BEING BLACK AT A PREDOMINANTLY
WHITE UNIVERSITY

David L. Wallace and Annissa Bell

lowa State University is racism . . . the White community is racism to me, simply because
the system is not designed for me . . . [I deal with] institutionalized racism definitely . . .
that’s almost daily.

Calvin

Nothing big [but] well, I mean you’re out and you know, you’re walking down the street
with some brothers and a truck drives by, ‘hey, niggers’ and stuff like that.

Kenneth

My roommate, 1, and another friend of his, all Black males, were going to the library to
study for the first time . . . when we walked on that floor, everybody, it had to be more than
ten people, turned around and stared. And, okay, not racism but an uncomfortable feeling
like, damn, what are you staring at? . . . I feel like there’s a difference and so by that I feel
that ’ve experienced, you know, racismt.

Ron

hese African American students’ stories surprised us, as did Calvin, Kenneth,
and Ron’s matter-of-fact demeanors as they sat in David’s office calmly telling
us stories about racism on campus. The shock was greater for David, a White
English professor, than for Annissa, an African American honors student in
education, but both of us were surprised to hear that the campus we found tranquil
and rather friendly was rife with instances of racism for these African American
men. For them, walking across campus risked calls of “nigger” from a passing truck.
Waiting for an elevator might mean covert appraisal by a White woman—unsure
whether she should risk riding up three floors alone with a Black man. Such things
had simply never been a problem for David, and, although Annissa had experi-
enced minor incidents of racism, she’d never been called a “nigger” or seen as a
physical threat. Listening to these men’s stories was a critical part of our attempts to
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learn what it meant to be Black—and in this case male—on our predominantly White
campus.

What does it mean for African American men—the group of students identified
in the retention literature as most at risk in higher education—to attend a predomi-
nantly White university? Of course what it means varies from setting to setting, so a
few words about race on our campus may be helpful. The university at this time was
trying to raise the 7.1 percent minority enrollment rate through a new minority re-
cruitment program; there was a new Black Cultural Center; a Black Student Alliance
had been organized; and speakers on campus regularly addressed issues of interest to
minority students, staff, and faculty. There were very few publicized racial problems
on our campus. The police blotter of the local paper would occasionally list drunk
and disorderly arrests that those on the scene knew had started when drunken White
frat boys got into it with a group of equally drunk brothers, but such incidents were
rare, and race itself was not reported as an important factor. Nevertheless, we saw in-
dications that race was more problematic than the university’s recruiting materials let
on. Annissa was disturbed that she rarely saw an African American man in her edu-
cation classes. David was surprised (and pleased) to have four African American men
in an entry-level college writing course but perplexed by their responses to higher
education, which ranged from quiet passivity to an intense rage that surfaced unex-
pectedly in class discussions.

As a means of beginning to understand the problems faced by minority students,
we read reports of large, multi-site, quantitative studies identifying factors that pre-
dict minority students’ persistence in higher education. These studies showed certain
factors as diminishing the likelihood that minority students would persist in higher
education: being a first-generation student (Allen and Haniff), low socio-economic
status (Edelman), experiencing a lack of comfortable social contexts in college
(Davis; Jackson and Swann), as well as lack of prerequisite courses and difficulty with
“weed-out” courses (Wilkerson; Mickey). Positive factors affecting retention in-
cluded financial or social support from a church (Billingsley and Caldwell; Franklin
and Boyd-Franklin), positive interactions with faculty or other campus staff (Walker),
and experiencing alternative teaching styles (Haniff).

Although this research illuminates the general problem of retention of minor-
ity students and the need for affirmative action programs, it lays only the most rudi-
mentary groundwork for addressing minority students’ problems at predominantly
White universities. For example, knowing that African American students who
come from single-parent, female-headed households are statistically less likely to
complete college is not very useful in dealing with a particular student. Admitting
only minority students from two-parent families would obviously be discrimina-
tory; further, even the apparently reasonable assumption that on average the edu-
cational experiences of minority students (particularly African American men)
prepare them less well for the challenges of higher education than those of main-
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stream students becomes an essentializing stereotype when applied to any individ-
ual. Those in higher education need to address the real difficulties that minority
students as groups face on predominantly White campuses, yet we must also avoid
essentializing individuals.

As a first step, we invited three African American men who were near comple-
tion of or had completed English or education majors at our university to use their
experiences to speak back to the results of these large-scale survey studies of reten-
tion. We had two lengthy interviews with each participant. The first interview fo-
cused on the men’s family situations and educational experiences before college, and
the second on their experiences at our university. In both interviews we paid partic-
ular attention to the factors that had been identified in the previous research as
affecting retention in higher education.

In several forums, we have narrated these men’s experiences in counterpoint to
the retention research results, hoping to raise consciousness about the problems faced
by minority students on our campus; we have invited panels of current students to
respond to their experiences. As we pored over the transcripts of their interviews, we
saw these men challenging some of the fundamental ways in which minority students
are commonly understood in higher education beyond our own campus. Those who
teach first-year college writing courses in particular, as well as other writing and lit-
erature courses, are often in a special position to help minority students understand
what it means for them to participate in higher education. We begin by examining
our own portrayals of these men as “success stories.”

SUCCESS STORIES?

We explained to our case study participants that we wanted to interview them be-
cause they were success stories: they had beaten the considerable odds against African
American men finishing bachelors’ degrees in education or English at our univer-
sity. We deliberately chose this positive term because of all the negative portrayals
of Black men we saw in the national press. Although Ron, Kenneth, and Calvin (not
their real names) were eager to tell us their stories, none of them would apply the
term “success” to himself. Ron’s refusal to own the term made sense in terms of the
academic history he had explained to us—dropping his pre-med degree for a phys-
ical education degree with the option of becoming a physical trainer. His new dream
was to be a trainer for the Chicago Bulls, but realistically he guessed that he would
return to Chicago and get a master’s degree and then go on to teach “and maybe be
a role model for some young Black children.” Similarly, Kenneth said, “Nobody
would make, a, you know, made-for-TV movie about me. I don’t think of myself as
significant.” To be a real success, he said that he would need to “make a very pro-
found impact on people.” Calvin said, “No, I'll never be a success because I'll never
be satisfied I did the things that I think was entitled to me . . . So, no, I'll never be a
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success.” When we pressed him, Calvin admitted that some people in his commu-
nity might see him as a success “simply because I've had the opportunities to step
out of the community and be exposed to different things.” But, in his view, that still
isn’t success:

I don’t think that I’d be successful even if I had a million dollars because I'll never be
satisfied, I'll never stop striving. I don’t think I could ever lay back on my couch or
yacht and say “I’'m successful” because, I mean, as being Black you never made it.

In retrospect, we have to admit that Ron, Kenneth, and Calvin are right in the
sense that most people wouldn’t consider simply hanging on to get a bachelor’s degree
a basis for declaring a person a success—even if he or she had to face racism to do it.
Also, we applaud Ron, Kenneth, and Calvin for setting higher standards for judging
their own accomplishments, and, upon reflection, we are not surprised that each re-
sisted the shape that we tried to impose on their stories. Indeed, their denials of our
simplistic beginning point forced us to think again about how to tell their stories. We
recognized that the details they shared with us in their interviews were only fragments
of their life experiences prompted by the questions that we asked. Further, our at-
tempts to tell their stories are even more reductive versions of their lives, and the ways
we choose to represent these three African American men are not only products of
culture but also contribute, at least in a small way, to the reproduction of culture. Yet
how we tell these stories is important. The terms of our narratives have real conse-
quences for what we choose to focus on in their experiences and for the ways in which
their stories might be used to inform theory, public policy, and writing instruction.
Given these concerns, we focus in the remainder of this article on three critical issues
that we have drawn from the literature about minority students in higher education:
ways in which the educational system reproduces inequality; the potential trap of per-
ceiving oneself as a victim; and assimilation and resistance to dominant culture.

AN EDUCATIONAL SYSTEM
THAT REPRODUCES INEQUALITY

Calvin suggests that racism need not be overt—burning crosses or explicitly dis-
criminating in hiring. Rather, looking back on his educational experiences, he could
see a more subtle racism in a system that seemed stacked against him:

The [educational] system was designed for what they call the majority to excel . . .
it’s not blatantly against [minorities], but it doesn’t facilitate the advancement of
minorities.

Indeed, all three men clearly saw their previous education as not having pre-
pared them well for the demands of higher education. Each seemed surprised to dis-
cover this fact. All three men attended predominantly Black high schools in the
Chicago public school system, and their school experiences and the neighborhoods
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that they grew up in largely sheltered them from overt racism because they had lit-
tle contact with Whites. Ron explains:

In high school there was, there wasn’t much racism. There was just one particular guy
that everybody always talked about. And he was a sheet metalist, and ah, the job of
teaching everyone sheet metal . . . he was White and a very old man . . . The rumor

was that he hated Blacks.

The ways in which they saw their academic preparation as affected by subtle
racism are complex. The students’ primary and secondary school experiences must
be seen as successful in the sense that each left those experiences convinced that he
could make it in higher education. All three received significant encouragement dur-
ing their high school years to continue their education. None was tracked into gen-
eral or vocational education classes. Indeed, in each case, someone seems to have
recognized and encouraged the student’s academic potential. Ron and Calvin both
cited guidance counselors or teachers who recognized and fanned their potential.
Kenneth clearly had the highest academic profile of the three. He reported taking
nearly all honors classes during his high school years and seems to have met success
in almost everything he attempted. After recounting a long list of academic suc-
cesses, contests won, and sports participated in, Kenneth says:

Once I got a #1 [academic] ranking, I cannot miss school. You know, I just could not
miss school. Like and then I found out that people were getting four-year perfect
attendance awards, I said, well I'm getting one too. And so, you know, I can’t miss
school if I'm going to do that. So any absence, if I went on a school trip, I made sure
all my teachers signed my slip to excuse [me] to go on a field trip and it’s not an
absence. And some kids would, they would just blow it off and just go, but everybody
signed my slip; I was here today. I was at a field trip. It was it was fun, it was the best
time of my life. High school was great.

Their school experiences raised their expectations of success in college. Ron and
Kenneth planned challenging college majors (pre-med and computer science), and
Calvin was inspired by one of his teachers to follow in his footsteps.

Ironically, in retrospect, each of these men was clear that his high school expe-
riences did not prepare him well academically for higher education. Each had diffi-
culty with the first math class he encountered in college; Ron reported great trouble
getting through his first-year English classes, and both Calvin and Kenneth reported
trouble with basic study skills. In fact, because of low and failing grades during their
first years of college, all three ended up on academic probation. Strikingly, each
seemed genuinely surprised to find that other students had much better preparation
for college than he did. Ron explained that in high school math was one of his best
subjects: “My teacher thought I was a whiz.” But in his first college math class he
discovered that his math preparation was a problem. He said:

It was not a requirement [in his high school] to take trigonometry, but that was the
highest level of math that we could obtain. Now I would talk to ah, or maybe people
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would express what background they had in math . . . and some of them would say up
to two years of calculus, and I would flip and go, “How did you get up to two years
of calculus?”

Of the three case study participants, only Calvin seemed to have chosen a real-
istic major (in education) given his high school preparation. Indeed, with the con-
siderable benefit of hindsight, a case can be made that Ron and Kenneth suffered a
lack of good guidance counseling. Ron left a vocational high school with a strong
but not stellar academic record and with no math beyond geometry; yet he believed
that pre-med was a reasonable major for him to pursue. Kenneth had the top acad-
emic ranking in the honors track of a Chicago public school; yet he scored only 14
on the ACT-general the first time he took the test and barely met the minimum for
admission to Iowa State University (17) when he took the test a second time. Kenneth
described his guidance counselors as “totally inept” and “worthless,” but this seems
to be because they didn’t get him the academic recognition he felt he deserved:

I didn’t know what to do. My parents didn’t; they didn’t necessary know what to do.
But the counselors didn’t—here I was graduating valedictorian, and I can’t get a schol-
arship to any school. I mean, they’re suppose to know how to seek out scholarships
and contact schools, and they didn’t do anything for me.

It is impossible to say whether Kenneth’s guidance counselors understood that his
success in high school was mediocre preparation for college or whether they were
as puzzled as he was by the mismatch of his strong high school record and his low
placement scores. In either case, Kenneth’s low college placement should have been
a warning signal that difficulty might lie ahead.

For all three men, financial problems also complicated their initial experiences in
college. For Ron and Calvin, who came to college from low-income, single-parent
households, these problems greatly complicated those they had in adjusting to col-
lege life. Ron explains that because grants and loans “didn’t cover my whole tuition,”
he always felt the burden of wondering “how am I going to pay this bill?” Further,
he saw a direct link between this financial stress and his academic difficulties in his
first year:

And then you get this letter [from the university] talking about, well if you don’t have
this money by this certain day, we’re probably [going to] cut your meals off; we’re
going to probably kick you out, you gotta come up with this. Then it would always
be on my mind . . . that interfered with me thinking or concentrating on stuff.

"The point that we draw from the experiences of these men is that the status quo
in higher education favors those who fit its expectations. Indeed, a subtle stigma often
attaches to students dubbed “remedial” or “underprepared,” and this stigma applies
whether or not their primary or secondary education provided them with opportu-
nities to prepare themselves for higher education. Even the financial requirements of
higher education may pose a greater problem for minority students who come from
low-income households or who are first-generation college students.



BEING BLACK AT A PREDOMINANTLY WHITE UNIVERSITY

"The possible racism here is of two different kinds. First, if the educational expe-
riences offered to African American students in primary and secondary schools do
not prepare them as well for the demands of higher education as do the educational
experiences of other students (and the research we reviewed suggests that this is the
case), then the school system itself might be seen as racist even though the individ-
uals involved do not act with racist intent. Second, those of us involved in higher
education may be guilty of unintentional racism if we fail to realize that many
minority students do not start higher education on an equal footing with their White
counterparts. Of course we cannot assume that any given minority individual will
have been academically or financially disadvantaged, yet it is equally dangerous to
assume that the removal of overtly discriminatory policies and actions automatically
creates equal opportunity. Many of the faculty in Anne DiPardo’s study of a basic
writing adjunct program at a regional California university argued that they had
done their part to advance the status of minorities simply by “treat[ing] all my stu-
dents the same” (173). Like DiPardo, we disagree with this position. We contend that
as educators we must consider that because schools are part of the general cultural
milieu, schools themselves—and perhaps even our own teaching practices—are part
of the problem of inequity.

OPPRESSION AND SELF-PERCEPTION: A PARADOX

Kenneth shows considerable impatience with young Black men who define them-
selves only as victims of racial discrimination:

You talk to the Black males that’s coming up now, they blame their misfortunes and
their failures on the White man. (Annissa: This is true.) Everything that happens to
them, they get a divorce, White man; he wouldn’t give me a raise, me and my wife
fought over money, we got divorced, it’s the White man’s fault . . . The White man,
he controls it. Yeah, sure, cop out; take the easy way out.

In the case of some of their acquaintances, both Kenneth and Annissa agreed
that this critique applied fairly. However, Kenneth’s critique hints that defining mi-
nority students as victims or as educationally disadvantaged is a more complex issue
that it initially appears. We contend that victim status for minority students in higher
education is two-edged. On the one hand, it reflects the social and economic in-
equities still present in our society, and it is necessary to justify continued attempts
to achieve equal opportunity. On the other hand (as Kenneth noted), victim status
can become a dangerous excuse.

Historically, affirmative action has seen minorities as the victims of racial dis-
crimination, as having been socially, politically, educationally, and economically dis-
advantaged in American society. According to Nicholas Lemann, such a presumption
was tacit in the first use of the term “affirmative action” in 1961 by Hobart Taylor,
Jr., in his draft of Executive Order 10925, which President Kennedy later signed to
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urge federal contractors to hire more minorities. Throughout the history of affirma-
tive action, the legality of attempts to make up for past and continuing discrimination
and disadvantage for minorities and women has depended on clear demonstration
of systematic unfairness that casts a group of people, at least tacitly, in the role of
victims. The requirement that specific injustices be identified as rationales for affir-
mative action was stressed by a 1995 Supreme Court decision which found for the
plaintiff, a White contractor who lost his lower bid for a federal construction contract
to a Hispanic-owned company because of a federal policy that awarded a percentage
of construction contracts to minority firms. As Linda Greenhouse reports, Sandra Day
O’Connor—writing the majority opinion for the Supreme Court—argued that such
affirmative action programs must be “narrowly tailored” to further a “compelling
government interest” (Al).

In higher education, the case is still actively made for affirmative action admis-
sion and retention programs. Indeed, such researchers as Valora Washington and
Joanna Newman, as well as Daniel G. Solorzano, have found that minority students,
particularly African American males, are not receiving undergraduate and graduate
degrees in percentages proportional to their general population cohorts. In fact,
James A. Vasquez and Nancy Wainstein describe a “pyramid effect” for minority stu-
dents; that is, proportionally fewer minority students complete high school and
progress to complete undergraduate degrees than White students (600). Further,
they argue that too often minority students are seen through models of cognitive
deficit or cultural difference: their cultural differences, which “should be viewed as
strengths that contribute positively to the classroom” are seen as “deficiencies that
must be corrected or, at best, disregarded” (601). Sabrina Hope King argues that one
of the by-products of this pyramid effect is that minorities, particularly African
American men, are underrepresented in the teaching profession. Because there are
few minority teachers to serve as role models, few minority elementary and sec-
ondary school students aspire to become teachers.

Tacit in this line of argument is the implication that minority students are
victims in the sense that they may face a set of problems (e.g., cultural differences,
economic hardship, lack of positive role models in education, and intelligence and
achievement tests that assume unfamiliar mainstream cultural knowledge) that White
students do not face. However, the term victim rarely, if ever, appears in these discus-
sions. Similarly, one of the most striking aspects of the interviews with our case study
participants was their consistent refusal to see themselves as victims. Although all
reported that racist incidents were a part of their daily lives on our predominantly
White campus and in our community, each found ways to minimize the impact of
such events on their lives.

The interviews’ most disturbing aspect was the stories that participants told
about these racist incidents. Calvin told us of two incidents that had happened the
week of his interviews, one in which he was ignored and then patronized by the ser-
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vice staff at a local bar/restaurant and one in which insensitive comments were made
about how poorly a Black student from Chicago spoke. Ron told us of being shad-
owed by clerks in stores and stared at when he arrived at the library with African
American friends. Kenneth mentioned being called a “nigger” from a passing truck
as “nothing big,” the sort of thing that happens every day.

All three of the participants seemed to have found ways to minimize such
events. Kenneth figured that when his Black friends get called names or get “jumped
by White guys,” likely as not it is “because [his friends] had done something before.”
Similarly, Calvin moved to minimize confrontation when one of the White women
he was carpooling with reminded the others that Calvin was from Chicago and the
woman who commented on the Chicago student’s speech began backtracking to
cover herself. Calvin cut them all off. He explained, “I said, ‘Don’t worry about it;
don’t even try to clean it up. I doesn’t even bother me’ . . . I just stopped everybody.
‘Don’t try to patronize me . . . it’s no problem.”” Ron explained that it’s very hard to
tell if you’ve been discriminated against or not. He said, “I don’t always stick around
to find out the results of something,” so he would not say that he had been discrim-
inated against.

The picture these participants painted was so full of racism, or at least of poten-
tially racist incidents, that the only reasonable response for our participants seemed
to be to minimize the incidents. Their refusal to put themselves in the roles of vic-
tims parallels the attitudes expressed in the follow-up interviews in Denice Ward
Hood’s large-scale survey on the retention of African American men at a predomi-
nantly White university. These interviews revealed that the “survivors” saw not
allowing potentially problematic situations (such as being the only Black person in
a class) “to get to them” as one of the reasons they were able finish their first year
of college when others dropped out (21).

The irony of this situation is striking. Affirmative action programs in higher edu-
cation are likely to depend on clear delineations of victimization or at least disadvan-
tages for minority groups. Yet survival in such programs may depend, at least in part,
on students’ refusal to see themselves as victims.

ASSIMILATION AND RESISTANCE TO DOMINANT CULTURE

While arriving at college may be a stressful experience for many first-year college
students, Ron’s reaction hints that he, like many minority students on predominantly
White campuses, faced an additional stress:
Arriving on the, in the front and just looking at so many White people . . . And I didn’t
see one Black face until I saw my roommate. And I was like, what? Where are the Black
people? . .. What did I do? Where am I at? I don’t believe this. And then, I um, had

many bags so no one helped me up to my room . .. And I remember, “man, I gotta
leave my bags down here; somebody’s gonna steal my stuft!”
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For most of his life Ron had not felt like a minority; he’d grown up in a pre-
dominantly Black neighborhood in Chicago’s South Side and attended predomi-
nantly Black schools. For the first time Ron would be living in a social setting where
he was visually distinct from the majority of those around him. Ron’s concern about
his “stuft” being stolen is also telling. Unlike most of the students from Iowa, Ron
had no support group to help him. He had no friends from high school to help him
carry his boxes and suitcases to his room. There was no one to tell him that it was
safe to leave his stuff sitting on the sidewalk in front of his dorm. His mother was at
work in Chicago, not there to embarrass him with good-by hugs and tears like the
parents of other first-year students who had driven their children in from Oskaloosa,
Cresco, Ottumwa, and other Iowa towns.

Ron’s reaction to arriving at lowa State illustrates a problem faced by all minor-
ity students on predominantly White college and university campuses: dealing with
their minority status. For some minority students, like Ron, enrolling in a predomi-
nantly White university means facing the considerable adjustment of dealing with
dominant White culture on a daily basis for the first time in their lives. For minority
students from integrated or predominantly White communities, the initial shock may
not be as great. Retention researchers A. Wade Boykin and Forrest D. Toms have
identified two critical issues in understanding how minority students make these
adjustments. First, a student may choose to engage actively in the activities of main-
stream culture—in this case, trying to do well in school. Or a student may become
passive, doing just enough to get by or dropping out. Second, a student may be active
or passive in resistance to the pressure to assimilate to mainstream culture. An active
response is likely one of trying to change the system. A passive response is usually one
of seeming to go along with the system but may involve covert attempts to change it.

When we presented these two issues to the case study participants, each iden-
tified himself as actively engaged in the mainstream culture of the university. Indeed,
by choosing “success stories” we had practically guaranteed such attitudes. (The
experiences of those who respond passively—which usually means dropping out of
college—are equally important.) However, none of the three identified himself as
active in trying to change mainstream culture. When we asked Calvin whether he
saw himself assimilating to mainstream culture, he said, “I do the minimum...I
don’t see myself as assimilating because I don’t think that I can.” He was clear that
this ambivalence toward participating in mainstream culture did not mean that he
was passive, particularly not in his classes:

I’ve tried laid back and being passive and felt miserable, and I know that I can be active
to get what I would like to get from the university. So I kind of satisfy myself per-
sonally; that’s how I react. You know, when I go in a class, you know, I keep my con-

fidence because I do have confidence, and that’s the way I try to portray myself, but
as far as assimilating, I don’t think I can. I mean I know I can’t.

Ron expressed the same sort of ambivalence; he said, “I, I can fit into anything. And
I will, but if I see the chance to get out, oh, I'll do it.” He spoke about fitting in at a
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predominantly White university with a sense of resignation, “I'll, I'll I deviate away
from it quickly, but if I have no choice . . . I know how to fit in and be comfortable.”

Calvin and Ron’s ambivalence can be seen as an extension of a more general
ambivalence often displayed by academically promising Black males. Researchers
such as Signithia Fordham (“Racelessness” and “Peer-Proofing”) and Bertha Garrett
Holliday have discovered that because of the conflict between school and peers’ val-
ues, smart African American boys are often forced into a careful dance that allows
them attenuated success in school without risking total ostracism by peers. For exam-
ple, Calvin explained:

The group that I hung with were mostly the guys that I'd grown up with. They did
nothing in high school, and all I did was just a little bit . . . So I never wanted to rise
above my friends. And I've never admitted to them as long as I live that I wanted to
be a teacher, never . . . I mean that wasn’t the thing to do . . . I, I was embarrassed to
say that I wanted to teach.

Undoubtedly, the tension between academic excellence and peer pressure to
resist the culture of education is much less in college because the peer groups change
(that is, nearly all college students have chosen to attend college and thus have a
vested interest in academic success). However, this lessening of the tension does not
mean that minority students will automatically want to join the dominant culture;
clearly Calvin and Ron found full participation in the dominant culture of our cam-
pus and community problematic despite the change in their peer groups. We must
expect some minority students on predominantly White campuses to struggle with
mainstream culture. However, it is equally important to note that not all minority
students will feel this tension. In contrast to Calvin and Ron, Kenneth expressed
what we thought was considerable enthusiasm about fitting into mainstream culture.
Indeed, he told us that he hadn’t considered going to a historically Black college or
university because he wanted to

learn how to interact with different types of people . . . I see a lot of students, the only
people they can relate to and interact with are other Blacks because that’s the way they
grew up so that’s the only thing they know. And I think that’s a social, intellectual, and
professional handicap.

Kenneth told us stories from his first semester at lowa State that made it clear that
he had lots of White friends and didn’t mind being seen as an oddity. For example,
on a visit with White friends in rural Iowa, Kenneth went to barn parties and met
people who “had never seen a Black person in person, it was only like on TV or in
a movie or something. (David: Really?) Yeah, right here, in Iowa and they’d never
seen a Black person in the flesh.”

Kenneth’s perspective was perhaps affected somewhat by life experiences wider
than Ron’s or Calvin’s. When we interviewed him, Kenneth was twenty-nine; he had
dropped out of school for several years and returned after getting married. He had
graduated with an English degree the semester before we interviewed him and was
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currently an assistant manager at a national chain restaurant. Kenneth spoke at length
about stereotypes of African Americans and the need for African American men to
learn to speak, dress, and act in ways that corporate America finds acceptable:

It comes from like groups from Kriss Kross (Annissa: Oh, yeah) and people see that
and it’s a trend and so they attribute that to a Black thing. And they say, oh, Black
rap, rappers wear their pants down. Blacks wear their pants down, so that’s a Black
thing. And it’s it becomes a stereotype. It’s like ah, those braids that those guys wear.
You don’t see any White guys with braids, those dreadlock braids sticking all up.
(Annissa: Yeah, I know one.) It becomes a stereotype and then you start to wonder,
well when they do graduate from Iowa State, if you see them here, what are they
going to do with themselves? Are they going try to get conformed to get a job?
‘Cause you’re not going to walk into anybody’s office with dreadlocks on your head
and a suit on. I mean seriously. Somebody’s going to be, just looking at you and say,
well, thanks for coming, you know, Mr. Jones, or something. You you can’t really do
that. Not to White America. You know, because they have stereotypes and preju-
dices, so you can’t really do that. And so what are these people going to do when they
get out of school?

Kenneth seemed to have an easier time than Calvin or Ron adjusting to life at
a predominantly White university because he embraced the opportunity to interact
with people whose backgrounds were different from his own. For example, Kenneth
described life in the dorms during his first year on campus as an opportunity to “learn
how to interact with different types of people.” He said:

The guys on the floor, man, they come from, you know, Hoochey, Iowa, and they
never heard some good R and B music . . . I would just crank up my box up to, just
all the way up, and I had these big huge speakers and the White guys they would have
their like rock, rock 'n’ roll and they would crank their stereo and be blasting you
know, like a Friday afternoon FAC time you can do that...And it was just fun.
Nobody really cared. You know, it was okay, but a lot of different things like that you
get used to. You make fun of people, people make fun of you, you know.

In contrast, for Ron and Calvin, dorm life seemed part of a larger pattern of dif-
ficulty adjusting to life on a predominantly White campus set in a small predomi-
nantly White town. In the dorms, Ron learned to distinguish between real White
friends and those who were overtly chummy around him but talked about him and
his roommate as “niggers” behind their backs. Calvin saw living in the dorms as a
significant part of “my whole freshman year destruction.” He explains how the social
difficulties interacted with his academic problems:

I mean my grades was from hell . . . And it wasn’t because I couldn’t do the work or I
wasn’t putting in the hours, I just could not focus on my books, due to the transition
from a Black community to a White one. I mean, I had, you know, my grammar
school and high school was integrated for the most part, but direct contact [with
White people], I just didn’t have . . . and then the transition from leaving home and
being on my own, the two killed me. And ah, it completely distracted me.
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Ron explains that eventually he learned that he couldn’t expect to find social outlets
that he felt comfortable in and that African American students often had to create
their own social functions. He said:

Ames is not socialized for Black people. And so . . . being that Black people to us—
that’s an important part of our lives—having a, a social life and wanting to party and
things like that, and not having the opportunity to do that. .. feel I have to work
extra hard, and then wanting to have a break and wanting to relax and have some fun
and then going, I can’t have no fun, I gotta, I can’t have no fun, it’s frustrating, it’s
aggravating.

Similarly, Calvin explains how the difficulties he had adjusting to his new social set-
ting fed his academic difficulties, and he lost his minority scholarship when he went
on academic probation. He explained:

As a freshman, . . . I felt uncomfortable in the dorms, . . . I felt uncomfortable being
in Ames anywhere. Everywhere I went I, I felt uncomfortable being at a party with
all Blacks simply because I was on [academic probation]. I shouldn’t have even been;
why am I having a good time knowing that I have problems? I just felt unhappy with
myself my entire first year. I mean, you know I laugh about it now, I can talk and reach
out to the younger students and just try to encourage them—try to tell them.

Certainly social adjustment is a problem faced by first-year college students of
all races and genders, and it would be dangerously essentialist to assume that any
given student of color will face such problems when matriculating to a predominantly
White campus. Also, it seems clear that the particular set of problems will depend on
the local setting. Kenneth, Ron, and Calvin would likely have had very different expe-
riences if they had attended college in an urban setting where African Americans
made up a much larger percentage of the general population. Yet, despite the need to
avoid overgeneralization, we believe that Kenneth, Ron, and Calvin’s experiences il-
lustrate two very important points. First, as a group, minority students—particularly
African American men—are likely to face social adjustment problems on predomi-
nantly White college campuses that are more extreme than the problems faced by
White students. Calvin, Ron, and Kenneth’s experiences suggest that minority
students may face these problems in such an aggregate form that it threatens their
existence as students. Indeed, Walter R. Allen and Nesha Z. Haniff argue that the
problems related to social adjustment may be so difficult for African American stu-
dents that they rival in importance the considerable academic problems that many
also face.

Second, Kenneth’s, Ron’s, and Calvin’s experiences help us to understand that,
regardless of social, economic, or academic background, minority students face a
problem unknown to White students on predominantly White campuses: redefining
themselves as African Americans, as Latinos or Latinas, as Asians, or as Native Amer-
icans. Each of our case study participants realized the inequities of the situation that
he faced, and each had resigned himself to coping. Ron explained, “it’s just difficult;
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you just have to go ahead and adjust yourself to what is different.” As we have already
seen, Kenneth most adamantly stressed the need to assimilate to the system, yet this
did not mean that he saw the situation as fair. Indeed, he also proclaimed most stri-
dently that racism existed at Iowa State, squarely blaming the state government and
university administration for the lack of Black faculty: “Blacks don’t want to stay in
Towa because they don’t think that they can get a fair chance to succeed . . . You
aren’t going to see any Blacks on the Board of Regents.”

WHAT FAcuLTtYy CAN DO

Given the complexity of the social situation faced by minority students on predomi-
nantly White campuses and the range of possible responses, the question for the En-
glish professor becomes “what can I do?” Certainly it is beyond the scope of any
individual faculty member to solve all of the problems, but studies conducted by Peter
Kobrack and by Elaine Patterson Walker have identified positive contact with faculty
as a factor that predicts whether or not minority students persevere in higher educa-
don. Further, those who teach writing or literature courses with relatively small class
sizes have important opportunities to connect with minority students. The difficulty,
particularly for those who have never experienced what it’s like to be a minority, is in
knowing what to do. The experiences of these three men suggest three general prin-
ciples to guide professors’ interactions with minority students as individuals.

First, avoid essentialist assumptions. Kenneth’s, Calvin’s, and Ron’s experiences
reflect the general trend of minority students facing the difficult issue of working out
their own minority status while attending predominantly White colleges and univer-
sities. However, Kenneth’s case serves as a reminder that the response of individual
minority students to this pressure cannot be predicted.

Second, be available. All three of these men reported that more advanced African
American students had counseled them to get to know their teachers, to show up for
office hours and, as Calvin put it, “I bug them to death. I stay on my professors; I
mean, I, I show them that I'm interested in doing the best.” Of course, most English
professors are not qualified counselors and should not attempt to help students with
serious emotional problems, but they may provide helpful advice about succeeding in
a given course or in college in general (particularly for minority students who are likely
to be first-generation college students).

Third, show interest in minority students as individuals rather as representa-
tives of their race. Ron’ stories of interaction with faculty were informative in this
regard. He had known teachers who were so uncomfortable with his presence (usu-
ally he was the only African American student in his classes) that they could not even
say the word “black” without obvious embarrassment. Ron spoke more positively of
teachers who established a personal relationship with him and seemed to respect his
opinion as an individual. He told of one White teacher who made him so comfort-
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able that he was not embarrassed when she asked him (jokingly) to come to the front
of the class and explain his painted jeans (a fashion statement popular in Ron’s
Chicago neighborhood but that had not yet appeared in Iowa). Perhaps Calvin pro-
vided the best explanation of how teachers can recognize difference without overtly
making a student’s race the primary issue:

I think the best college teachers that I've had kind of looked in me instead of at me—
whether it be Black or White. And those are the ones that, that I developed relation-
ships with, and I have done well.

At the institutional level, we see two specific problems for literacy instruction
in higher education that English faculty have considerable power to address. English
faculty are the natural group to consider whether or not students should be singled
out in placement testing as “remedial” in terms of their language abilities. Of course
this issue potentially affects all students, but given the research that we’ve reviewed,
itis a particularly important issue for minority students. Peter Elbow has argued that
identifying students as remedial is counterproductive and that instead of spending
money on placement testing, English departments should investigate “heteroge-
neous writing classes” in which students of all abilities are mixed, augmented with
supplementary help for students who need it (588). In response, Glynda Hull, Mike
Rose, Kay M. Losey, and Marisa Castellano have argued that despite the possible
stigmatizing effects, placement systems that identify some students as basic writers
may be an institutional necessity if writing programs are to justify the resources nec-
essary to provide help for these students. The paradox here is that it may be prag-
matically necessary to risk stigmatizing students in order to help them make the
transition to academic literacy.

Supplementary help for those identified as underprepared is essential. For exam-
ple, our placement system identified Ron as “basic skills deficient” (a term we abhor),
but because our university had dropped the English Department’s basic writing pro-
gram for budgetary reasons, Ron was placed in a section of the same entry-level writ-
ing course that Calvin and Kenneth took. Ron reported that his high school English
courses had not prepared him adequately for this course: “Actually I had to take
English over. I barely, I got a C—which wasn’t really good enough [his proposed major
required a C+] so I had to take English again.” Ron also reported that he made it
through his first college writing course only because he got intensive help from the
English Department’s Writing Center, and eventually he developed a support group
of strong writers who helped him so that he did not have to rely on the Writing Cen-
ter as much. It is impossible to know from our data whether Ron would have fared
better in a traditional basic writing program or how many students identified as
“basic skills deficient” at our university fail their writing courses because they do not
seek out the kinds of supplemental help that Ron found essential. What is clear from
these men’s experiences and from the research that we reviewed is that first-year
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college writing courses will likely be problematic for many minority students and
that if universities do identify students as “underprepared” then they must stand
ready to provide supplementary help.

A second problem is the overwhelming presumption that academic and busi-
ness discourse must be conducted in what passes for “standard” English. Despite the
deluge of multicultural readers for composition courses and the growing use of mul-
ticultural literature in English curricula at all levels, grammar and style handbooks
remain a ubiquitous presence in college writing courses and presume that all stu-
dents should learn to speak like Peter Jennings and aspire to write New Yorker essays.
Indeed, for two decades, the presumption has been a version of Mina Shaughnessy’s
position that those who don’t control standard English must learn to do so:

a person who does not control the dominant code of literacy in a society that gener-

ates more writing than any society in history is likely to be pitched against more obsta-
cles than are apparent to those who have already mastered that code. (13)

Twenty years later, in a recent College English article, Lynn Bloom reaffirms Shaugh-
nessy’s basic point:
Like it or not, despite the critiques of academic Marxists, we are a nation of Standard
English. Indeed, students themselves want and expect their work to be conducted in
Standard English; their own concept of the language they should use reflects the lin-
guistic standards of the communities in which they expect to live and work after earn-
ing their degrees. (670)

Bloom updates Shaughnessy’s arguments with nods to the postmodern dicta that
knowledge must be seen as culturally constructed rather than as ontologically true,
and she questions the usefulness of literacy success stories that imply that gaining
academic literacy will lead to empowerment. However, at its root, her argument is
the same as Shaughnessy’s: “freshman composition is an unabashedly middle-class
enterprise” (655).
Kenneth, who had several years of work experience, agreed that standard En-
glish was essential:
If ’m with my boys, yeah, I can jive, I can talk all crazy and act stupid, but . . . if ’'m

going for a job interview, I don’t need to worry about saying the wrong verbs and if
I’'m writing a letter, I know how to write. I know how to edit.

Calvin and Ron seemed less enthusiastic about this kind of acculturation. Neither of
them spoke as directly to this issue as Kenneth, and this is not surprising given that
neither of them had the kind of work experience that Kenneth had. However, both
seemed to see participation in White middle-class culture as more of a strain than
Kenneth did. Both spoke of the importance of escaping to groups in which they
could relax without worrying about how they talked or acted. Indeed, when we have
presented these men’s stories to students on our campus, other African American
men have confirmed the need to escape, to take a break from predominantly White
culture. Of course, language is just one part of the cultural differences that cause these
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difficulties, but given how much talk and writing goes on in academic and workplace
settings it is an issue that cannot be overlooked.

Though many teachers of composition believe that it is their responsibility to
teach students standard English (a position articulately argued by Donald Lazere,
among others), in recent years, a growing number of composition theorists have
begun to question this article of faith. As early as 1991, John Clifford argued that we
must “think hard about the plausibility of the charge that in educational institutions
writing is, in quite subtle ways, a servant to the dominant ideology” (39). More
recently, Rebecca Moore Howard has argued that requiring minority students to
engage in “code switching” is not an adequate solution to the problem of dialect dif-
ferences faced by students and teachers in college writing courses. She contends that
composition teachers have no right to make such language choices for minority stu-
dents and that the argument that “linguistic assimilation will facilitate social success”
doesn’t hold up because “for the minority American, linguistic accommodation is
insufficient for social advancement” (277).

What then are English professors to do in writing or literature courses? An-
swers to this question are not easy. Although English professors have direct control
over the curriculum of our courses, we cannot simply or immediately change the cul-
ture at large. Yet simply respecting students’ home cultures and requiring them to
learn new discourse practices is also not a sufficient answer. We believe that literacy
education at any level must begin at the intersection of teachers’ understandings of
academic literacy practices and students’ literacy experiences. Further, the learning
involved in such interactions must be at least two-way, with teachers learning about
the literacy practices valued in students’ communities. As Howard argues, teachers
must fully embrace multiplicity and “recognize that European culture does not equal
American culture” (279). Similarly Kermit D. Campbell suggests that composition
teachers might expand their own understandings of acceptable discourse practices
by learning about discourse practices such as “signifying” that are used by minority
students.

Such a position means that teachers must give more than lip service to the idea
that learning begins at the intersection of students’ knowledge and what is accepted
as disciplinary knowledge. Teachers must stand ready to learn from students; we must
be willing to consider that students may find ways to address the constraints of rhetor-
ical situations that would not have occurred to us. Such a position, however, does not
mean that teachers have nothing to offer students. As Jeff Smith has argued, it is our
job “to intervene in students’ intellectual lives” (201). What must be avoided is the
too easy assumption that the inevitable mismatches that should be the beginning
point of learning for both students and teachers are simply the results of students
being “underprepared.” As Glynda Hull and Mike Rose have argued, differences too
easily get cast as cognitive deficits.

At this point we must also note that this kind of dialogic approach to teaching
academic literacy must be applied to mainstream as well as minority students. For
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example, as we revised this article, one of David’s White male students from rural
Towa questioned David’s advice that the student use “panhandler” rather than “beg-
gar” in an account of the student’s first encounter with homeless people. The stu-
dent reasoned that “beggar” is the term that he, his family, and his friends back home
would actually use and that he didn’t much care if using the term might undermine
his credibility with academic audiences. Ron, Calvin, and Kenneth’s experiences sug-
gest that the social, cultural, academic, and linguistic adjustments faced by minority
students will likely be more obvious and perhaps more problematic than issues of
word choice. However, we are certain that we could find similar complex stories of
persistence against difficulties among the White students at our university, and we
have come to realize through this study that students from rural Iowa farm towns
(some of whom have never seen a person of color before arriving at our university)
also face an acculturation problem when they enroll at our university. Thus, seeing
all students as experiencing some assimilation or resistance to cultural values in higher
education may be critical in understanding the more extreme challenges faced by
some minority students.

In short, we contend that English professors, and indeed the whole community
of higher education, should not encourage assimilation or resistance per se; rather
our responsibility is to provide opportunities for students to explore the conse-
quences of assimilation or resistance and to make those choices for themselves. Such
a position has real consequences in many areas of university curricula, particularly
for those who teach first-year college writing courses. We must help students whose
communities value language practices not valued in academia or corporate America
to understand the consequences of choosing not to learn the practices that are val-
ued in these arenas. Yet we cannot require them to learn those practices if they
understand those consequences and still reject the cultural assimilation involved. In
such a situation, we must be prepared to consider changes in our own values, will-
ing to become forces for cultural change in the very institutions that we serve.

In conclusion, we argue that the English professoriate has a unique responsi-
bility to serve as advocates for educational equity in higher education. The contact
we have with minority students in the relatively intimate settings of first-year com-
position, literature, English education, and business and technical writing courses
provides us with important opportunities to begin understanding the difficulties that
minority students face on our various campuses. Again, all students—regardless of
race, class, gender, sexual orientation, or ethnicity—likely face some acculturation
problems. However, as Ron, Calvin, and Kenneth’s experiences illustrate, minority
students face a problem that mainstream students never have to face: understanding
their minority status and dealing with racially motivated incidents because of their
visible difference from the majority of people on the campus and in the community.
Teachers can play a critical role in representing the experiences of students like Ron,
Calvin, and Kenneth in policy debates. In our experience, administrators are often
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too distant from the experiences of students to understand the varied range of
responses that minority students will have to the situations they face on college and
university campuses. The minority students themselves usually don’t have the status
or the longevity to see policy changes through top-heavy administrative structures.
Faculty, however, have both opportunities to interact with individual students and
the staying power to see policy changes through.

WoRKS CITED

Allen, Walter R., Edgar G. Epps, and Nesha Z. Haniff, eds. College in Black and
White: African American Students in Predominantly White and in Historically Black
Public Universities. Albany: SUNY P, 1991.

Allen, Walter R., and Nesha Z. Haniff. “Race, Gender, and Academic Performance
in U.S. Education.” Allen, Epps, and Haniff 95-109.

Billingsley, Andrew, and Cleopatra Howard Caldwell. “The Church, the Family, and
the School in the African American Community.” fournal of Negro Education 60
(1991): 427-40.

Bloom, Lynn Z. “Freshman Composition as a Middle-Class Enterprise.” College
English 58 (October 1997): 654-75.

Boykin, A. Wade, and Forrest D. Toms. “Black Child Socialization: A Conceptual
Framework.” McAdoo and McAdoo 33-51.

Campbell, Kermit E. “The Signifying Monkey Revisited: Vernacular Discourse and
African American Personal Narratives.” Fournal of Advanced Composition 14
(1994): 463-73.

Clifford, John. “The Subject as Discourse.” Contending with Words: Composition and
Rbetoric in a Postmodern Age. Ed. Patricia Harkin and John Schilb. New York:
Modern Language Association, 1991. 38-51.

Davis, James Earl. “College in Black and White: Campus Environment and Acade-
mic Achievement of African American Males.” Fournal of Negro Education 63
(1994): 620-33.

DiPardo, Anne. A Kind of Passport: A Basic Writing Adjunct Program and the Challenge
of Student Diversity. Urbana, IL: National Council of Teachers of English, 1993.

Edelman, Marian Wright. “The Sea is so Wide and My Boat is so Small: Problems
Facing Black Children Today.” McAdoo and McAdoo 72-82.

Elbow, Peter. Response to Glynda Hull, Mike Rose, Kay Losey Fraser, and Marisa
Castellano, “Remediation as Social Construct.” College Composition and Commru-
nication 44.4 (1993): 587-88.

Fordham, Signithia. “Peer-Proofing Academic Competition Among Black Adoles-
cents: ‘Acting White’ Black American Style.” Empowerment through Multicul-
tural Education. Ed. Christine E. Sleeter. Albany: SUNY P, 1991. 69-93.

325



326 COLLEGE ENGLISH

. “Racelessness as a Factor in Black Students’ School Success: Pragmatic Strat-
egy or Pyrrhic Victory?” Harvard Educational Review 58 (February 1988): 54-84.

Franklin, Anderson J., and Nancy Boyd-Franklin. “A Psychoeducational Perspective
on Black Parenting.” McAdoo and McAdoo 194-210.

Greenhouse, Linda. “Justices, 5 to 4, Cast Doubts on U.S. Programs that Give Pref-
erences Based on Race.” New York Times 13 June 1995: Al, D25.

Haniff, Nesha W. Epilogue. Allen, Epps, and Haniff 247-56.

Holliday, Bertha Garrett. “Developmental Imperatives of Social Ecologies: Lessons
Learned from Black Children.” McAdoo and McAdoo 153-69.

Hood, Denice Ward. “Academic and Noncognitive Factors Affecting the Retention
of Black Men at a Predominantly White University.” Fournal of Negro Education
61 (1992): 12-23.

Howard, Rebecca Moore. “The Great Wall of African American Vernacular English
in the American College Classroom.” 7AC: A Fournal of Composition Theory 16
(1996): 265-83.

Hull, Glynda, and Mike Rose. “Rethinking Remediation: Toward a Social-Cognitive
Understanding of Problematic Reading and Writing. Written Communication 9
(1989): 139-54.

Hull, Glynda, Mike Rose, Kay M. Losey and Marisa Castellano. Reply to Peter
Elbow. College Composition and Communication 44 (1993): 588-89.

Jackson, Kenneth W., and L. Alex Swan. “Institutional and Individual Factors
Affecting Black Undergraduate Student Performance: Campus Race and Stu-
dent Gender.” Allen, Epps, and Haniff 127-41.

King, Sabrina Hope. “The Limited Presence of African-American Teachers.” Review
of Educational Research 63 (1993): 115-49.

Kobrak, Peter. “Black Student Retention in Predominantly White Regional Uni-
versities: The Politics of Faculty Involvement.” Fournal of Negro Education 61
(1992): 509-30.

Lang, Marvel, and Clinita A. Ford, eds. Black Student Retention in Higher Education.
Springfield, IL: Charles C. Thomas, 1988.

Lemann, Nicholas. “Taking Affirmative Action Apart.” New York Times 11 June
1995: 36-40, 41-43, 52-53, 62, 66.

McAdoo, Harriette Pipes, and John Lewis McAdoo, eds. Black Children: Social, Edu-
cational, and Parental Environments. Beverly Hills: Sage, 1985.

Mickey, Rosie Cheatham. “Counseling, Advising and Mentoring as Retention
Strategies for Black Students in Higher Education.” Lang and Ford 49-58.
Shaughnessy, Mina P. Errors and Expectations: A Guide for the Teacher of Basic Writing.

New York: Oxford UP, 1977.



BEING BLACK AT A PREDOMINANTLY WHITE UNIVERSITY

Smith, Jeff. “Against ‘Illegeracy:’ Toward a New Pedagogy of Civic Understanding.”
College Composition and Communication 45 (1994): 200-19.

Solorzano, Daniel G. “The Doctorate Production and Baccalaureate Origins of
African Americans in the Sciences and Engineering.” Fournal of Negro Education
64 (1995): 15-32.

Vasquez, James A., and Nancy Wainstein. “Instructional Responsibilities of College
Faculty to Minority Students.” Fournal of Negro Education 59 (1990): 599-610.

Walker, Elaine Patterson. Factors That Contribute to Black Student Retention and Grad-
uation at lowa State University. Unpublished dissertation. Ames: Iowa State Uni-
versity, 1992.

Washington, Valora, and Joanna Newman. “Setting Our Own Agenda: Exploring
the Meaning of Gender Differences Among Blacks in Higher Education.” Four-
nal of Negro Education 60 (1991): 19-35.

Wilkerson, Diane White. “The Black Collegian Advisement Program at Kennesaw
College: A Comprehensive Black Student Retention Model.” Lang and Ford
35-41.

327





