
classrooms we inhabit.
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PERSPECTIVE: CONFRONTING COLOR-BLINDNESS

Keonte Coleman, Middle Tennessee State University

Research has shown the number of accredited and nonaccredited 
journalism and mass communication programs offering special 
courses on media diversity has been increasing steadily for the 
past two decades. Biswas and Izard’s (2010) survey of 105 pro-
grams found while most prefer teaching diversity throughout the 
curriculum, the number of ACEJMC-accredited programs with at 
least one course on media diversity increased from 60 percent in 
an early study to 74 percent. Most recently, in a 2015 survey, 83 
percent of programs offered at least one separate/dedicated course 
on diversity, with gender, diversity in general, and race/ethnicity 
as the topics most often highlighted (Biswas et al., 2017). I teach two 
of these courses at Middle Tennessee State University. Teaching 
media diversity courses focused on race, gender, class, and sexual 
orientation has the power to reconstruct students’ limited, bigoted, 
and/or prejudiced knowledge before they serve communities as 
media professionals.

Situating Yourself Creates Trust

I start each semester of my media studies courses focused on diver-
sity, equity, and inclusion the same way. I tell the students about 
three stages of my life: my educational background as a student, 
my professional background as a journalist, and my academic back-
ground as a faculty member and higher education administrator. 
Details about my upbringing, current family, and personality are 
woven throughout the stages of my life. I have found that being 
vulnerable to the students and admitting areas where I have been 
ignorant or insensitive in relation to the topics we will cover shows 
that we are all works in progress. I want them to see all of me. I need 
them to notice that I am a Black man, Southerner, husband, father, 
leader, scholar, journalist, ally, sports fan, gamer, and mentor. I 
provide detailed information about my life so they will understand 
that I am not going to ask anything of them that I am not willing to 
share myself.

 EBSCOhost - printed on 2/9/2023 3:12 PM via . All use subject to https://www.ebsco.com/terms-of-use



	 Perspective	 153

Combat Color-Blindness and Classless Society Narratives

I want my future media practitioners to break away from the false 
narrative of a color-blind society in which individuals claim not to 
see differences in others. They should see and respect differences 
and identify similarities to help foster a more diverse, equitable, and 
inclusive media industry. Students must also be made aware that a 
class system exists in the United States and obtaining the American 
Dream is not always as easy as “working hard” and “pulling your-
self up by your bootstraps.”

Establish Clear Rules

I make it clear that we will consume and comment on issues that 
many have not fully considered or talked about in mixed company. I 
pledge to work at maintaining a safe space for the free flow of ideas. 
This only happens if everyone agrees to be respectful of each other 
and follow a few rules.

•  Keep it in the bubble: What is said in the classroom stays 
in the classroom, so students feel comfortable sharing their 
experiences.

•	 No derogatory language: Derogatory/slang terms are forbid-
den because they hurt feelings and become distractions.

•	 Professor directs the discussion: I am the discussion traffic cop 
directing who speaks and when while keeping the conversa-
tion directed at me. A civil conversation can turn chaotic when 
students talk to each other about sensitive topics, so it is best 
if they engage with the professor, even when responding to 
classmates’ comments.

•	 Complete assignments before class: Everyone needs to com-
plete readings and personal reflections before class to facilitate 
informed conversations. This provides students time to ponder 
their feelings before discussing sensitive topics in class.

Demographically Different Students Respond Similarly

I have been a full- or part-time faculty member at four institutions of 
higher learning in the American Southeast for more than ten years. 
They are a mixture of HBCUs, PWIs, public, private, religious, small, 
large, teaching-focused, and research-focused institutions. Whether 
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I am talking to a room filled with all women, all Black students, 
majority White students, or an equal mixture of men and women 
from different ethnic and racial backgrounds, broaching issues of 
class, gender, race, and sexual orientation is always difficult.

It is interesting seeing a roomful of students realize that much of 
who they are is a product of the socialization that has occurred via 
parents, siblings, friends, religion, school, and media. The students 
are equally surprised to learn that they all benefit from some form 
of privilege and usually take that privilege for granted. These dis-
cussions have to be layered throughout the semester and revisited 
whenever a new topic is introduced to drive home the message that 
our points of privilege vary based on different factors, and how 
we are socialized affects how we handle the sensitive topics in the 
course.

There is always a collective “aha” moment where the class realizes 
that their worldview is not like everyone else’s. Using the example 
of how a Christian-based holiday, Christmas, is the only religious 
federal holiday in the United States always starts fascinating con-
versations. Most of my students observe the holiday even if they are 
not religious, but there are a few who talk about feeling ostracized 
during the Christmas season because their families do not observe 
the holiday. It is shocking for many students to learn that everyone 
does not celebrate Christmas, and it is appalling for the students 
who do not celebrate it to realize that the majority assumes they do.

Allowing students to talk through how they do or do not celebrate 
the holiday also uncovers class and cultural differences. I have them 
think about what happens if they marry someone with different 
holiday values because many care deeply about passing along their 
traditions to their future families. At this point, the students are 
starting to question some parts of their upbringing. This is the per-
fect time to introduce the course topics.

Introduce First-Person Accounts

Spend time curating personal accounts from documentaries, news 
interviews, and panel discussions to present various perspectives 
to your students. I like to use issues like the wealth gap, redlining, 
and the GI Bill to discuss the class divide in America. I found videos 
hailing the GI Bill as one of the ways the U.S. government helped 
create generational wealth. White veterans talked about being able 
to get assistance checks, jobs, higher education, and home loans. But 
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a different video highlighted how Black veterans were not allowed 
the same opportunities because their states’ policies discriminated 
against them. Watching the videos and seeing how the system 
favored one group over another always resonates with students. I 
use the same method to address gender, race, and sexual orientation 
issues.

Empower Students to Reflect

I am asking students to digest information that conflicts with foun-
dational beliefs taught to them by people they love and trust, so 
asking them to reflect on their experiences is essential. I constantly 
check the temperature in my classroom by having students com-
plete reflection papers. They must tie information from the text, 
documentaries, and our discussions to their lives. I do not want 
them to tell me what they think about the topics but to relate their 
personal experiences with them. This means I have quite a bit of 
reading to do, but it is worth it to see the students really open up. 
They normally reveal more in writing than during class discussions.

Encourage Students to Engage

To encourage students to share their reflections, I have them give 
one- to two-minute oral presentations on their reflection essays. This 
is enough time for the students to summarize their papers and share 
personal anecdotes that connect with the topic. It also provides a 
space for reserved students to share without being put on the spot. 
These sessions spark more conversation than the lecture discussions 
because now the students have fully digested the information. I do 
not allow visual aids because I simply want the students to express 
what resonated with them most. This assignment, along with dis-
cussion boards, helps the students learn from each other’s experi-
ences in tangible ways.

Conclusion

By the end of the semester, students tell me that I have ruined 
their absent-minded media consumption because they are noticing 
unjust portrayals of marginalized groups. They are questioning why 
they have never been taught that marginalized communities are 
often impacted negatively by policies and laws that benefit those 
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in privilege. I have had students put what they have learned into 
action through journalism publications. More personally, students 
begin to share lessons learned with their families and friends. This 
can elicit mixed reactions, so I warn students not to make it their 
duty to change others’ mindsets. I tell students that we are all 
ignorant about many topics, but once we know better, we should 
do better. After the course, they know that the world is bigger than 
the bubble they were raised in, so they should always be mindful 
of diversity, equity, and inclusive practices to ensure that they are 
painting accurate pictures of the communities they are serving.
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Guiding Research in Issues 
of Diversity and Difference

Troy Elias, University of Oregon

A common reality for tenure-track professors at research universities 
across the United States is that the quality and quantity of research 

that faculty publish are often enhanced by contributions made from 
their motivated graduate and undergraduate advisees. Faculty provide 
students with foundational knowledge and skills training (Johnson et al., 
2019), but they also provide mentoring, which helps prepare students in 
their postgraduate careers. Mentorship is particularly valuable for those 
who go on to become future faculty as they are able to learn from observa-
tion how to achieve balance and to succeed in their own eventual advis-
ing, service, and teaching requirements (Breen & Barbuto, 2010).

My research investigates the role that media play in shaping differ-
ences in environmental concern across racial, ethnic, and cross-national 
groups (Elias et al., 2019; Elias & Hmielowski, 2020). My studies in this 
line of research seek to uncover insights that may help guide interna-
tional and domestic climate change organizations, brands, and journalists 
better understand the value of an inclusive approach to climate change 
mitigation (Elias et al., 2018) and also seek to identify effective ways in 
which these entities can incorporate and communicate with communities 
of color. The issues that I research are also predicated on the fulcrum of 
privilege. Overall, these constructs and social issues represent the corner-
stones of all of my work.

Apart from my research, they also inform my pedagogy and largely 
direct my service commitments. A major component of these studies, 
however, has been the contributions made by graduate students in 
exploring these topics. It is my belief that as the United States becomes 
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increasingly diverse, educators and scholars need to intensify our com-
mitment to researching and teaching issues of diversity and difference 
for the next generation of future faculty, in particular, to be sufficiently 
equipped (see Thomas & Jones, 2019).

Given my research stream, I tend to advise students with similar inter-
ests in diversity, equity, inclusion, and media, and I do so in a variety of 
capacities. For instance, I am the faculty advisor for the University of Ore-
gon chapter of the National Association of Black Journalists. These stu-
dents are currently producing a digital publication that revolves around 
issues faced by students of color on campus and communities of color 
around Oregon. A critical component of their work involves choosing 
stories and sources that bring to light nuanced and complex perspectives 
missing from mainstream media’s narratives about communities of color.

The increasing diversity within audiences today and their attendant 
interests make it critical that students in a journalism department under-
stand how to research and communicate topics of diversity and difference 
(Elias, 2019). Naturally, interviewing plays a vital function in the process 
of storytelling, but so too do other forms of research. For instance, our 
students supplement information acquired from sources with insights 
from secondary research. Our students commonly include data and other 
forms of information on national, regional, and local trends obtained 
via survey and/or experimental study data. I have worked with under-
graduate students who have sought to conduct their own surveys, focus 
groups, and experiments in instances where secondary research does not 
adequately address their needs.

There have also been a number of occasions where I have worked with 
students pursuing undergraduate honors theses in topics that align with 
some aspects of my work. In addition to advising undergraduate research, 
and perhaps most commonly, I have worked with graduate students in an 
official role as their advisor for their master’s projects and theses and with 
PhD students on their dissertations. Additionally, there are times when I 
have coauthored studies with graduate and undergraduate students who 
I did not formally advise. Advising student research across a variety of 
classifications is, of course, not uncommon. In fact, the impact of faculty 
advising and mentoring of students along their research paths has long 
been a topic of great significance in academia (for example, Breen & Bar-
buto, 2010; Brewer et al., 1999; Hayward et al., 2017; Rugg & Petre, 2004).

Productive faculty in higher education frequently benefit by having 
students aid them in the creation of new knowledge. Novel results and 
findings can then be applied in practice to unique social problems and 
also can be implemented into teaching, ultimately improving professors’ 
pedagogical practices. The primary ambition of universities and colleges 
in the United States is to create and transmit knowledge and is guided by 
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the common good (Ballengee, 2020). Knowledge production, facilitated 
primarily through faculty members working attentively with graduate 
and, in some cases, undergraduate students, represents the foundational 
pillars of academic activities for these institutions (Carter et al., 2015; 
Rugg & Petre, 2004).

HOW DO STUDENTS BENEFIT FROM 
PARTICIPATING IN RESEARCH?

Existing scholarship has shown that undergraduate students profit in 
terms of improved communication, teamwork, leadership, and research 
skills (Carter et al., 2015; Kremmer & Bringle, 1990); clarification and 
confirmation of their career plans (Seymour et al., 2004); enhanced 
preparation for their future careers and for graduate school (Alexander 
et al., 1998); shifts in attitudes toward working as a researcher (Sey-
mour et al., 2004); and the attainment of a variety of professional goals 
(Pawlow & Sleeper, 2018). It is not much of a reach to see how many 
of these advantages and benefits also extend to master’s students who 
also are engaged in research. Relative to doctoral students, a PhD is a 
demonstration of mastery of one’s subject, research competence, and 
the capacity for independent research. Many doctoral students go on 
to serve in academia or to consult on research in a variety of industries 
(Rugg & Petre, 2004). Extant scholarship has shown that one factor that 
benefits graduate students in terms of their research productivity in the 
years after they graduate is the students’ research productivity during 
their graduate program (Brewer et al., 1999). Therefore mentoring stu-
dents on how to ask and address important research questions, training 
students well in terms of research methods, exposing them to quality 
research, and accentuating the importance of research in the classroom 
are central to graduate students’ professional success and postgraduate 
productivity (Brewer et al., 1999). For graduate students, faculty advis-
ing has implications for their pace of progress through a program, their 
ability to become competent researchers and teachers with transferable 
skills, and the type of job they will be able to attain after graduation 
(Ohio State University, School of Communication, n.d.; Yale Graduate 
Program Handbook, n.d.).

While much has been written regarding best practices and/or benefits 
of advising graduate and undergraduate students in research initiatives, 
the literature specifically dedicated to providing insight on how to guide 
students in researching issues of diversity and difference is relatively 
sparse. In the following paragraphs, I share my approach and my per-
spective, which are by no means exhaustive. Hopefully they contribute 

 EBSCOhost - printed on 2/9/2023 3:12 PM via . All use subject to https://www.ebsco.com/terms-of-use



160	 Troy Elias

to ongoing thoughtful discourse on this topic and add to students’ and 
faculties’ existing repertoire of strategies.

GUIDING STUDENTS ON HOW TO RESEARCH 
ISSUES OF DIVERSITY AND DIFFERENCE

Before discussing strategies to help guide students in researching diver-
sity, it is perhaps most helpful to address the elephant in the room 
directly. Research has shown that a diverse faculty plays an important 
role in achieving inclusive institutions (U.S. Department of Education, 
2016). For example, faculty members’ curricular decisions and pedagogy, 
including their individual interactions with students, can foster inclusive 
climates.

It is also vital to note that diversity is much more multifaceted than 
mere race and ethnicity. At the same time, within the social sciences, as 
in most of academia, the research has shown faculty mentors, staff, and 
students were predominantly White (Johnson et al., 2019; Lam, 2015). 
Based on data compiled by the U.S. Census and the Bureau of Labor Sta-
tistics, 80.8 percent of social scientists were White, 5.5 percent were Black 
or African American, 5 percent were Asian, and 6.5 percent were His-
panic (Lam, 2015). Students from marginalized and/or underrepresented 
groups constantly confronted the assumption that they did not belong in 
higher education and had to invest time and energy reacting to barriers 
and microaggressions, which diverted their energy and attention away 
from their studies and research (Johnson et al., 2019).

At the same time, an assortment of issues existed that facilitate the colli-
sion of myriad cultures and people across the United States. These issues 
often have great significance to students from marginalized communities. 
These topics include, but are by no means restricted to, religion-driven 
culture wars, climate change amelioration, a global coronavirus-based 
pandemic and concomitant economic crisis, natural disasters and mass 
migration, LGBTQ activism, and misinformation propelled by social 
media, which has, arguably, facilitated an increased lack of observance 
of basic facts. In the United States specifically, there is also widespread 
concern around racial and ethnic inequality, including rising distress over 
the murders of unarmed Black men and women at the hands of police 
officers and White individuals who take the law into their own hands (for 
example, George Floyd, Breonna Taylor, Atatiana Jefferson, and Ahmaud 
Arbery). Regardless of a faculty member’s racial or ethnic background, 
students need their mentorship and guidance. A lack of satisfactory men-
toring has been linked to a number of poor consequences, including a loss 
of interest in graduate school, misconceptions about graduate school, and 
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derailment from graduate school ambitions (Cooper et al., 2019; Thiry et 
al., 2011).

Guiding students in terms of their research is challenging. Fortu-
nately there are a number of steps, derived from a variety of fields (for 
example, social sciences; science, technology, engineering, and mathemat-
ics [STEM]; and education), that may be helpful. For instance, existing 
research from both education and STEM indicated that before research 
can be achieved, student well-being ought to be prioritized. To help 
students publish and be successful, research has shown that an effective 
approach is to start by understanding students’ career objectives and, 
working in conjunction with them, outline a plan that will help them to 
prepare and be successful (Breen & Barbuto, 2010). This process inher-
ently involves active listening, empathy, and cultural sensitivity. It is also 
important to understand additional barriers to students’ success. As such, 
the first step in guiding students on how to research issues of diversity 
and difference starts with faculty commitment to their own students.

Mind the Store: Listen, Respect, and Care

Most of us get into academic positions and have very little experience 
advising students, but we are expected to do a great job regardless (Monk, 
2015). What is clear is that before we can work with students to produce 
great research on issues of diversity, we first need to ensure that our stu-
dents are in a good space. It is my belief that before educators can help 
students meaningfully start illuminating problematic societal diversity 
issues via their research, issues that are central to those students need to 
be addressed and ameliorated.

Schlosser et al. (2010) have contended that a competent advisor will be 
self-aware with regard to personal racial and cultural identity, cultural 
biases, and privilege. Competent advisors, they argue, are also careful to 
consider and at times address advisees’ cultural characteristics including 
racial identity, gender, and sexual orientation, and they must be genu-
inely interested in and committed to the personal and professional expe-
riences of all students, including people of color, women, and LGBTQ+ 
individuals. As a result, the first step of guiding students on researching 
issues of diversity originates with the advisor and involves active listen-
ing, empathy, and cultural sensitivity.

In partial support, data from the National Survey of Student Engage-
ment has suggested that factors that make for successful advising involve 
listening, respect, and caring (Flaherty, 2020). These data were not inclu-
sive of perspectives from graduate students; however, it seems reasonable 
to assume that this approach would also be effective with students at that 
level, if not more so. Furthermore, Johnson et al. (2019) contended that 
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this may be an effective approach even when faculty do not share identi-
ties with students from marginalized groups. They posited that in such 
cases, faculty can create successful learning environments by frequently 
checking in with students and explicitly stating support and defending 
aspects of students’ professional and personal lives that leave them vul-
nerable. They also must be open about their own experiences and trajec-
tory and provide visual cues, such as photos, art, and posters, that show 
support for issues related to the students’ identities, as well as through 
promoting events centering on marginalized people.

In short, guiding students along the path of researching diversity 
involves following through on these issues via a variety of touchpoints 
and letting students from diverse and marginalized backgrounds see that 
commitment being manifested. There is one glaring caveat. Faculty need 
to provide support and empathy, but students still need to be resilient 
and independent. While advising is one of the most important roles for 
faculty during students’ degree programs, and their support is critical to 
student success (Barnes & Austin, 2009; Johnson et al., 2019; Monk, 2015), 
it is important that students gain the perspective that their advisor’s job 
is to help them navigate rough patches, but students still need to be able 
to overcome adversity. Achieving academic success necessitates diligence 
among all concerned: students, faculty advisors, and institutions (Breen 
& Barbuto, 2010).

CRITICAL REFLECTION

As a faculty member, I have found critical reflection and introspection use-
ful in identifying privileged spaces and positions in which I find myself. 
I then attempt to use this insight to guide my research. As an example, I 
am a middle-class, able-bodied, cisgender, Black male academic of Afro-
Caribbean ethnicity. My gender and sexual orientation afford me a certain 
degree of privilege. Hence, I have used my research to explore racial and 
ethnic differences in sexual prejudice directed toward lesbian/gay/bisex-
ual people of color (LGB-POC) (Elias et al., 2016). My experiences living in 
ethnic communities in the Caribbean, the Deep South (for example, South 
Carolina and Florida), as well as the Midwest and the Pacific Northwest 
have led me to believe that media portrayals of racial minorities’ attitudes 
and behaviors toward LGB individuals are often oversimplified. In this 
particular study, via purposive sampling, my coauthors and I examined 
African American, Hispanic, and non-Hispanic Whites’ self-reported 
likelihood of subjecting LGB-POC to microaggressions. The results of our 
study revealed that while African Americans hold significantly less favor-
able attitudes toward same-sex relationships than White individuals (but 
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not Hispanics), they express significantly lower likelihoods of engaging in 
LGB-directed microaggressions than both White individuals and Hispan-
ics. In fact, as White individuals’ ethnic identity gets stronger, their likeli-
hood of engaging in microaggressions directed to LGBs of all ethnicities 
increases, an effect that was not found for African American or Hispanic 
individuals. In short, my platform allows me to check my privilege and 
conduct research for what I believe is communal good. More importantly, 
many of my studies, including the previous example, have been driven 
by my work with graduate and/or undergraduate students who have 
helped make the final drafts better. It is also important to be open to ideas 
or suggestions from graduate students in terms of topics around diversity 
to research based on issues that may likewise be central to their identities.

THE FINE POINTS OF WRITING RESEARCH 
AND THE BIG PICTURE

Part of conducting research on issues of diversity and difference is, of 
course, writing social science papers. There are a number of papers 
and book chapters that provide assistance to neophyte researchers on 
how to write empirical research (for example, Bain et al., 2016; Milardo, 
2015; Sabatelli, 2010; White, 2005). This is a skill required by virtually 
all student researchers in the field of communication. Writing is central 
to students in terms of developing critical thinking skills, getting hired, 
salary implications, appeal as candidates for other jobs, and tenure and 
promotion decisions. Publications are commonly used measurements for 
determining appropriateness for hiring, tenure, and promotion and are 
essential for promising new scholars, who are often expected to publish 
at rapid paces (Mustaine & Tewksbury, 2013).

It bears noting, however, that if students embark on this career path 
of writing papers based on issues of diversity, they are likely to encoun-
ter structural barriers that exist beyond the mere mechanics of writing. 
For instance, Chakravartty et al. (2018) found that non-White scholars 
continue to be underrepresented in publication rates, citation rates, and 
editorial positions in communication studies. There is evidence of simi-
lar findings in other fields as well, including cognitive, developmental, 
and social psychology with additional implications for Black women 
(Buchanan, 2020; Roberts et al., 2020; Williams, 2020a, 2020b). Roberts et 
al. (2020) found that White journal editors—whose gatekeeping function 
positions them to govern what is worthy of publication—tend to be less 
likely than journal editors of color to publish research that highlights the 
role of race in human psychology. And so it is important to understand 
the choices students researching diversity may have to make in terms of 
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choosing a journal that reflects a certain discourse community as opposed 
to journals that may have higher impact factors or that may be more well 
known.

These are not necessarily mutually exclusive conditions. However, these 
situations may arise and warrant candid conversations with students on 
a case-by-case basis. Some scholarship has argued that a good approach 
is for authors to consider the readership that they wish to reach and that 
they read regularly as they will know its scope and its readership (Bain 
et al., 2016). It should be noted that in no instance should students not be 
advised to seek the best journals possible, but they should absolutely be 
made aware that there are certain structural barriers in existence that may 
hinder their chances to publish in a timely manner, such as their careers 
require. This is a sad reality that has now received empirical support.

CONCLUSION

In conclusion, one way to help guide students interested in researching 
diversity and difference is to start by understanding their career objec-
tives and, working in conjunction with them, outline a plan that will help 
them prepare and be successful (Breen & Barbuto, 2010). This process 
incorporates listening, empathy, and cultural sensitivity. Cultural reflec-
tion is also an effective strategy to unearth potential topics for research. 
For more on this, Thomas and Jones (2019) published an article called 
“Critical Reflexivity: Teaching About Race and Racism in the Advertis-
ing Classroom.” In this manuscript, they used an even more advanced 
approach to critical reflection and applied it to the constructs of race 
and racism specifically. Their manuscript is an excellent resource with a 
critical paradigm to foster critical reflexivity from which other issues of 
diversity may potentially be scrutinized for teaching and research pur-
poses. Finally, candid conversations about the research process, includ-
ing publication opportunities and challenges, are essential to the success 
of students entering this field and seeking to contribute to the literature.
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PERSPECTIVE: MENTORING STUDENTS OF COLOR

Maria De Moya, DePaul University

A student’s experience is significantly impacted by the support he 
or she receives during his or her studies. The support we provide as 
faculty members often extends outside the classroom with relation-
ships we form with students with a focus on their growth, career 
advancement, psychological well-being, and/or professional devel-
opment (for example, Crisp & Cruz, 2009). Having achieved a level 
of professional and personal success as mentors, we are “willing and 
able to share covert and overt practices that have assisted him or her 
in becoming successful” (Kalbfleisch, 2002, p. 63).

As the number of students of color in our classrooms continues 
to increase, our mentorship is in demand. The most recent survey 
of journals and mass communication U.S. enrollments (McLaughlin 
et al., 2020) found that students of color represented approximately 
35 percent of the undergraduate and master’s students in journal-
ism and mass communication and nearly one in four of the doctoral 
students. For these students, navigating the classroom in the college 
or university can be especially challenging.

The Experience of Students of Color

Students of color are commonly exposed to racial prejudice in the 
classroom during their college education (Boysen, 2012; Curtis-Boles 
et al., 2020; Hubain et al., 2016). Students experience a variety of 
microaggressions including isolation, invalidation, tokenism, and 
the pressure to advocate for their cultural group and correct mis-
information or misconceptions (Curtis-Boles et al., 2020). Although 
not a remedy for all these ills, positive mentoring experiences can 
lead to higher grades, greater self-efficacy, clearer academic goals, 
and lower attrition rates in students of color (Tsui, 2007).

Mentoring around research can be especially beneficial to stu-
dents of color, who are more likely to be assumed to be less capable 
or only provided opportunities to conduct research on culture or 
race-related issues (Joseph & Hirshfield, 2011). Students who intend 
to enter academia will be challenged by the expectations of many of 
the PhD programs to present and/or publish research papers before 
graduation (Christ & Broyles, 2008). This is in addition to being able 
to demonstrate the ability to teach and render service at both the 
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academic and professional level (Royal & Smith, 2019). Their men-
tors can ease the burden of these expectations by providing them 
with the benefit of their own experience.

My Experience Mentoring Around Research

Most of my mentoring relationships have started with a student 
approaching me after class or during office hours to discuss their 
experience as someone different from the perceived archetypi-
cal public relations or advertising professional. They see in me (a 
woman, an immigrant, and Latina) someone who might have cul-
tural similarities and shared experiences. I am also someone with 
whom they can discuss their fear of how bias shapes their experience 
as students and potential professional or research opportunities.

One of the areas in which this work can be most straightforward is 
in research. Through the quality of their work, students can demon-
strate how they develop knowledge, understand publics, and apply 
their analytical skills. Whether their research interests are aligned 
with popular subjects in our field or related to neglected research 
areas, our students can bring the unique perspective offered by their 
experience as underrepresented, often marginalized, individuals. To 
be clear, this does not require a focus on race or cultural research 
(unless that is their area of interest). Instead what is required is their 
willingness to look at research problems in different ways.

Designing research—be it to inform communication strategies or 
to advance theory—to consider the questions of power, privilege, 
and difference that shape much of their learning experience can lead 
to developing new and deeper knowledge. If our advice focuses 
solely on methodology or finding the right answers to practical 
questions, we risk overlooking the experiences and voices of people 
who have been understudied and dynamics we need to understand.

Mentoring Future Scholars

As a PhD student, I was fortunate to have in Juan Carlos Molleda 
a mentor who encouraged me to pursue my own scholar research 
interests. As a Latino and immigrant himself, Molleda had the 
type of similar experience the research has shown informs one’s 
approach to mentoring graduate students (Pardun et al., 2015). He 
was able to understand my vocation to research issues closer to my 
heart. As a result, my research trajectory has focused on issues that 
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are deeply important to me, such as ethnic advocacy and immigra-
tion (for example, De Moya, 2018; De Moya & Bravo, 2016; Rendon 
et al., 2019).

Four Principles for Mentoring Future Scholars

The focus on research can be a potential way to maximize our sup-
port and the impact of our mentoring, especially if grounded in our 
understanding of the needs and challenges that our students faced. 
In my own exchanges, I lean on four guiding principles to inform 
my mentoring of students as they conduct research relevant to their 
own experience and especially when questioning issues of power, 
difference, and diversity. Here I detail these guidelines and my 
rationale behind each one.

Questioning Established Knowledge

In addition to focusing on testing and developing theory, we should 
challenge students to consider potential limits and weaknesses of 
these theories. For example, there is little discussion of the homo-
geneity of the theorists that conducted this foundational work or 
the scope—or lack thereof—of their focus, such as in the case of 
public relations and advertising, the concern with supporting busi-
ness goals. I try to encourage students to, as Shah put it, “examine 
the very concept of knowledge and how it is determined through a 
regime of power and privilege rooted in racial hierarchy” (2004, p. 
15). This can lead to a deeper understanding of those theories that 
stand up to their scrutiny while empowering new researchers to 
address the opportunities for further exploration they have identi-
fied in their independent research agendas. The alternative would 
be perpetuating othering practices and supporting knowledge pro-
duction systems that marginalize certain groups (Shah, 2004).

Value Understanding over Knowing

Often students might know facts without understanding their 
meaning or discuss what they know without being able explain 
why something is true. However, understanding means being able 
to apply, analyze, synthesize, and evaluate knowledge (Wiggins & 
McTighe, 2005). A focus on understanding leads students to apply 
their knowledge creatively and to new settings. For example, in 
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Carstarphen’s chapter (this volume), she describes the process of 
creating a class about the 1921 Tulsa Race Massacre in which the 
instructors encouraged students to explore scholarly work and 
professional observations and critiques, identifying omissions in 
historical records to glean not only what happened but how it hap-
pened, how it was reported, and why.

Consider how this applies to their research. Even when recogniz-
ing that understanding through research is framed by the chosen 
methodology (Holden & Lynch, 2004) we can assist students in 
looking beyond the limited scope of a specific research project 
to identify and acknowledge the dimensions of the question that 
could be answered by other methods or in other contexts, even if 
they are not the researchers who will undertake this research. The 
vulnerability of pointing to these gaps in our own understanding 
can become an opportunity for different and creative applications 
of future research.

Recognizing Their Position as Researchers

The idea of being always objective and leaving yourself out of the 
research can be counter-productive. The truth is that our experi-
ences inform our research. Black, Brown, Native, Asian, and LGBTQ 
scholars might be advised to avoid apparent bias in their research by 
not focusing on their own community. But as Nzingaa et al. (2018) 
explained, we should help researchers understand and explore the 
research traditions that have been segregated or ignored due to 
political, social, or cultural systems. We, and our students, need to 
understand that an engaged research stance can lead to trustworthy 
and good research. In every stage of their research, our students 
can explore how their ethnicity, race, class, gender, or other differ-
ences in their identity have influenced the design and/or direction 
of their research and teaching. Researchers should be encouraged 
to disclose this information in their research, not necessarily as a 
limitation but as drive and motivation for seeking understanding.

Our Stance as Mentors: Keeping Intellectual Humility

This last guideline applies not only to our mentees but to mentors 
as well. We should always strive for intellectual humility. This 
requires a willingness to grapple with difficult ideas and reflect 
on, and seek, deeper understanding with the aim to move toward 
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a more informed engagement with the subject of study (Sensoy & 
DiAngelo, 2017). For students, the lack of humility can come from 
the idea that they are studying subjects that are value laden or sub-
jective. For mentors and scholars, it can derive from our experience 
and familiarity with the subject. In either case, this leads to consider-
ing knowledge established, or static, placing knowledge on par with 
opinions, and closing ourselves to new learning.

We model intellectual humility by questioning our own assump-
tions. When we use our research as models and examples, we can 
own up to ways it could be stronger or even not meeting the research 
goal. For example, we could explain our choice of research setting, 
method, or scope and suggest how the same (or different) questions 
can be furthered by other methods or perspectives. Reflecting on 
these four principles is one of the ways I prepare myself to support 
students of color in their research. I firmly believe that as faculty 
members, we must be ready and prepared to guide students through 
the sensitive readings and conversations they will encounter in their 
work without allowing them to shy away from concepts that they 
find unclear or abstract but that are relevant to their scholarship.
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Afterword
Of Insurrection, Injustice, 

and a Racial Reckoning
Deb Aikat, University of North 

Carolina at Chapel Hill

Current events often define the teaching of race and diversity. January 6, 
2021, will go down in U.S. constitutional history books as one of the dark-
est hours of Western liberal democracy. U.S. president Donald Trump 
incited an insurrection at the Capitol that changed the country forever. 
The storming of the building complex by Trump supporters put senators 
and representatives under siege for several hours, led to the death of five 
people (including a police officer), left numerous people injured, and 
parts of the Capitol were damaged and vandalized. A week later, Trump 
became the first president in U.S. history to be twice impeached.

The January 6, 2021, “Save America” rally and the subsequent insurrec-
tion at the Capitol revealed that some parts of White America are earnest 
about paying the “price of the ticket” to maintain and defend the privi-
leges of whiteness. In some important ways, the attack on the U.S. Capitol 
was also about race. Interpreting the siege through the lens of the research 
literature on race and identity in American politics, Stanford University 
professor Hakeem Jefferson (2021) observed, “This is, like so much of 
American politics, about race, racism and White Americans’ stubborn 
commitment to White dominance, no matter the cost or the consequence” 
(para. 2).

In a thoughtful tweet on January 7, 2021, U.S. president-elect Joe Biden 
expressed concern over police inaction against the insurrectionists who 
stormed the U.S. Capitol the previous day, with strong words: “No one 
can tell me that if it had been a group of Black Lives Matter protesters 
yesterday that they wouldn’t have been treated very differently than the 
mob that stormed the Capitol.” Biden (2021) tweeted, “We all know that’s 
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true—and it’s unacceptable.” Biden’s race perspective reflected a simple 
truth: when it comes to race, a common challenge is the conflict between 
marginalized (or critical) and structurally dominant narratives (those that 
represent the status quo or an oppressive or more powerful position). 
Both Jefferson’s and Biden’s comments exemplify the marginalized or 
critical narrative. As educators, we should prepare ourselves to navigate 
the conflict between dominant narratives (DNs) and critical counter-
narratives in a way that will lead to learning for all students and foster 
belonging for students who identify with marginalized groups.

DISPUTING THE DOMINANT NARRATIVES 
WITH COUNTER-NARRATIVES

Relevant to the importance of countering DNs, educators enjoy a privi-
lege. The university context motivates all of us to engage in an open dis-
cussion to counter and question DNs. Morales (2020) feels the university 
context may facilitate sharing of narratives counter to the DN through 
student organizations, peer groups, culture courses, community interac-
tions, and social networks. When students of color speak up in response 
to racial microaggressions, they tend to feel overburdened with having to 
educate the offending party.

As Morales has studied, students of color are often tasked with negoti-
ating racial microaggressions—subtle, racialized offenses—at historically 
White colleges and universities. Therefore, looking to the future, students 
may utilize four five-point rubrics, as explicated on pages 171 through 172 
in this afterword, to foster critical thinking. Students of color may also use 
the four rubrics to navigate other historically White institutions that are 
critical to social mobility. 

As a key part of the university context, the college classroom has 
emerged as a dynamic space to effectively learn lessons from discussions 
on a critical topic, the related DN, and the marginalized counter-narratives.

As instructors leading a classroom discussion on a critical topic such 
as “the need for social justice” or “strategies to counter racial bias,” we 
always face a classroom conundrum when a student presents a DN, 
derived from cultural prominence, to challenge marginalized counter-
narratives (Asarta et al., 2018). The conundrum is aggravated when the 
student’s DN resonates with the majority of students. Giving equal floor 
time to the student’s DN may legitimize the already unequal power the 
DN conveys. However, dismissing the student’s DN would be considered 
unfair or biased. Ignoring the DN also fails to address its weight, power, 
and motivation. We present proven strategies in four five-point rubrics, 
as explicated on pages 171 through 172, for illuminating and interrogating 
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the DNs to empower students with the skills to critically interrogate DNs 
themselves.

Engaging Students with Critical Topics, DNs, and Counter-Narratives

Informed by the Scholarship of Teaching and Learning (SoTL), here are 
five easy steps to engage students by discussing critical topics, evaluating 
DNs, and assessing marginalized counter-narratives:

1.	 Topical relevance: Informed by student inputs, highlight the criti-
cal topic (for example, “the need for social justice” or “strategies to 
oppose racial bias”) and the marginalized counter-narratives that 
challenge the DN. If a student raised the critical topic, encourage the 
student to lead the class discussion. If the student is reluctant to do 
so, you lead or ask another student to volunteer.

2.	 Themes of DN: Request the student to enunciate the DN in response 
to the critical topic.

3.	 Theorize ideas: Invite other students to discuss, dissent, or deliberate 
on the critical topic, the DN, and the marginalized counter-narratives.

4.	 Thoughtful insights: Identify agreements and disagreements in 
assessing the issue.

5.	 Teaching lessons: Informed by this class discussion, prepare a list 
of lessons learned.

Contextualize and Interrogate the DN with Thoughtful Questions

Use contextual insights to question the DN. Do that with context-focused 
questions to address and analyze the DN and engage students to counter 
it. These questions explore contextual insights, as listed here:

1.	 Explicate the relevance of the DN. In what ways might the DN be 
wrong or right?

2.	 Explore the historical context: How familiar are you with the DN? 
Identify the source and the context (a peer, professor, professional, 
people, place, or perspective).

3.	 Evaluate whether the source and context of the DN enhances your 
understanding of the topic.

4.	 Enunciate who gains from perpetuating the DN. In what ways do 
they benefit and contribute by furthering the DN?

5.	 Enumerate ten stakeholders with a deep interest in sustaining the 
DN. Who else might have a stake in this narrative? How are they 
healed or harmed by it?
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Five Questions to Assess and Attribute DN Assumptions

There are five questions to explore problematic or incomplete aspects 
about the DN as a response to the critical topic. You may also have stu-
dents divide into breakout groups, discuss ideas, and conceptualize ques-
tions about each assumption themselves:

1.	 Assumptions: What assumptions does this DN depend on to hold 
up as a logical response to the critical perspective? Record and 
recognize students’ responses, for their peers to refer to them later. 
Help them refine the assumptions to be as specific and thorough as 
possible.

2.	 Aggregate all aspects: What would evidence aspects for each of 
these claims look like? Do you expect sufficient evidence supporting 
these assumptions? Why?

3.	 Authenticate: Assign students to search for the evidence for claims 
and evaluate the credibility of their sources.

4.	 Assess: Given the lack of credible evidence to support DN assump-
tions, how do we explain why the DN is so widely accepted as true 
and reasonable?

5.	 Assimilate and analyze based on all relevant inputs and find out if 
the DN makes sense.

Using Rigor and Research to Enhance DN Discussions

Review five key steps for students to interrogate the DN with rigor and 
research:

1.	 Identify the DN and its focus and bias, as you deem fit.
2.	 Interrogate problematic, incomplete, or taken-for-granted assump-

tions. Explore why.
3.	 Infuse new insights and thinking to reexamine the DN and its 

counter-narratives. Ask why students think the DN resonates with 
people. Remind students that their peers are familiar with the DN, 
and most peers expressed a sympathetic logic to the DN.

4.	 Innovate ways to explicate the DN context (who perpetuates it and 
why?).

5.	 Invigorate, inform, and improvise ways to identify lessons learned. 
Based on what we have interrogated about the DN, do you think it 
adequately responds to the initial critical topic? Why or why not? 
(You might choose to define for your students misleading or distracting 
aspects to explain the futility of some DNs.)
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ON NEUTRALITY

On a journalistic level, events such as the January  6, 2021, insurrection 
highlighted a key lesson. In their quest of the truth, journalists have mani-
fested their news coverage with time-tested values of objectivity, balance, 
and neutrality. The insurrection motivated news analysts to observe that 
while “neutrality” is one standard in journalism, it has always been clear 
that journalists need not be neutral about everything.

As Poynter’s Roy Peter Clark (2021) contended, journalists and their 
news reports “need not be neutral” about violent attacks upon the “insti-
tutions that make democracy and self-government possible, a system 
in which they play a crucial role” (para. 21). Clark urged journalists to 
establish “the best distance from neutrality,” especially in the aftermath 
of “an administration that propagated attacks on evidence-based enter-
prises like science and the news industry” (para. 22). Such “distance from 
neutrality” will have important lessons for the role of journalism in the 
twenty-first-century racial reckoning.

THE TRIBULATIONS OF DISABUSING 
STEREOTYPES AND SYSTEMIC RACISM

Teaching diversity connotes myriad challenges in disabusing students 
of prejudice, stereotypes, and systemic racism (Chronicle Insights, 2018). 
American political commentator Walter Lippmann famously referred to 
stereotypes as “pictures in our heads” (Lippmann, 1922, p. 9) and rede-
fined the modern psychological propensity of stereotyping with these 
words: “In untrained observation, we pick recognizable signs out of the 
environment. The signs stand for ideas, and these ideas we fill out with 
our stock of images” (p. 87). These ideas and images contribute to “stored 
up images, the preconceptions, and prejudices” that “interpret . . . and in 
their turn powerfully direct the play of our attention, and our vision” (p. 
32).

Lippmann’s theory of “pictures in our heads” stereotypes was aptly 
exemplified by noted journalist and renowned educator Charles Sumner 
“Chuck” Stone Jr. in his humorous depiction “The 24 Politically Unim-
peachable Reasons Answering the Question: Why Is Sunday Morning 
the Best Time to Drive on the Los Angeles Freeway?” To explicate why, 
“Catholics are at mass. Protestants are still asleep. Jews are playing golf 
in Palm Springs. Muslims are saying morning prayers,” Stone started his 
now famous letter to Bernie Reeves, the editor and publisher of Metro 
Magazine in Raleigh, North Carolina (Stone, 2002, para. 17).
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Media perpetuate prejudices that emerge from widespread reporting of 
cultural depictions in creative works such as films and news media mes-
sages among other nonfiction modes that reflect people’s preconceived 
opinions not based on reason or actual experience.

Lippmann theoretically attributed stereotyping to the lack of “time” 
and “opportunity for intimate acquaintance” in contemporary life. He 
observed, in the “hurried and multifarious” state of “modern life,” physi-
cal distance “separates men who are often in vital contact with each other, 
such as employer and employee, official and voter” (1922, p. 88). In many 
ways, Lippmann’s perspicuous theorization of stereotypes has inspired 
several decades of research on how perceptions of stigmatized social 
groups are represented in the mind (Entman & Rojecki, 2000; Gilman, 
1985; Hunt, 1997; Kaplan & Bjørgo, 1998).

However, almost a century after Lippmann’s Public Opinion was pub-
lished, Eberhardt (2019) likened his ideas to what psychologists today have 
dubbed confirmation bias, which essentially says people tend to seek out 
and attend to information that already confirms their beliefs. Eberhardt 
also called out Lippmann for his own stereotypical thinking. In Biased: 
Uncovering the Hidden Prejudice That Shapes What We See, Think and Do, Eber-
hardt noted that in 1919, Lippmann belittled upwardly mobile Blacks who 
aimed to blend into White America, labeling them the victims of “the pecu-
liar oppressiveness of recently oppressed peoples” (2019, p. 32). Lippmann 
also advocated for the mass evacuation and mass internment of Japanese 
Americans in California after the bombing of Pearl Harbor.

INCLUSIVE TEACHING IN THE POSTPANDEMIC 
CLASSROOM AND BEYOND

Relevant to this book’s focus on the struggles, strategies, and scholar-
ship of teaching race in mass communication, this afterword highlights 
the value and importance of current events in teaching diversity. The 
COVID-19 pandemic raised awareness of inequities in inclusion, diver-
sity, equity, and accessibility, also called the IDEA concept, in all aspects 
of our lives. As campus communities quickly pivoted to online teaching 
and learning in the spring of 2020, SoTL scholars explored how to con-
sider inclusive teaching in online learning spaces (U-M CRLT, 2020; V-U 
CFT, 2021). They concluded four important points, as listed here.

First is inclusion—both in the development of courses (synchronous/
asynchronous, types of course assignments, etc.) and the inclusive gen-
erosity extended to students as they shift to a new way of learning and 
have disparate disruption levels due to the COVID-19 crisis (Campbell, 
2019; Leki, 2007).
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The second is diversity, which is best accomplished by knowing your 
students (Northwestern University, 2020; Sneed, 2016). If there was ever 
a time to learn more about your students, this is it (iCivics, 2020). With-
out knowing them, you may miss some of the important ways they can 
contribute to the class and assess specific needs better than others (Souza, 
2020; Tobin, 2020; Xu & Jaggars, 2014).

Third is equity. With a deep significance to equity, the pandemic and 
the calls for racial justice were significant new events (I-U CITL, 2021). In 
their commitment to foster equity, prominent news entities compiled key 
resources to educate, explicate, and enunciate key developments (NYT 
Learning Network, 2021; facinghistory​.org, 2021; WaPoNIE, 2021).

Finally, the fourth is accessibility (Cox, 2020; Theisen, 2020; Yang, 
2020). COVID-19 has called attention to our students’ unequal access to 
resources (such as computers, Internet access, quiet places to study) that 
is not always obvious in a face-to-face classroom interaction (Silva et al., 
1997).

In teaching race, the collective power of the IDEA concept, as enunci-
ated earlier, ratifies the role and rich heritage of journalism and media to 
champion social awareness and engagement and social justice.

Even as the pandemic surged unabated worldwide over 2020 summer, 
the killing of a forty-six-year-old Black man, George Floyd, by a Min-
neapolis police officer on May  25, 2020 (Memorial Day), sparked calls 
for racial reckoning and the twin pandemics of racism and coronavirus 
(Jones, 2020).

The pedagogical relevance of the January  6, 2021, insurrection, his-
torical injustice, and systemic racism highlights the racial reckoning with 
renewed calls for social justice. For instance, the police shot and killed 
989 people in 2020 according to a Washington Post (2021) compilation. 
The Post began recording in 2015 every fatal shooting by on-duty U.S. 
police officers. There have been more than five thousand such shootings 
comprising a majority of Black people as disproportionate victims of 
police violence. As educators, we should highlight these current issues 
to explore theoretical constructs that explicate prejudice, stereotyping, 
and discrimination to evaluate postracial aspirations in our globalized 
society and beyond.

The January 6, 2021, insurrection, historical injustice meted to enslaved 
Black people, and systemic racism of people of color have reinvigorated 
activism drawing upon the collective power of the IDEA concept in fos-
tering and nurturing diversity. The IDEA concept ratifies the role and 
rich heritage of journalism and media to champion social awareness and 
engagement and social justice.

As we look to the future, the ongoing COVID-19 pandemic and 
the reckoning for racial justice will have sustaining impact on higher 
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education. The postpandemic phase will intensify the need for thought-
ful leadership. We continue to do more with less. These challenging times 
have ratified our resolve to channel the power of communication for the 
pursuit of a just society.
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EDITORS

Robin Blom is an associate professor and graduate director of journal-
ism at Ball State University. He teaches media theory, media law, media 
analytics, and sociology of news, as well as honors college courses about 
pseudoscience, conspiracy theories, eyewitness misidentification, and 
social injustice. Blom earned his PhD in media and information studies 
from Michigan State University. He is the director of the Unified Research 
Lab, where he facilitates eye tracking, virtual reality, psycho-physiology, 
and gaming studies with more than a dozen faculty and student research-
ers. His own research is primarily focused on expectancy violations as 
a mechanism of understanding misinformation and media bias percep-
tions. He also studies the role of news media outlets in wrongful convic-
tion cases for publishing eyewitness misidentification accounts and the 
structural violence that this has caused toward the innocent and vulner-
able communities.

George L. Daniels is an associate professor of journalism and creative 
media at the University of Alabama. He is immediate past head of the 
AEJMC Minorities and Communication Division. Daniels received his 
PhD in mass communication from the Grady College of Journalism and 
Mass Communication at the University of Georgia. A former local televi-
sion news producer, Daniels teaches courses in electronic news reporting, 
basic newswriting, diversity, media management, and service learning. 
His research focuses on diversity in the media workplace and in media 
messages. He has studied media portrayals of African American males 
and the Black Press. In addition to several book chapters, his research 
has appeared in Journalism & Mass Communication Quarterly, Journalism 
& Mass Communication Educator, and Journalism: Theory, Practice & Criti-
cism. Daniels is a nationally certified master journalism educator and the 
inaugural faculty fellow for diversity and inclusion for the Broadcast 
Education Association.

CONTRIBUTORS

Gregory Adamo is a professor in the School of Global Journalism and 
Communication at Morgan State University in Baltimore. He received 
his PhD in communication from Rutgers University. Dr. Adamo is the 
author of the book African Americans in Television: Behind the Scenes (Peter 
Lang, 2010) and coeditor of College Media: Learning in Action (Peter Lang, 
2017). Dr. Adamo was head of the Entertainment Studies Interest Group 
of AEJMC in 2019–2020. His research interests include media and race, 
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the production of culture, and entertainment television. He has taught 
at the College of Staten Island/CUNY, Rutgers University, and Richard 
Stockton College. Dr. Adamo was general manager of WSIA-FM for more 
than two decades. He is an avid cyclist and hiker and is very proud of 
his two adult children, Kerian and Colin. His webpage is www​.gregory​
.adamo​.com.

Deb Aikat (pronounced EYE-cut) is a former journalist and has been 
a faculty member since 1995 at the Hussman School of Journalism and 
Media at the University of North Carolina at Chapel Hill. An award-
winning scholar, Dr. Aikat theorizes the role of digital media in the global 
sphere. He coauthored the 2019 book Agendamelding: News, Social Media, 
Audiences, and Civic Community with Dr. Don Shaw, Dr. Milad Minooie, 
and Dr. Chris Vargo. Dr. Aikat earned a PhD (1995) in media and journal-
ism from Ohio University’s Scripps School of Journalism and a Certificate 
in American Political Culture (1990) from New York University. Dr. Aikat 
serves as the 2020–2021 vice president and will serve as  2022–2023 presi-
dent of AEJMC, one of the premier scholarly organizations in our field. 
Go to https://bit​.ly/DebAikat.

Mariam F. Alkazemi is an assistant professor at the Robertson School of 
Media and Culture at Virginia Commonwealth University. Previously, 
she served as a professor at Gulf University for Science and Technology, 
a Carnegie fellow at the University of North Carolina, and a research 
fellow at the London School of Economics. She has contributed to over 
thirty  peer-reviewed publications on a range of topics. She is a co-editor 
of  a volume on the Arab diaspora, which was published in 2021. She has 
received a number of awards for her teaching and research, and she has 
received funding to support her research activities. She holds degrees 
from the University of Florida (2014, PhD), Michigan State University 
(2009, MA), and George Washington University (2007, BA).

Cristina L. Azocar is a member of the Upper Mattaponi Tribe. She is a 
professor of journalism at San Francisco State University. Her research 
focuses on the intersection of race and journalistic practice, particularly 
in the area of news coverage of Indigenous people. Dr. Azocar served as 
a past president of the Native American Journalists Association, directed 
the Center for Integration and Improvement of Journalism, was a former 
editor of American Indian Issues for the Media Diversity Forum, and was 
an inaugural board member of the Women’s Media Center. She received 
her PhD in communication studies from the University of Michigan. 
Dr. Azocar was the first recipient of AEJMC’s Dr. Paula M. Poindexter 
Research Grant for a research project on news coverage of the tribal 
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federal recognition process that will be published by Lexington Books. 
Her research is published in Howard Journal of Communications, Health 
Communication, Journal of Communication, International Journal of Home Eco-
nomics, and Journal of Broadcasting and Electronic Media. 

Aqsa Bashir is a PhD graduate from the College of Journalism and Com-
munications, University of Florida. Bashir serves as an instructor for 
the undergraduate courses International Advertising (ADV4400), Digi-
tal Insights (ADV3500) Problems, and Ethics  in Mass Communication 
(MMC 3203), being offered at the College of Journalism and Communi-
cations, and for the course  Introduction to Public Speaking (SPC2608) 
offered by the Dial Center for Written & Oral Communication at the 
University of Florida. Bashir has a strong passion for emotional response 
to marketing and advertising research as well as sharing her knowledge 
and experience on international advertising with her students. Prior to 
coming to UF to pursue her master’s in Advertising, Bashir worked for 
Newsweek Pakistan as their marketing executive.

Masudul K. Biswas is an associate professor of communication at Loyola 
University Maryland. He is a former head of the AEJMC’s Minorities 
and Communication Division. He received his PhD in media and public 
affairs from the Manship School of Mass Communication at Louisiana 
State University. A former journalist in Bangladesh and web developer 
of the Media Diversity Forum, Biswas teaches courses on web develop-
ment, mobile storytelling, emerging media, digital media capstone, and 
diversity and the media. His major areas of research focus on diversity 
in the intersections of public affairs and online news, roles of ethnic 
news media, and diversity in journalism and communication education. 
His research is published in Journalism & Mass Communication Educator, 
Newspaper Research Journal, and Teaching Journalism & Mass Communica-
tion. In 2017–2018, he worked on an Ohio University–UNICEF project 
on communication for development curriculum for the universities in 
Bangladesh.

Brian J. Bowe is an associate professor of journalism at Western Wash-
ington University and an associate professor in the School of Global 
Affairs and Public Policy at The American University in Cairo. His 
research interests include media framing, representations of Muslims, 
and journalism curriculum design and assessment. He received his PhD 
in media and information studies from Michigan State University, where 
he also completed the Certification in College Teaching program. Bowe 
is a veteran journalist, author, and educator whose work examines the 
interplay of journalism and culture. He has an extensive background in 
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music journalism, writing books and liner notes. Bowe co-edited the book 
CREEM: America’s Only Rock ’n’ Roll Magazine. He worked as a newspaper 
journalist in Michigan and New Hampshire.

Danielle Brown Kilgo is the John and Elizabeth Bates Cowles Professor 
of Journalism, Diversity, and Equality at the University of Minnesota, 
Twin Cities. She has published dozens of peer-reviewed articles on 
research that primarily focus on the entanglement of race and gender 
disparities in visual, digital, and social media communication. Currently, 
she concentrates on media coverage of issues related to police violence, 
crisis, and protests in the United States. She teaches classes in diversity 
and mass communication and visual communication. Brown earned her 
BA and MA in journalism, public relations, and new media from Baylor 
University and her PhD in journalism from the University of Texas at 
Austin. Prior to her research career, Brown worked as a photojournalist 
and public relations professional. Brown serves as faculty research chair 
for the AEJMC Minorities and Communication Division.

Tamara Z. Buck is a professor of multimedia journalism and chair of 
Southeast Missouri State University’s Department of Mass Media. She is 
a 2020–2021 AEJMC Institute for Diversity in Leadership fellow and in 
2013 was named to the inaugural class of Kopenhaver Center Fellows. A 
reporter by trade and lawyer by training, Buck teaches media diversity, 
media law, and a variety of courses related to multimedia journalism. 
She earned her juris doctor degree from the University of Memphis. Since 
2010, she has served as faculty adviser to the award-winning Arrow stu-
dent newspaper. In January 2021, she was appointed president elect of the 
College Media Association while serving as the organization’s first vice 
president of member support. She is recognized for her presentations on 
microaggressions in news content and diversity and inclusion problems 
in student media.

Meta G. Carstarphen (“Dr. C”), Gaylord family professor, is a faculty 
member in the strategic communication area of the Gaylord College of 
Journalism and Communication. Her research interests are to explore the 
intentional use of mediated communication to create transformative, col-
laborative, and diversified social change. A former head of the Minorities 
and Communication Division, Dr. C is nationally accredited in public 
relations by the Public Relations Society of America. Her books include 
Sexual Rhetoric: Media Perspectives on Sexuality, Gender and Identity (1999), 
Writing PR: A Multimedia Approach (2004), American Indians and the Mass 
Media (2012), and Race, Gender Class and the Media (2017). Her awards 
include the 2020 AEJMC Lionel C. Barrow Award for Distinguished 
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Achievement in Diversity Research and the 2019 Gaylord College Owen 
Kulemeka Trailblazer Award in Diversity. She has a PhD in rhetoric from 
Texas Woman’s University.

Angie Chuang is a second-generation Chinese American with roots in 
Taiwan. She is an associate professor of journalism at the University of 
Colorado Boulder’s College of Media, Communication, and Information. 
Prior to that appointment, she was on the journalism faculty of American 
University’s School of Communication for a decade. Chuang is a former 
newspaper reporter who launched one of the first regional race and eth-
nicity issues beats at The Oregonian. She has also been a staff writer at The 
Hartford Courant and the Los Angeles Times. Her research on representa-
tions of Otherness and American identity has appeared in Journalism and 
Mass Communication Quarterly, Journalism: Theory, Practice, and Criticism, 
and Communication, Culture & Critique. She is the secretary of the AEJMC 
Minorities and Communication Division.

Keonte Coleman serves as an assistant professor in the School of Journal-
ism and Strategic Media at Middle Tennessee State University. He loves 
sharing his passion for media with students and helping them find their 
voices as storytellers. While working as a local television news producer, 
Coleman won two Emmy Awards, an Edward R. Murrow Award, a Pea-
body Award, and three Walter Cronkite Awards. He previously served 
as an academic dean, department chair, and assistant professor at Ben-
nett College. Coleman received a PhD in higher education administration 
from the University of North Carolina–Greensboro. His research inter-
ests align with various intersections of diversity, journalism, leadership, 
media, and higher education. He coauthored a news-producing textbook: 
Complete Guide to Television, Field and Digital Producing. He is married to 
the love of his life and is the proud father of three beautiful children.

Alfred J. Cotton III is an assistant professor in the Journalism Depart-
ment at the University of Cincinnati. A media critic and scholar, he runs 
the New Media and Social Responsibility project out of the Democracy 
and Culture Lab at the University of Cincinnati. His research covers ethics 
and social responsibility in journalism. He has written about the coverage 
of police killings of unarmed Black men, using social media as a report-
ing tool,  as well as news coverage of environmental crises, among other 
topics. He teaches courses on public affairs reporting, the principles of 
American journalism, and race and reporting. Before earning a PhD in 
communication from the University of Kentucky, he worked as a weekly 
newspaper copy editor and section editor on Long Island, New York.
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Maria De Moya is an associate professor of public relations in DePaul 
University’s College of Communication. She also serves as academic 
director of the MA program in public relations and advertising and direc-
tor of the Latino media and communication program. She holds a PhD in 
mass communication from the University of Florida and an MA in busi-
ness and economic journalism from New York University, where she was 
a Fulbright scholar. Her research centers on international and ethnic pub-
lic relations, with a specific focus on questions of community, identity, 
and advocacy. Her work intersects with the fields of public diplomacy 
and communication for social change. Dr. De Moya is second vice head 
and student research chair of the AEJMC Minorities and Communication 
Division.

Troy Elias is an associate professor in the advertising sequence in the 
School of Journalism and Communication at the University of Oregon. 
He received his PhD in communication from Ohio State University. His 
research interests focus on diversity and equity, media effects, and atti-
tudes and orientations related to climate change. Dr. Elias aims to help 
climate change organizations, brands, and journalists understand the 
importance of including and communicating with communities of color. 
Dr. Elias has received a mentorship award from UO’s Black Women 
of Achievement student group and he is the faculty advisor for UO’s 
National Association of Black Journalists. He has published in the Journal 
of Advertising Research, International Journal of Communication, Environmen-
tal Values, Howard Journal of Communications, Journal of Interactive Advertis-
ing, and Journal of Social Media in Society.

Melody T. Fisher is an associate professor in the Department of Com-
munication at Mississippi State University and was previously the chair 
of the Mass Communication Department at Tougaloo College. Cur-
rently, she is head of the Minorities and Communication Division of the 
Association for Education in Journalism and Mass Communication and 
is a member of the President’s Commission on the Status of Minorities 
at Mississippi State University. She was also an educator fellow in the 
Plank Center for Leadership in Public Relations program. She has written 
articles and presented papers on diversity-related topics with focuses on 
activism, image repair, and representation. She earned her PhD in mass 
communication at the University of Southern Mississippi.

Elliott Lewis is a professor of practice of broadcast and digital journal-
ism at the S. I. Newhouse School of Public Communications at Syracuse 
University. A former television reporter, he spent ten years in Washing-
ton, DC, as a freelance correspondent for BET, Hearst Television, Tribune 
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Broadcasting, and WJLA-TV and worked as a video content producer 
for the Associated Press. Before moving to the nation’s capital, he was 
a reporter and fill-in anchor for stations in Reno, San Diego, Portland 
(Oregon), Cincinnati, and Orlando. He is the author of Fade: My Journeys 
in Multiracial America, published in 2006 by Carroll & Graf. He holds a JD 
from the University of Akron School of Law and is a member of the New 
York State Bar Association.

Mia Moody-Ramirez is professor and chair of the Baylor University 
Department of Journalism, Public Relations, and New Media. She earned 
her PhD in journalism at the University of Texas at Austin. She joined 
Baylor in 2001 and has maintained an active research portfolio in addi-
tion to her teaching and leadership roles. Her research emphasizes media 
framing of People of Color, women, and other underrepresented groups. 
The author or coauthor of four books, Dr. Moody-Ramirez has also been 
widely published in a variety of academic and industry journals. She was 
honored with the Outstanding Woman in Journalism award by the Asso-
ciation for Education in Journalism and Mass Communication, and in the 
summer of 2020 received the organization’s Lionel Barrow Jr. Award for 
Distinguished Achievement in Diversity Research and Education. She 
is also a 2019 fellow in the AEJMC Institute for Diverse Leadership. She 
served as head of the AEJMC Minorities and Communication Division 
from 2017 to 2019.

Robbie R. Morganfield is the Janet Howroyd/News and Record Pro-
fessor of Journalism and Mass Communication at North Carolina A&T 
State University in Greensboro. A former award-winning daily newspa-
per journalist, Morganfield has taught at several other universities and 
served as executive director of the Freedom Forum Diversity Institute 
at Vanderbilt University, head of the Department of Mass Communica-
tion  at Grambling State University, and a senior pastor in the Baltimore 
Washington Conference of the United Methodist Church. He specializes 
in news production, research methods, and media representation of race, 
religion, and culture. Morganfield holds a BA in journalism from the 
University of Mississippi, an MA in journalism from The  Ohio State Uni-
versity, an MDiv from Texas Christian University, and PhD in journalism 
and public communication from the University of Maryland.

Ilia Rodríguez is an associate professor of journalism and media stud-
ies at the University of New Mexico, where she teaches graduate and 
undergraduate courses in history of media, newswriting, multicultural-
ism, gender and media, media theories, and research methodologies. 
She received her PhD in journalism and mass communication from the 
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University of Minnesota. Her research focuses on the analysis of news 
discourses on racial relations and cultural difference in mainstream, 
African American, and Latinx newspapers through the lenses of criti-
cal theories, coloniality studies, and Critical Race Theory. Her work has 
been published in anthologies and journals, including Black Culture and 
Experience: Contemporary Issues, Howard Journal of Communications, Gazette: 
International Journal for Communication Studies, Journalism: Theory, Practice 
& Criticism, Bilingual Review, Revista Iberoamericana, and Razón y Palabra, 
among others. Rodríguez served as head of the AEJMC Minorities and 
Communication Division in 2010–2011.

Nathian Shae  Rodriguez is an associate  professor of digital media in 
the School of Journalism and Media Studies at San Diego State University 
and core faculty in the Area of Excellence: Digital Humanities and Global 
Diversity. He specializes in critical cultural and digital media studies, 
critical communication pedagogy, and pop culture pedagogy. Rodriguez 
received his PhD in media and communication from Texas Tech Univer-
sity. His research focuses on minority representation in media, specifically 
LGBTQ and Latinx portrayals and intersectional identity negotiation, as 
well as pop culture, identity, radio broadcasting, and issues of masculin-
ity/mascing. Dr. Rodriguez has ten years of professional radio experience 
in on-air talent, sales, promotions, and social media marketing. He is also 
the creator and host of Sin Vergüenza: An Unapologetically Queer & Brown 
Podcast.

Gabriel B. Tait is an associate professor of diversity and media at Ball 
State University. He is a member of the AEJMC Professional Freedom 
and Responsibility Committee and Minorities and Communication Divi-
sion. He is also a two-term immediate past head of the AEJMC Visual 
Communication Division. He received his PhD in intercultural studies 
from Asbury Theological Seminary. His research areas include diversity 
and media, participatory photography, and the role photography plays 
in constructing and representing cultural identities. Tait’s tenure as a 
photojournalist spans nearly thirty years, working at the Detroit Free 
Press, St. Louis Post-Dispatch, and several other newspapers where he was 
nominated for the Pulitzer Prize. He is the creator of the visual research 
methodology “Sight Beyond My Sight” (SBMS). He is also co-editor of 
Narratives of Storytelling Across Cultures: The Complexities of Intercultural 
Communication.
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