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ABSTRACT
WHITE UNDERGRADUATE SOCIAL JUSTICE ADVOCATES: EXPHRNCES THAT
INFLUENCE CONTINUED PARTICIPATION IN
RACIALLY AND ETHNICALLY DIVERSE CAMPUS SETTINGS
By

Jesse S. Watson

This study explored how the experiences of fouiteylundergraduate, self-identified
social justice advocates influenced their on cangawscipation in racially and ethnically
diverse settings. Acknowledging the existence@ardistence of white privilege, ontological
expansiveness, and epistemological ignorancegeearch was grounded in critical white
studies and influenced by the tenets of criticaérdneory. Their experiences as sustained
participants in racially and ethnically diversetisgfs such as the Black Student Alliance, the
Multicultural Hall, and other campus based gathgtatations of racial/ethnic minority students
at a small liberal arts college were collected tigtoin depth interviews. The data were
analyzed using portraiture and constant comparatie#ods. Key findings included the impact
of social tourism; the difference between advedtiged experienced institutional climate, culture
and liberalism; the role of multicultural residert@dls; and the importance of developing

diverse networks.
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PROLOGUE

“Who am 1?” is a very general question that we rhaye all asked others and ourselves
at some point throughout our lives. | am Jesse &sw, a graduate student in the Higher, Adult
and Lifelong Education Program at Michigan Statéversity. | am a California native and
desperately miss the West Coast. | come from lowddle class roots originating from
Southern California with a majority of my formatiyears spent in the San Fernando Valley. |
am a first generation college student in all respdoom my associate’s degree, which |
fashioned from classes at several community call@deng the way to my master’s and in the
current pursuit of a doctorate. | have come toraee as a central part of all interactions within
the context of the United States and | feel thatlifeis experiences have had a profound impact
on that perspective.

In this dissertation, | study white students whdipgoated in racial/ethnic minority
student (r/e ms), which | believe is importantrieastigate because of the historic existence of
whiteness as a foundation for our country, systalyi@and culturally. One of my intentions is to
discern how the experiences of white students eandnslated into (re)shaping the campus
environment and culture at PWIs, and possibly greader scale, (re)shaping our society to be
more inclusive and less reliant on a white norrbaseline. Beneath that though, there is
something within me that brought me to this junetdo this project; it is the accumulation and
reflection of my life’s experiences. This projeictd of inquiry has been churning within me for
many years now without being named or having alebuinally, | have the opportunity to
explore it further both for myself, and more im@tly, the possibility of being a catalyst of

change for the greater good.
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The study is laid out in detail in the coming cleapt but, at this point, it is important to
share some of the salient experiences that helpgazesvho | am today as a person and
researcher, and that led to the focus of this dissen research. In this way, | situate myself in
the research process, the continually evolvingeodrdaf my life, and the current study. This
chapter provides my interpretation of events inahHiwas exposed to racially centered and
targeted situations that | acknowledged, and inesoases only later, upon reflection, was able to
identify as such. During my recollection and refil@c process, | used poems and journal entries
that | wrote throughout the course of my life tresh my memory and reflect the position(s)
that | was in at the time, which helped shape #regn and researcher that | am today. | infused
a poem into this introduction of myself to shareviong | have contemplated and toiled with
issues of race and the affect they had on my emwiemt at the time.

Throughout the multiple iterations of this dissedia, | find that as | collect and research
the experiences of these individuals, | re-visd a&search my own experiences. The iterative
process allows me to make sense of what | haveuated through my life as | engage these
individuals in recounting their own experiencean left to ponder what it is that we, as a
collective group, can do to bring about changeunlives, on our campuses and in our society.

Back Drop: California

Being born in the mid-70s and living and growinginpnultiple areas of Southern
California profoundly affected my view of the worddhd made race and race-related issues
salient for me. Growing up in an area of the Sam&®do Valley that over the course of my life
shifted from being predominantly white to Latinoilglremaining primarily working-class
afforded me many opportunities to interact on dydzasis with people from other racial, ethnic

and cultural backgrounds. Reflecting back, | rebalhg the only white boy amongst the
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neighborhood children. Having friends named EsnderadPepe, Maria and Juan was a normal
and natural thing for me. It was not until my legenage years that | found that this was a
phenomenon that was not experienced by my cousi@sagon, lllinois and a majority of the
country.

During junior high school and my teenage yearsgenperiences as a white male in a
predominantly Latino school environment becamenggyleaving me with more questions than
answers and the realization that | was raciallfedgnt from my peers. | was often harassed by a
select few of my Latino male peers and recall wawvidly sitting in metal shop, being slapped in
the back of my head and neck, and called a "Red'Nec'white boy." At the time, | did not
understand why these individuals with whom | héitelior no interaction prior to these particular
classes were singling me out. It hurt and angeredbecause | did not have any recourse
without experiencing serious physical repercussi®nghis day, | can still see their angry faces
and the disrespect that they held for me simplybse | was a “white boy.” It was confusing for
me to think about, and | was left unable to asdedizeir anger with anything more than my
being a smaller boy with a physical appearancdiketheirs.

Although I do not support singling out individudlased on the difference of their race or
ethnicity, in retrospect, it provided me the opparty to experience first hand dislike, malice
and even hate because of my skin color. It provided brief, albeit miniscule comparison to
what racial and ethnic minorities experienced aaidy basis. Going over the memories again, |
recall the anxiety and tension that built up aghtmo metal shop, and how | hoped that ‘Caesar’
was not in class so that | would not have to bppstd or berated. | can also now reflect on that
semester with a more sensitive lens and think apossible influences for Caesar, such as

familial frustrations at home, that our metal sletgssroom provided an outlet for. Regardless

viii



of his motivations to lash out at me in class, hkany other people that | have encountered in
my life, Caesar unwittingly played the role of teacby exposing me to one of the many facets
of living as a racial minority within and againsirejority context.

| must temper my experiences as a social and nacradrity with my status as a white
male living in an environment saturated with imagewhiteness as the norm. Daily images and
normative reinforcement during my ‘formative’ yeamsluded my daily household environment,
media programming, and images and interactions witite majority authority figures. These
circumstances allowed me to experience life inedéht shades and sides of the color line that
exists in our society. | was afforded an opportutotbe both here and there (Geertz, 1973) on a
daily basis, with as much ease as opening andngjdke screen door at my childhood home.

Growing up Exposed to Multiple Cultures

| had the opportunity to befriend people from diffiet racial and ethnic backgrounds
(many of whom, | am still friends with to this daafd to grow up in their households as well as
in my own. From an early age, | was exposed tomeynds’ varying “flavors” of home life,
which consisted of everyday things such as meatis-family exchanges as well as annual
events such as holiday traditions, birthday cekatma, etc. The diverse range of daily and
annual cultural rituals that | was able to engage@amonstrated for me the multitude of familial
experiences that were possible, and | began tzeslat white was neither the only possibility
nor norm. | was able, firsthand, to compare anmdrest similarities and differences between my
family and the households of my friends rangingrfriilipino Americans to Mexican
Americans to Puerto Rican Americans to Italian Aigaers to German Americans to El

Salvadorian Americans.



One of the earliest experiences | can recall was®ure to different ceremonies and
traditions relating to Christmas Eve and Christidag. Growing up in a Roman Catholic
household, we celebrated on Christmas morning @p#ning all of our presents followed by an
early dinner featuring a ham or a standing rib ttc@sr Christmas festivities were generally
shared with immediate family (mom, step-dad, siatet grandma), some years including my
Aunt and Uncle, and possibly my father stoppinddgrop off some last minute gifts. When |
experienced Christmas at my El Salvadorian friehd'sie, the exchange of gifts occurred
promptly at midnight, preceded by an extensive @iriaaturing various types of tamales; with
my Filipino ‘family’ we opened presents after thieoke of midnight and the vast dinner served
prior to that included lumpia and pancit along wdtserts such as putos reserved for special
occasions. Both families also sang Christmas Cavittsa large number of children and family
members gathered together.

| am grateful to my ‘adoptive families’ becauseyttaccepted me into their fold and
exposed me to alternate ways of experiencing alethiaing occasions like Christmas,
birthdays, weddings, quinceaneras, etc. | came avithya greater appreciation not only for their
cultural ceremonies and traditions, but also ferdiiferences and similarities with those of my
own family. | also experienced a greater sensamilf through the coming together of family
members on a consistent basis throughout the yeiys getting together for one or two ‘major
holidays’ as was my family’s custom. Reflectingtbese experiences, | really was introduced
into cultural settings and ceremonies that ran teyuo the white majority portrayed in the
media and discussed in school.

Building upon the Experiential Foundation of Diece



During my childhood and pre teens, | began to zedle racial difference in other areas
of the country when my family made several tripStathern lllinois to visit my stepfather’s
family. There, the environment | experienced wamgletely white, void of any racial diversity,
something one rarely saw except maybe on a 198@sision sitcom. My father took my sister
and me to Southern Oregon for an annual familyicguand when we went into town, there was
little to no racial diversity. Family gatherings ©regon and lllinois involved a lot of play,
joking and laughter, oftentimes at the expensaabt minorities. These interactions contained
slanderous and derogatory overtones, and | re¢ahvit really occurred to me that this type of
behavior was unacceptable, as these family menizEnes saying things about people who were
racially identical to many of my friends and lovedrests. | talked with my mother about the
language being used, and we concluded that thedeves did not have the same experiences
and upbringing that my sister and | did; at thahpbrealized that | had to choose my ‘battles’
wisely if | were to confront family members aboatial remarks.

Driving across country and spending time in thesasdemonstrated to me how ‘white’
the country was as a whole, and | had the oppdyttmiview the world through a different lens
by comparing the realities as | experienced thaat, @f my hometown with that of my family
members in various portions of the country. Overetand through experiences like these, |
began to realize that the rest of the country veddike Southern California, and | valued these
trips for the exposure to the difference that exst

The Effects of Racial Tension and Revolt

As a sixteen year old, experiencing the 1992 Logeles Riots was the first situation in

which | was cognizant and able to deal with issafesce and racism. Both the local and

national media documented the events leading tipetoiot extensively. Four white male Los
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Angeles Police Officers were caught on tape saydugdting a Black male motorist whom they
chased after a drawn out traffic stop. The tapetigpoof the beating lasted for eighty-one
seconds and sparked outrage across the countiyn @adticular, minority communities in the
Los Angeles area. The four police officers wereguutrial and later acquitted of any wrong
doing, which led to an outcry from minority and iichlly active groups in Southern California
and across the country. With no other viable opti@aamass of people took to the streets in
protest, which later erupted into riots leavindheir wake 13 people dead and another 192
injured (Staten, 1992).

| wrote the following poem entitled, “Our City” ofypril 30, 1992 in reaction to my
thoughts and feelings about images, writings, @&sdlting coverage of the ongoing riot. | broke
the poem at various points in order to emphasizeqns as well as to reflect on where | was as
a young white male trying to make sense of the mmggaolence, what it meant to be a racial
being, and the violent racism that sparked théreattion.
Racism and
violence
plague the
city
for all of these
people
| have
pity
they can’t
see beyond
the color
As | reread this poem, | find that although | hahemtended to be a concerned observer and as
active a participant as possible, | was misguidlegperated from a foundation of color-blindness

versus active acceptance of diversity and culmd, my color-blind attitude seeped into this

poem. Although | was unaware of the concept antsrobcolor-blindness, a tool used by white
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individuals to side step racial issues and inegsiifAlexander, 2012; Strauss, 1986), my
intention was to love and embrace all people. Ad#ie male, | was acculturated to exist from a
white-as-norm perspective, which ultimately left“athers” with a deficit.

in this world
we're all
sister and brother
it can't be
stopped

not now

not ever
racism will
plague our
world

forever

like a disease

While | was not armed with the requisite languagproperly identify my positionality and
perspective, | pointed to the systemic nature osm in our country as it welled up to the
surface in Los Angeles during the 1992 riots. | ploem, | am referring to equity and equality
as goals for which we, as a society, need to striwas coming to the realization that equity and
equality may never be truly attained because oirtherent systemic race and racism in our
national context. Even with this chilling realizati | believed that it was still something worth
striving for.

they’'ll never
listen to

my pleas

or anyone’s
for that
matter

the crowd just
lingers

and will never
scatter

we’re hanging
ourselves
destroying
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it all

if we stay

like this

divided

we will fall

The riots only lasted five days, but it felt like aternity because of the massive media coverage
and the extensive damage caused primarily to ntinneighborhoods in the downtown urban
areas. The effects of the verdict and the subseqisemeverberated into the suburbs and places
like my high school. It was confusing and horrifyito watch the daily chaos and violence that
devastated the predominantly minority areas of Angeles. The mass movement of rioters,
along with the increased intensity of violence pérgted on seemingly innocent individuals who
were in the wrong place at the wrong time, psyctickly wore on me.

| can’t stand it

it pisses me off

these stupid

deeds

they will not

stop

| recall the anger and frustration I felt for adlrpes involved. Both the blatantly and intolerably
racist actions of the four white male police off&@and the rage and frustration-fueled response
of the rioters caused me angst and tore at thecfabmy normative constructed reality. | did not
understand why violence was a tolerable respongmlence; here my naivety showed through.
My frustration and words are based on misundergtgrahd naive faith in the status quo that is
inherently lopsided. As I reflect back now, | toythink about life through the lens of ethnic or

racial minorities who live in a daily environmentwhich they are viewed and treated as other,

the frustrations that build up could leave no otleeourse but to riot. | can see the riot as the
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ultimate physical expression of mass frustratiot lge for a blatant act of injustice perpetrated
against minority citizens by majority, white citize
| am saddened by
this
and all the
racist hate
if this our
societies
fate
then the end
of the world
is a welcomed
date.
The root of this eruption of civil unrest was tlaeism that was invisible to the majority white
culture yet easily discerned by those directly dvsentaged. Built into our city, state and country
is an embedded system of racism, like so many &spécontrol and power; it has gone
‘underground’ or faded into the background. Theeooeert signage and segregation laws of our
not so distant past have become covert. Like fheftan iceberg, the brutality of these police
officers pointed at the colossal and jagged crlyséal mass of racism that existed just below our
society’s surface.
Seeing and Being Amongst Cultures Domestically laternationally

From my current position at first glance lookirachk, my life experiences focused on
racial diversity appear to not be connected. Updoset inspection they connect through a
winding path where the prevalence of race playadromultiple situations and in multiple
contexts, domestic and international. Serving eawmited States Navy from January 1995
through December 1998, | lived in many places actios United States and was ultimately

stationed in Agana, Guam for a majority of thateirairom Guam, my ship the USS FRANK

CABLE (AS 40) was deployed to Sydney, Australias&u South Korea; Hong Kong, China
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(still under the control of the British at that #jnrand numerous times to Yokosuka and Sasebo,
Japan. Naming these ports of call allows you tason the multiple contexts (whether you are
familiar with them or not) in which | was taskedewist in, oftentimes as the unmistakable racial
and ethnic minority.

My travels to these areas, especially South Kdt#eag Kong and Japan, afforded me the
opportunity to exist as an "other", which was vengomfortable and challenging at times. |
recall one time in Sasebo, Japan, a shipmate &addled around town taking in the sights and
then stopped at a restaurant for dinner. Entehiegéstaurant, crowded with what appeared to
be locals, we were met at the door, told that these not open and that we could not be served.
There clearly were no Americans in the restauradtvaée were refused service because of who
we were and what we represented to these Japatizeas

This experience in Japan was the first time | tfalylike an outsider in a foreign context
and had to face that there was difference andhalkstowards me because of who | was as a
white American male service member. The sensetbéfbfor me was forever changed and
brought to the forefront. I still vividly see my§eh the train to the Narita International Airport,
white male with bright blond hair, sitting amongstrain full of Japanese citizens heading home
from work. No one within sight looked anything likee. It then hit me that this is what it might
feel like for racial minorities in the United Staterho lived in predominantly white areas like
Southern lllinois. | was as close as | had everetorbeing a racial and national minority during
this brief period of my life.

An interesting artifact that | experienced whitgrig immersed in the foreign context of
these countries was that whenever we came acrgsdnaericans, there was a sense of relief

and joy expressed by both parties. It did not méattee knew the others or not, what they
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looked like, ethnicity, racial background, and gemipic origin in the United States; simply by
being together as Americans, we could say helloséiage in some common experience.
Today, Tomorrow and the Future; The Evolution Quumis

After being away in the U.S. Navy and experienaimgtiple cultures on and off the ship,
| returned home to begin community college. Drivorge evening with a friend (another white
male), we were pulled over by the police for spegdind not having a front license plate. My
friend and | both had shaved heads and goateeshwthink affected the outcome of this traffic
stop. After running my friend’s information, the isdhmale Sherriff returned to the car and told
us to get the plate taken care of and to watclspeed. The part that caught me off guard was
when he was leaving he leaned down into our windowd, with his left hand, tapped the door
and told us to, "Have a good night, brothers." Rebpve told me the same thing in other
contexts, none of which had the same effect asl ithéit night. It was how the Sherriff said it
that struck me at the time and still to this day.rite, he implied a racial bond between white
males. | often think back to that moment and worev a car with two Latino or Black males
would have experienced that traffic stop. | am sbat they would not have been let off with just
a warning and then called brothers by that whiterfsi

Experiences such as these built the foundatiomfointerest in issues of race, diversity
and equity. | find that as a white, male, lower digdclass, first generation graduate student who
has come to recognize the prevalence of whitelpgeiacross PWIs and society writ large,
issues of diversity, equality and most importangiguity are vital to the development of our
students, citizens and society.

“Conclusion”
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Given the topic of my research and its importaiceng, | believe that |, as a person and
researcher, need to be exposed for the sake apaeency and integrity of the study. | feel it is
important to see the person that | am, the indaidorged from multiple experiences, and how
those experiences affected the research procesa@antiwould be remiss not to acknowledge
the influence and exposure of those minority (daetonic, gender, and otherwise) authority
figures and mentors with whom | have had the pleastistudying and working. Reflection
showed and reaffirmed for me that as a researthar;contextually bound, bringing into this
process all of my encounters and experiences, arfabtl possibly unwilling) to shut off core

pieces of me as if flipping a switch.
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CHAPTER 1
INTRODUCTION

“In the white community, the path to a more periguibn means acknowledging that
what ails the African-American community does ntjexist in the minds of black people; that
the legacy of discrimination - and current incideot discrimination, while less overt than in the
past - are real and must be addressed” (Obama, B@&)81 want to expand upon the point the
President made about the need for greater racees@ss on the part of whites by including all
racial/ethnic minority groups. The acknowledgeneaiked for by the President must take us, the
white community, past Jim Crow legislation and therent calls for Colorblindness to honest
appraisal and acknowledgement of how whites argddhiintry have been wrong about issues of
race and oppression of racial/ethnic minority gsouhe point that President Obama raises
about the country is no different at the campusroomity level, as Cole (2007) noted, “for
many White students at [predominantly white insimias] PWIs, interracial interactions could be
avoided” (p. 274). As Gallagher (2003) posited, te$hidemonstrate racial dominance when they
as “whites do not have to think about being whi#eduse white privilege and white standards
are so culturally embedded that whiteness has ‘peéuralized™ (p. 301). President Obama,
Cole, and Gallagher spoke to the need for explosinge student experiences and how those
experiences affect the campus community.

| am interested in the experiences of white stuslahPWIs who negotiated multiple
obstacles while being members of racial/ethnic mipstudent (r/e ms) groups. The bulk of
existing higher education literature in the areaagk, social justice, and equity focuses on
minority students. This body of literature illumtea and examines the contexts in which

racial/ethnic minority students exist. The literathowever, does not adequately examine how



white students fit into the grander scheme of diNgrand what their experiences with diversity

are on college campuses. In this chapter, | idetiié purpose of the study and the overarching
research question, the importance of this study,pravide an overview of the literature review

and methods section.

The goal of this exploratory study was to investigand appreciate the experiences of
white undergraduate college students who (as rbeiags) participated to varied degrees as
members of r/e ms groups at a PWI. This study leipdoridge the “gap in higher education’s
knowledge base relating to the limited exploratbiVhite racial identity” (Ortiz & Rhoads,
2000, p. 81) by looking at what white studentsigough during interracial interactions using
their own words. This study explored one facetai lthe collegiate experience connected
theoretical viewpoints such as white privilege sghnts of Critical Race Theory, and Critical
White Studies in the real life, day-to-day expecesof these white students at one PWI.

The following research question guided this exptmnastudy:

How do the experiences of white Social Justicedsdtes influence their on campus
participation in racially and ethnically diversengaus settings?

Along with the summary of my personal experientughlighted in the prologue, the
impetus for this study emerged from my readinguuabee founding of the United States. Our
country was established by immigrants and fundaafigritased upon subjugation and
oppression; so it was not surprising to find tisaties of race intertwined with the creation of our
nation (Bell, 1992; Delgado & Stefancic, 1997; Hahepez, 1996). The existence of otherness
in our country has been interwoven into the fabfiour mainstream dialogue for over 200 years
and continues to resurface in forms ranging froenrttarches and protests of the 1960s to the

rise of racially based studies programs like Chicstudies to the Million Man March to the



credentials of President Obama during the 2008gee8al election to the repeated attacks on
ethnic studies programs in the State of Arizonag@my political events and presence of an
African American President have provided the oftegtected opportunity for our country to
engage in meaningful racial discussions, the ldfeshich have not been seen since the 1960s
involving Dr. Martin Luther King, Jr. | hope thahe facet of this study can be used to combat
the reluctance for an honest and open dialoguetaboe and inherent privileges of whites at
PWiIs.

Thelin (2004) depicted the birth of higher edumatin the United States of America,
describing the interconnectedness of whitenesshagidr education in the colonies. The earliest
college students were sons of privilege who wepeeted to become leaders in the new world
(Lefkowitz Horrowitz, 1987; Thelin, 2004). Nkomo(Q@0) noted that “white males have
dominated the production of knowledge, [makingjithalues and concerns” (p. 419) a
governing force. The dominance of knowledge pradadby white males has allowed values
and expectations, which are self-serving or wheteiag at their core, to become the norm
against which all other values are compared. A B¥Wed as the contextual backdrop of my
study. | chose to focus on PWIs because this kindstitution dominates the higher education
landscape and serves as a reflection of our sqeudtigh is still dominated by white males.

antonio (2004) called for research “to probe de@ge the friendship groups of white
students and understand the differences in inferautithin racially diverse groups compared to
more homogenous ones” (p. 466). With this studyfs@ation of white student experiences
negotiating participation in r/e ms groups, | ha@egun a search that expands upon the area of
need antonio identified. I, like Roediger (1994) axthers, want to ensure that whiteness

continues to be seen as a racial category, songettisocietal substance requiring constant



interrogation. Too often in most facets of our pea and professional lives discussions around
whiteness are dismissed as passé and topics éhavardone but it is this exact gesture where
the insidious nature of whiteness exists. Wherrriefg to whiteness as a racial category,
Roediger (1994) writes that:

Whites are assumed not to ‘have race,’ though thigit be racists. Many of the most

critical advances of recent scholarship on thead@tnstruction of race have come

precisely because writers have challenged the gasamthat we only need to explain

why people come to be considered Black, Asian,Jg¢adimerican or Hispanic. (p. 12)
Neglecting to address the invention and continuathtenance of the white race becomes
problematic when it is considered that minoritydstot enrollments over the next two decades
are going to increase from 19% to 40% (Cole, 2007).

This exploratory study ventured into an intersattietween issues of race, power, space,
and college student participation. Such an inteéi@@enay or may not lead to discovery but is
worth the continued effort to search for conneaiand report the experiences of these white
students. Similar intersections were presented iy @xd Rhoads (2000) who extensively listed
authors who advanced the research regarding mitiialeducation as well as antonio (2001)
who noted a considerable amount of literature amomnitly student groups. There is an implicit
assumption in the literature that the whitenessanfipuses acts as a backdrop against which
diversity outreach occurs and r/e ms must exisat being said, research studies such as mine
that focus on illuminating the experiences of wiiiedents as they negotiate space that is
inherently not familiar has not kept pace. The latkocused research omits an important piece
of the holistic campus picture and does a disserdmur constantly changing campus
communities. The caveat to this perspective orbtty of research is that the majority of all

foundational college student studies were predontipdased on the experiences of white

males. As studies have developed and focused cexfiexiences of r/fe ms at PWIs, the



investigation of whiteness has been lacking arsisly needed to compliment the equity and
diversity efforts of other scholars.

The separation of students into two groups, Wduite racial/ethnic minority creates a
false binary that is required for the purposesdf study but warrants that | acknowledge the
convenient and oppressive nature this can evokaslhesitant to employ a false binary but it
could not be avoided because of the elusive natfutlee target group of white students and their
affiliations. However, acknowledging and discusssegmingly minute details such as a false
binary serve to bring such occurrences of powasimultiple forms to the forefront.

There have been research gains made in diveesjtyty, power, and privilege but further
exploration and interrogation needs to be carrigd Multiple authors continue to call for
persistent conversation to maintain a spotlighissnes of race and power so that complacency
is not reached (Allen, 2004; Bell, 1992; Bonilldvaj 2003; Broido, 2000; Broido & Reason,
2005; Chang, 2002; Delgado & Stefancic, 1997; Fla§83; Guifridda, 2003; Haney Lopez,
1996; Helms, 1992; Hurtado, Milem, Clayton-PedergeAllen, 1998; Kendall, 2006; Kim,
2005; Ladson-Billings, 1998; Mcintosh, 2003; Mer&e€unningham, 2003; Milner IV, 2007,
Mitchell & Dell, 1992; Miville, Darlington, Whitlok, & Mulligan, 2005; Obama, 2008; Peters,
2004; Rankin & Reason, 2005; Reason, Roosa M8lé&cales, 2005; Renner, 2003; Reynolds
& Pope, 2005; Torres, 2005). Ramirez (2000) asdéthe reluctance of the academy to engage
issues of differences and inequality has been glyarinforced by a society that has great
difficulty talking openly about race, culture, gemdsexual orientation, or conditions of
disability” (p. 407). By relentlessly raising issuef race and associated injustices, | strive to

maintain my contribution to the conversation witkine higher education community.



Particularly, | look to engage with my white colipees about issues of power, privilege, and
reward that exist in the academy because of thersys and inherent nature of whiteness.

The following chapters move through examinatiothef current body of applicable
literature through the chosen framework and metloayo to the portraits of the participants
ending with my discussion and implications. Chaptar is an overview of pertinent literature
related to my study including research on whiteifgge (Allan, 2003; Jensen, 2003; Mcintosh,
2003; Turner & Myers, 2000), critical race theoBell, 1992; Delgado & Stefancic, 2001;
Haney Lopez, 1996), critical white studies (Delg&d8tefancic, 1997), white identity (Helms,
1992; Leach, Behrens, & LaFleur, 2002), racial agita and campus culture (Chang, 2002;
Chavez, Guido-DrBrito, & Mallory, 2003; Hurtado, m, Clayton-Pedersen, & Allen, 1998;
Umbach & Kuh, 2006) and student involvement in g (Astin, 1977, 1984, 1993; Chang,
2002; Hurtado, Milem, Clayton-Pedersen, & Allen9&% Chapter three details the methodology
for this qualitative study including my perspecte research and knowledge, and portraiture
(Lawrence-Lightfoot & Hoffman Davis, 1997) as thetimod that was employed along with the
rationale for its use. | chose portraiture as myho@, which textually depicts the shared
experiences of the four participants through anee stylistic representation much like paint
with a picture.

Chapters four through eight are the portraithefgarticipants Margaret, Ronaldinho,
Felix, Shilo, and of Sunshine Valley College, tite sf this study. The textual portraits are the
result of a fusion of several types of data andgations of the participants and me as
researcher. Chapter nine is where | discuss thegite and present some additional data that
supports the portraits of the participants. Chap@eis where | appraise the lessons learned from

the shared experiences and stories as well as ggdp@ext steps. Finally, | will provide an



epilogue in which [, as researcher, conclude thjegence with my personal reflections and
thoughts about the process as | made my way thrthuglproject as a white male dealing with

and confronting issues of race, power, and prigleg



CHAPTER 2
LITERATURE REVIEW

The goal of this exploratory study was to disdiresmotivating factorand appreciate
the experiences of white undergraduate collegeestsdvho were members of racial/ethnic
minority student groups at a Predominantly Whitgitation (PWI). In this chapter, | review
literature on white privilege, Critical Race Thep@ritical White Studies, College Student
Involvement, campus racial dynamics, and White &ddentity Development. The subsequent
literature review informed my thinking and servednay point of departure for this study.

White Privilege

Since studying the experiences of white studeriigliéve it is imperative to
acknowledge and openly discuss the existence devphnivilege. First, | highlight two literature
reviews involving white privilege and its prevalena higher education (Manglitz, 2003) and
business management (Grimes, 2002). These revi@wvglp perspectives that add to the
growing conversation focused on whiteness and vghitélege as well as direct attention to the
existing silence surrounding whiteness in the ditere.

Manglitz (2003) provided an overview of the whitévpege literature concentrating on
recommendations for expansion of the literatures lpasnarily in the social sciences. Grimes
(2002) chose not to include “practitioner-orienbexbks dealing with diversity and diversity
management articles in the academic literature383). The use of magazine and journal
articles from non-academic and peer-reviewed ssuxtgout empirical data limits the
credibility of the review. Neither Manglitz nor Gres adequately addressed the affect that white

privilege has on college campus diversity and matgal interactions. There is a growing portion



of empirical literature, using both quantitativedagualitative methods, which establishes a
foundation for future research.

The existence of white privilege is duly notedhe titerature with many working
definitions used by different authors but no agreedn singular meaning (Akintunde, 1999;
Allan, 2003; Blackshire-Belay 1998; Brown Il, 20@@kegg, 1999; Cooney & Akintunde, 1999;
Kimmel & Ferber, 2003; Manglitz, 2003; Osborne &, 2006; Quezada & Louque, 2004,
Reynolds & Pope, 2005; Rodriquez, 1999; Sande®9;1Burner & Myers, 2000). McIntosh
(2003) provides one of the most commonly citedrdedins, referring to white privilege as “an
invisible package of unearned assets which [whiteviduals] can count on cashing in each day”
(p- 148). Jensen (2003) succinctly described tlterfate white privilege: the privilege to
acknowledge you have unearned privilege but igmdrat it means” (p. 79). White privilege
provides white individuals with the option to ackrledge the daily, inherent benefits that we
receive.

White privilege is a system of power, control, aavantage woven into the very fabric
of our society’s everyday operations. Allan (2088%cribes privilege as “not a choice but rather
a condition emerging from the unearned advantaggsaccompany particular identity
categories in a given sociopolitical context” (jp. Bne systemic nature of privilege that Allan
speaks of is affirmed by Turner and Myers (2000pstate that “privilege exists for those who
need not concern themselves with the painful seh&#herness’ on a daily basis, and can
remain blissfully ignorant of what that experienge(p. 228). Lensmire (2011) adds that whites
“benefiting from a society that at every momentelmrds a founding principle — that all people
are created equal. Stated differently, racial stgpes enable white people to continue believing

in democracy even as they betray it” (p. 102). Asnhers of the majority culture, whites



possess an inherent ability to engage those ‘dtberahite terms and conditions. Majority
members have the distinct ability to disengage withority members and situations, and fade
back into the whiteness of the dominant culture iharevalent at PWIs.

For the purposes of this study, | fused the defing of Allan (2003), Jensen (2003),
Lensmire (2011), MciIntosh (2003), and Turner ancekdy(2000) to define white privilege as the
set of unearned advantages that are coupled vatbhbice to acknowledge and/or ignore those
advantages. | believe white privilege is a fourmtadi piece of the daily experiences of all
citizens in the United States with different infhees based upon our skin color.

The majority of the literature on white privilegeanecdotal, written from the perspective
of white authors as reflective and self-exploratoigces. Those pieces that are empirical are
limited by two general factors: focus (topic) amoge (breadth). The narrow focus of qualitative
empirical studies limits how they can be generdliteoughout the academy. There is also a
lack of depth from empirically grounded qualitatsteidies that allows for the voices of white
students in multicultural interactions to be he&dnversely, quantitative empirical studies
attempts to utilize surveys to investigate multipdenpuses, which provides some generalizable
findings but lacks the personal voices of students.

Critical Race Theory

Critical race theory (CRT) began to challenge mispectives on race-based research
and became a foundation from which to launch this &f inquiry. CRT provides a focus for me
to start this expository process because it plea@as squarely in the center of the conversation.
As | continually question, develop, and invigoratg way of thinking about issues of power and
privilege; | too place race at the center of aliwersations. Inherent in CRT is the critical nature

of research, introspection, and exploration (BER2; Crenshaw, Gotanda et al., 1995; Delgado
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& Stefancic, 1997, 2001; Haney Lopez, 1996; Ken@4lD6; Ladson-Billings, 1998; Milner IV,
2007). By critical nature, | refer to the constaramination of norms, beliefs, and processes by
which |, and others, operate, and how we collebtieperate and interact with one another on a
daily basis as a campus community. In this sectioseview the historical origin of CRT; discuss
the foci of the movement, and the relation to nuglgt

In its totality, CRT is a movement that is approately 50 years old. In the context of
the United States, CRT spawned out of critical lstizdies during the civil rights movement of
the 1960s (Peters, 2004). CRT “sprang up in theXfidds, as a number of lawyers, activists,
and legal scholars across the country realizedemoless simultaneously, that the heady
advances of the civil rights era of the 1960s halllesl and, in many respects, were being rolled
back” (Delgado & Stefancic, 2001, p. 3-4). A dectader it was a discussion that had painted
itself into a corner: “the emergence of CriticalcRa heory in the eighties, we believe, marks an
important point in the history of racial politias the legal academy and, we hope, in the broader
conversation about race and racism in the natianvalsole” (Crenshaw, Gotanda et al., 1995, p.
xvi). Becoming established as a tool for analyangd evaluating the formation of the United
States and how power, privilege, and race affectiay-to-day lives, in the 1990s CRT began to
be applied to education, primarily looking at ediarzal policies, and eventually, was
incorporated into educational philosophy and théBsters, 2004).

In order to accurately engage in critically focusedversations, it is important to lay out
the basic tenets of CRT. Delgado and Stefancicl(R@i@ntify six themes or features as basic to
CRT: ordinariness; “interest convergence;” “sociahstruction” thesis; differential racialization;
intersectionality and anti-essentialism; and vaéeolor. Ordinariness refers to racism as

‘difficult to cure or address’ and only the mosvaus forms can be attended to with notions of
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equality. Interest convergence is used to disdusgunction of goals and needs of elite and
working-class whites to maintain their power anwifgge through inaction. The social
construction thesis submits that race and radiabates are manufactured, which “creates races,
and endows them with pseudo-permanent charactstigp. 8). Differential racialization refers
to “the ways the dominant society racializes défdarminority groups at different times” based
on multiple factors and needs within the contexa given point in time. Intersectionality and
anti-essentialism is the idea that people have tven racial “origins and ever evolving history”
(p- 8) in which they have multiple conflicting idéres and facets of their make-up as
individuals. Finally, the voice-of-color is a compteén which individuals who belong to a
minority group hold a “presumed competence to sdakit race and racism” (p. 9), which led
to the narrative and story telling movement witBiRT. These tenets of CRT are tools that
influence how I identify and question the fundanaéniture of the existing structures of power
and privilege.
Critical White Studies

Having discussed CRT, | next tighten the lensritical studies and focus on Ciritical
White Studies (CWS), why my study falls into thenge, and identify some issues that arise in
utilizing CWS. Critical Whiteness Studies is a bagscholarship that interrogates whiteness as
a dominant social structure which is reinforcedasnal and the baseline to which all other
experiences are compared and deemed deficienti(F284.0; Gillborn, 2005; Gusa, 2010;
Leonardo, 2009; Mcintosh, 2001; Sullivan, 2006 craical white study at its core is “an effort
to get beyond received wisdoms and ask basic qumsssibout race, power, and society. It is in
the belief that all people can move toward a ma®edt, humane society by exposing ourselves

to the best minds writing about vexing issues oérand by thinking about them critically”
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(Delgado & Stefancic, 1997, p. xviii). CWS “pladbe spotlight of critical scrutiny on the
power of whiteness and how it can be understoaérrimpted, and transformed” (Apple, 1998, p.
x). Although authors like Delgado, Stefancic, armapke describe CWS in multiple formats and
brevity, there is currently no available agreedrugefinition. The exploratory nature of my
study focuses on the understanding of whitenesxaarienced by the participants and through
their stories tries to “take the next step of canimg representations to their material effects”
(Kincheloe & Steinberg, 1998, p. 3).

Discussions about issues of race (in particulartemiss), power, and privilege are
lacking in frequency and intensity in the acade8stting out to examine the experiences of
white students, CWS serves as a tool for me asetearcher, and the students as the
participants, to “open a way for [us as] whitesatx about race and racial problems acceptably
and nondefensively [sic]’ (Delgado & Stefancic, T9p. 1). As whites talking about race and
racial problems, we must be aware of ontological@siveness introduced by Sullivan (2006)
as:

one of the predominant unconscious habits of wintelege is that of ontological

expansiveness. As ontologically expansive, whitgppeetend to act and think as if all

spaces — whether geographical, physical, lingyistonomic, or otherwise — are or

should be available to them to move in and outsahay wish. (p. 10)
| join Allen (2004) and others who believe “whitehslars, researchers, and educators have
played, and continue to play, a major role in reping whiteness through the dismissal and
devaluation of knowledge that places a critiquevbite supremacy at the center of analysis” (p.
131). The coopting of racial discussions must atag taken into account by whites to avoid
the re-centering and reproduction of whiteness.

As with the research and writing on white privilegeeces oriented within CWS run the

continuum from anecdotal to applied, and empirioaheoretical. They also cover areas of
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inquiry from issues of pedagogy, (Kincheloe, Stengpet al., 1998) to self-reflective pieces,
(Lensmire, 2011, 2008; Mansbach, 2005; Wise, 28®8)scussions about privilege and power
(Kendall, 2006; Kimmel & Ferber, 2003, Lund & Colih, 2010, Wise, 2009). The authors
share valuable experiences and insight into whraedns to be white as a person in systems that
inherently value whiteness. There have been pwaéen to inform white faculty, staff, and
administrators, but little has explicitly focuseal thhe experiences of white students at a PWI and
more specifically, within a minority group context.
Campus Racial Dynamics and Culture

The predominantly white college and university (PWIthe context in which this study
occurs. PWIs are campuses “whose prevailing novaiges, and practices cater mostly to white
students even though the total enrollment may lasmmall percentage of students of color as
well as foreign students” (Chang, 2002, p. 3). mbems, values, and practices referred to by
Chang create a normative white institutional ceturwhich the students carry out their daily
routines. “A college’s historical legacy of exclosican determine the prevailing climate and
influence current practices (Hurtado, 1992)” (HdaaMilem et al, 1998, p. 283). Culture is
defined by Morgan (1997) as the “decisions andragsions [of individuals that] are made quite
unconsciously, as a result of our previous so@tbn and taken-for-granted knowledge, so that
our action appears quite spontaneous” (p. 140) fadexde of spontaneous action to which
Morgan refers hides assumed knowledge that allowtewstudents to operate within the
comforting confines of norms that benefit and fath@m.

As members of the majority culture at PWIs, wisiiedents do not face the same
transitional expectations that minority studentsaemter. Chang (2002) noted that “campuses

have historically held those newly entering groapstudents responsible for adjusting to the
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majority [white] culture rather than making broadeanges to the campus environment to better
serve all students” (p. 4). The onus is placed ooty students to conform to white norms and
to embrace white culture. In their study, Rankid &gason (2005) found that “students of color
perceived the climate as more racist and less &ngghan White students, even thought White
students recognized racial harassment at similas’rép. 43). Norton & Sommers (2011)
highlight the existence of white denial of systemaicism, which has led to the belief that racial
discrimination to communities of color is less girablem than discrimination towards
privileged whites. This belief is often referreda® reverse discrimination and is a falsity created
by whites to deflect the realities of contempornasues of race and racism noted by (Bonilla-
Silva, 2006).

The PWI is an environment in which white and rietanic minority students exist
within the unspoken constraints of a white realilpfortunately, white students are not as aware
of these constraints as are the racial/ethnic ninstudents resulting in tension and a gap in
acknowledgement of race-based privileges. OrtizRinoads (2000) call for the “deconstruction
of Whiteness, especially its advantages and pgese[which] helps students to discover the
direct impact of living in a society where being Méhs favored in the distribution of social
capital and opportunity” (p. 84). There are a nundfevhite students who are aware of
privileges that they receive on a daily basis beedbey are white, referred to by some as social
or racial justice allies.

Social and Racial Justice Ally Development

There is a niche in the literature that focusetherdevelopment of social justice (Broido,

2000; Broido & Reason, 2005) and racial justicea®dm, Roosa Miller et al., 2005) allies.

Broido (2000) defines a social justice ally as amher of “dominant social groups (e.g., men,
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Whites, heterosexuals) who are working to end yiséesn of oppression that gives them greater
privilege and power based on their social-group fmenship (Hardiman & Jackson, 1982;
Washington & Evans, 1991)” (p. 3). Reason, RooséeMand Scales (2005) ground their work
in Broido’s social justice ally research and defnecial justice ally as “Whites who are actively
working to end racism and racial oppression” (dl)5Reason et al., Broido, and later Broido
and Reason identify multiple areas of researchingldo social-group membership, college
student involvement and activism, importance oihclea and environmental (institutional,
classroom, and peer-to-peer) influences. Thes@gpietresearch help inform my study, but
differ from my work because | did not explicitlyedeout social and political activists. Still, it is
conceivable that some participants in my study oescribe themselves and their experiences
similarly to those whom other scholars labeled agastice or racial justice allies. Like my
study, these studies focused on smaller numbgrartitipants and sought a snap shot of a
particular institution and set of people with deepéeractions.
College Student Involvement

Research on college students often focuses ongheitional environment and ways in
which students become involved in campus activyibeganizations, and with peers, faculty, and
administrators. Specific aspects of the studerdlirement and the campus environment are
particularly relevant background information for stydy.

| use Astin’s (1999) definition of student invotaent, which he described as the
“amount of physical and psychological energy thatftudent devotes to the academic
experience” (p. 518). Astin goes on to discussoeariactivities that fall within this range of

consideration, such as time spent on campus, fregusf interactions with other students, and
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student group membership. Cress, Astin, ZimmermsiteiQand Burkhardt (2001) refer to
Pace’s (1984) concept of,

“quality effort” [which] is closely related to Ast's (1985) postulate that the amount of

student learning and personal development is dyrpobportional to the quality and

guantity of student involvement in the processeafhing, including participation in

leadership experiences and activities. (p. 16)
When referencing Astin’s (1993a) research, Col®@72®oted that “student involvement usually
includes a wide range of social and academic aiets/within the college environment and with
peers and faculty” (p. 254). It is within this ra&ngf social and academic activities that my study
resides and begins to investigate a specific oengg within the campus environment. For the
purposes of this study, | define participating stuis as white students who are or were sustained
members of racial/ethnic minority student groupgstained membership was defined as
someone who is a recognized member of the studenp@nd regularly attends student group
meetings and events.

Social Group Membership

Since this study focused on experiences of studenssistained members of student
groups, it is important to describe what are scaml student groups. Peer culture and student
social groups have been researched in higher edncance the 1960s (Astin, 1968; Clark &
Trow, 1966; Newcomb, 1966; Wallace, 1966) and cudito be studied in various ways today
(antonio, 2004; Chang, 2002; Cole, 2007; Kuh, 198nn & Arnold, 2003). Kuh (1995) defines
undergraduate peer groups as groups in “which iddal members identify, affiliate, and seek
acceptance and approval over a prolonged peritichef (p. 564). | define student groups as
those that are officially sanctioned and recognizgthe university, and racial/ethnic minority

student groups as any mono-ethnic, minority stugemip within this set of recognized

organizations.
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Astin (1993b) and Milem (1994) both noted that wiseudents participate in “diversity
activities” such as taking courses, taking padigtussions on issues such as race and politics,
and attending diversity focused workshops, theydradxpanded sense of cultural awareness
and racial understanding. | would include in thegeof activities referenced by Astin and
Milem the participation in student organizations. gtudents learn to work more effectively with
diverse members, they create a holistic knowledge bhat can serve them later in their
professional (Mu & Gnyawali, 2003) and | would gppersonal lives. Though Milem (1994)
and Cabrera (2012) focus on white students, thesges do not look at the experiences of white
students as sustained members of racial/ethnicrityirstudent groups, leaving their stories
untold. The quantitative findings presented by am@@2001) “suggest that the impact of
diversity in the student body operates throughdénelopment of interracial friendship and
socialization within a close interpersonal envir@mithat is characterized by racial and ethnic
diversity” (p. 93). Though PWIs still remain whitlde increasing number of minority students
provides a catalyst for more interracial interacsio

Minority student groups provide minority studentth a space to share experiences and
information, and to support one another. The foromadf minority student groups “empowers
those marginalized students by enabling them tp @laore significant role in campus life”
(Chang, 2002, p. 4). Cole (2007) discusses thavmtynstudents were more likely than their
white counterparts to participate in “diversityatdd” functions which could be a product of the
PWI environment where minority students must adjoisthites norms and form support
networks within the minority student community (@ga2002; Mayo, Murguia et al., 1995).
Also, minority students may be reaching out to othaority groups to strengthen support

networks. “From one perspective, the educationstiesy reinforces social inequality. From
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another point of view, however, the educationateysis the best chance for ameliorating or
eradicating social inequality based on race orieitty'y (Mayo, Murguia et al., 1995, p. 542).
Mitchell and Dell (1992) suggest, “as people becomoee comfortable with their racial
identity...they are more likely to display interestdeopenness in both cultural and non-cultural
activities” (p. 42). Minority student groups alldar self-exploration, and support minority
students as a launching point for interracial anidrcultural relations. “Quality interactions,
those that intentionally maximize cross-racial iatdéions and encourage ongoing discussion
contact can be encouraged, both inside and outsgdelassroom” (Rankin & Reason, 2005, p.
45).

Taking into account previous research on the irmengenumber of interracial interactions
with a focus on minority student experiences, dosotation from a majority student perspective
would add to the knowledge base. My study servemagiece of this broader picture and
focuses on the experiences of white students gaating in interracial interactions as members
of racial/ethnic minority student groups. | foumdthe literature, as did antonio (2001), that
studies do not focus directly on white student elgpees and generally fall under the larger
umbrella of diversity, which “have generally focdsan the African American experience in
predominantly White institutions but not the cobbetampus as a multicultural whole” (p. 65).
There is a growing literature focusing on other onity students and groups such as Latina/os
(Hurtado & Carter, 1997; Torres, 2005), Asian Aroans (Kim, 2005; Suzuki, 2002; Teranishi,
Ceja et al., 2004; Wang, Sedlacek et al., 1992) bamacial and multiracial students (Renn,
2000). There is a missing voice of white studertte mteract in a more direct manner in the
growing multicultural context of the campus comntyni

College Environmental Context
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Institutions of higher education, and in particlPAVIs, are able to provide “positive
influences” such as “curricular and co-curriculpportunities and accountability to a larger
community [which] are important for encouragingetsity development in students” (Chavez,
Guido-DiBrito et al., 2003, p. 446). Those positared negative influences contribute to the
experiences of students and can ultimately shapepbrspectives for a long period of time.
Umbach and Kuh (2006) discuss three forms of disenehich contribute to environmental
influences experienced by students: structuralrditye the number and nature of diversity
initiatives, and diversity interactions.

Structural diversity is simply the number of indiuals from various ethnic and racial
groups in the student population. Diversity initias include the number and type of diversity
courses (e.g., whether or not they are requiredtence of cultural centers, presence of
diversity workshops at orientation, etc. Diversitteractions cover the interpersonal experiences
between people of different backgrounds, as wedxap®sure to different or alternative ideas and
viewpoints. The authors succinctly summarize tiseaech noting that, “through engaging with
people from different backgrounds and with diffdrigie experiences, students are adding to the
foundation of skills and dispositions that is esseifor living...in an increasingly multicultural
world” (Umbach & Kuh, 2006, p. 170). Bowman (205kt)ds “the increased representation of
students of color on college campuses (i.e., strattiversity) will lead to more frequent
interactions among students from different racihliee groups (i.e., informal interactional
diversity), which then leads to student learning egtention” (p. 133).

The PWI environment that was the location of nudgtis a private liberal arts college.
While research suggests that every college enviemmnfluences the experience of students,

when it comes to diversity and student interactidims nature of the liberal arts college may be
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such that it promotes, or rather, does not inlstutient interactions as much as larger
institutions. Pascarella et al. (2004) affirm Cleickg and Reisser (1993) when they state that
“simply by virtue of their relatively small sizabéral arts colleges present students with a more
manageable social-psychological environment thates greater levels of student engagement
than do larger institutions” (p. 70). Umbach anchKRB0O06) wrote that “apparently the
magnitude of the number of students from diffeteatkgrounds does not matter as much to
deriving the benefits of diversity experiences asgithe quality of interactions across
differences that the [liberal arts college] campaosgironment encourages and nurtures” (p. 184).
Definition of White Racial Identity and White Rakt{@onsciousness

Leach, Behrens, and LaFleur (2002) posited tidhite racial identity and White racial
consciousness models attempt to explain the sameraghenomenon, namely, the racial
outlook of those people considered to be Whitenmefica” (p. 69). It is important for
individuals engaged in a conversation to share comtarms. Chiznik and Chiznik (2005) add
that we “must have the same definition or undeditanof these peace-related concepts in order
to engage in critical discourse” (p. 793).

For the purposes of the current study, White Radentity was defined as “White
individual's use of Whites as a reference groupel as their racist interface” (Leach, Behrens
et al., 2002) with minority groups. Rowe et al. §891994) defined White Racial Consciousness
as the manner in which white individuals think abaoilners who they do not believe to be white.
Leach, Behrens, and LaFleur (2002) noted critigqpiele concepts of White Racial
Consciousness and White Racial Identity includhnag the terms discuss and describe the same
thing. Even so, for the purposes of my study, W@ concepts were both taken into account as

the project unfolded because they each may addresde differences in the experiences of
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white students. Referencing Helms’ WRID Model ded@ to gauge the progression of white
individuals in regard to their identity, there lst¢mains the question, what is white racial
identity?

White Racial Identity Development

Helms’ (1992) White Racial Identity DevelopmentRID) Model serves as a point of
departure to discuss the “location” of the studamisrviewed. Helm’s WRID Model is
comprised of two phases, each with three stagesdtne is labeled “The Abandonment of
Racism” containing the following three stages: @gttDisintegration, and Reintegration. Phase
Two, labeled “The Nonracist Identity Phase”, conitag the following three stages: Pseudo-
Independence, Immersion-Emersion, and Autonomys ifadel informed my study because of
the focus on the experiences of white studentee@sparticipate in racial/ethnic minority student
groups. Helms’ model provides another vantage goomt which to discuss their experiences.
The model allowed me to situate participants alivegcontinuum Helms provides as a
triangulation tool during the analysis of data.

The first phase is best summarized by Helms (188@n she stated that, “ the
abandonment of racism phase involves the recognaidacism and the evolution of self-
protective strategies to contend with it” (p. ZBhe contact stage is based upon the white
individuals being oblivious to their race and othees. The disintegration stage is characterized
by the individual experiencing that denial no lonigesufficient to mask race, and results in
bewilderment. Reintegration is when individualsramkledge that they are white and also
consider white people superior to other racial groembers.

The second phase dubbed “The Nonracist Identitg&ha the “moral re-awakening”

(Helms, 1992, p. 31) of the individual. The Pseltependence phase is when an individual
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has a positive White view and begins to realistycaibpraise their whiteness. In Immersion-
Emersion, the individual seeks the “true” histofyuhites in the United States. Autonomy is the
stage in which the individual is secure with tHeihiteness” and their personal definition.
Helms’ WRID Model is a linear model in which an mdual progresses through each
stage on the way to an end goal of a positive whé#atity. The WRID Model is based upon
western standards and centered on individuals aperiences in the United States, which may
limit its transferability to other countries andhet racial groups with cultures and norms that
differ from the general white American context. el provides a continuum along which
individuals may progress or regress as they nawiggperiences and encounters in their life.
Helms’ WRID is often used in college student reskaand it is also often analytically
criticized. For example, Mercer and Cunningham @Q&ed quantitative methods to challenge
the validity of Helms’ WRID Model and the White Ralcldentity Attitudes Scale (WRIAS)
created by Helms and Carter (1990). Mercer and {dgham (2003) stated that, “[the WRID
Model is] a rather vague model of identity devel@mt) Helms’ conceptualization of white
identity as developing statuses offered no spetitia as to how it would be measured” (p. 218).
After conducting their own analyses of the WRID MbdMercer and Cunningham proposed a
remodeling of the WRIAS. One limitation of the syuehd critique by Mercer and Cunningham
is that it rescaled an instrument with a large nends items. Other criticisms of Helms’ WRID
Model are that it is based solely in the terms bite+black paradigm ignoring all other minority
groups (Rowe et al., 1995, Rowe et al., 1994 asldy Leach, Behrens, & LaFleur 2002).
“Helms’ model may be best characterized as a thieatenodel describing the nature of White

identity rather than a developmental model of Wdentity” (Mercer & Cunningham, 2003, p.
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219). Whether the model is valid or not, it act@dsol to initiate conversations surrounding
whiteness including white identity, consciousnessl privilege.
Concluding Thoughts

The intersection of white privilege, white identdapd consciousness, and minority
student group membership were explored througlexperiences of white students in non-
majority student groups. Springer et al. (1995)esthat “despite increasing documentation of
gaps in perceptions of racism on college campuseg,few studies have explored what shapes
those perceptions among white students, partigudamiong students attending traditional (i.e.,
predominantly white, four-year, residential) instions” (p. 3). Mitchell and Dell (1992) point
out that “little attention has been given to howiahidentity attitudes affect daily student
functioning...” (p. 39). Though the calls by authbke Springer and Mitchell and Dell were
made in the early to mid-1990s, their essencelispplicable today.

The body of existing diversity research providdmais for understanding the college
campus environment primarily from the perspectivealtiple racial/ethnic minority groups as
they enter a white environment. The overall knogketase, however, has been dominated by
the covert and normative experiences of whitesatig whiteness to remain unacknowledged
by whites. Combining and turning these two contargly related areas of research upside down
allows for the telling of experiences of white stats who participate in racial/ethnic minority
student groups to be told. The unacknowledged reélhiteness by whites creates a void in
the literature, an absence of perspective, anchatély contributes to the reification of whiteness

and white dominance.
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CHAPTER 3
METHODOLOGY

In this chapter | outline the methodology that waed in my study. The goal of this
exploratory study was to investigate the experismmfavhite undergraduate college students
who negotiated membership participation in raciatiee minority student (r/e ms) groups at a
predominantly white institution (PWI). | cover theeoretical framework, the research design,
participant demographics, the data that were deltb@nd the procedures used to conduct data
analyses.

Research Design

| used the method of portraiture developed by Laweelightfoot and Hoffman Davis
(1997) to explore the experiences of white studetis participated as members of racial/ethnic
minority student groups. Portraiture is based upenexperiences of Lawrence-Lightfoot as a
subject of portrait paintings at several pointhén life. She reflected that,

Portraits did not capture me as | saw myself; they were not like looking in the mirror

at my reflection. Instead they seemed to capturessgnce—qualities of character and

history some of which | was unaware of, some ofclHiresisted mightily, some of

which felt deeply familiar. But the translationiofage was anything but literal. It was

probing, layered and interpretive. (Lawrence-Ligbtf& Hoffman Davis, 1997, p. 4)
With these experiences as a point of departureartist becomes the researcher and the subject
of the portrait is now the participant in the stud@ifte canvas transitions into the pages of text,
merging with the context of the study materializaggeach portrait in this study. | believe
captured best by Lawrence-Lightfoot, “the portraits designed to capture the richness,
complexity, and dimensionality of human experiemcsocial and cultural context, conveying

the perspectives of the people who are negotidtioge experiences” (Lawrence-Lightfoot &

Hoffman Davis, 1997, p. 3). At the core of my stuslywhat these particular students
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experienced through their interactions in alteratetexts and how they negotiated those
experiences.

Portraiture focuses heavily on the context in whiaresearch is conducted. Portraitists
use in-depth descriptions of the environment andemstylistic writing to both convey context of
the site and to reach a broader audience. Lawrkigtefoot makes the point that “the only way
to interpret people’s actions, perspectives, alidisao see them in context” (Lawrence-
Lightfoot & Hoffman Davis, 1997, p. 50). Contextas integral part of portraiture is represented
in three pieces: historical, personal, and interflaé historical context provides glimpses of the
institutional culture and history in which the rasgh endeavor is situated. The personal context
is specific to the “perch and perspective” (Lawmihightfoot & Hoffman Davis, 1997, p. 11) of
the researcher in the study. The goal is to allewafclear representation of where the researcher
is and what he (in my case) brings to the procedhat readers can make informed
interpretation about the text and portrait in frohthem; hence my inclusion of a prologue
describing my orientation towards the researclerivetl context is the environment in which the
portraitist and subject are immersed.

Portraiture relies on the rich and detailed desiompof the internal context to take the
reader into the field with the portraitist. By btkng artistic and empirical tools, portraiture
presented the opportunity to convey the lived epees of the students in a rich and engaging
manner while still maintaining the necessary angketed rigor of research. At the same time,
portraiture was presented by the authors’ in ailyeasderstandable and approachable manner
but contained an intricate method that requireéxd@anded amount of time not conducive with

the timeline of a dissertation. The result of thismatch is the current study grounded in what |
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would describe as a modified version of portraittnated while in the field to remain true to the
essence of the methodology and to meet the nedtle sfudy.
Context

The location of the study is a small liberal adfieje located on the West coast of the
United States referred to as Sunshine Valley Cell[&)/C). With a majority of white students
constituting its student body, the college hasmidant white culture seeded with white
privilege and inherently holds whiteness as themdrhe PWI provides the backdrop for the
study and context in which | ground the experierafdbe participants and from which their
stories emerged.

As noted on its website (College, 2008), SVC wamfted in the early 1900s and is self-
described as a “small, highly selective and diverdkege” (para. 2). SVC is located in a
suburban community outside a large city in the Baest United States. A local metropolitan
newspaper described the city of Urban Suburb asadl own in a big city with a multicultural
neighborhood. SVC is one of only a few liberal adfeges in this major metropolitan area,
which provides students with access to a multitfdeultural, educational, and recreational
opportunities. The campus is picturesque with se\mrildings designed by a famous architect
who also designed multiple noteworthy projectshim larger surrounding metropolitan area.
Almost three-quarters of the 2,000 students liveampus in residence halls. When this study
was conducted, all first-year students were requindive on campus and then during the 2009 —
2010 academic year, all first- and second-yearestisdwere required to live on campus. The
residence halls on campus are student-governedaet

SVC enrolled students from nearly every state elt ag the District of Columbia, and

well over 15 foreign countries. At the time of stedy, there were 56% female and 44% male
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students. Demographically, the student breakdows1&w@% African American, 14.9% Asian
American, 55.6% Caucasian, 2.7% International, &5 atino/a, 1% Native American, and 8%
declined to state. There were 150 full-time facdéynographically represented as: 6.7% African
American, 12.6% Asian American, 67.4% Caucasiad,l&h3% Latino/a. The gender
representation of the faculty was 45% female artd &ale.

| selected SVC for several reasons. First, theoregf the country allowed for the
possibility of a PWI with a higher number of r/e attending. Subsequently, this provided the
potential for many r/e ms groups and interactiogtsvben white and r/e ms and afforded the
greatest potential number of participants for tinelyg Second, being a Southern California
native, | had some familiarity with the Southwesteontext and yet, had the opportunity to
remain an outsider with respect to the contexhefihstitution. This provided a unique vantage
point for me as observer and researcher, as | pdackwith the study.

The campus is nestled in the heart of a residearea blocks away from a busy
thoroughfare. The lower-middle class areas thabsuad the college can mislead one into
thinking the college reflects the hardy to modesghborhoods. With a large institutional
endowment and an annual tuition cost of nearlyhs@isand dollars (at the time of the study),
those attending the college are from what mightdresidered well-to-do families. There are in
fact students from upper middle class familiesdisib students who receive financial assistance,
and most students are not from nearby locatiormsnkny perspective, SVC exists within an
interesting mix of connection to and isolation frtime surrounding community.

Participants
The participants for the study were four, white emgladuate students attending SVC

who participated as members of institutionally gguaed, mono-racial/ethnic minority student
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groups such as Black Student Alliance or Asianfiralslander Student Group. White students
were the focus of this study for several reasoirst,Fas | noted in the Prologue | have had
several salient moments throughout my life wherewhiteness and participation in racial/ethnic
minority groups have been challenges and rewardagond, | have found that the experiences
of whites as members of mono-racial/ethnic minasttydent groups are lacking in the literature.
Third, | wanted to turn the critical lens of empal research on whiteness and the normative,
systemic aspects, which allow it to become unreizadpte to the majority of whites. Finally, this
line of inquiry provided a launching point to fuethexplore the interactions between white and
racial/ethnic minority students within mono-racélnic student groups set against the backdrop
of a PWI.
The following are terms that | used as paramdtgrgotential participants in my study:
e Participants are white students who were membergotdl/ethnic minority student
groups.
e Membership is defined as someone who regularlydée student group meetings and
events as well as supported the mission/goalseostildent group.
¢ Racial/ethnic minority student groups are any etlstiident group officially sanctioned
and recognized by SVC such as the Black Studerré or the Armenian Student
Association. | excluded multicultural groups frone tsample because by their very
nature they promote an open environment in whithathhic groups are overtly and
implicitly welcomed.
e Undergraduate students in this study were of ‘trawial’ college age, ranging from 18 to
22 years of age. Traditional college age studeete welected because those students

who are non-traditional in age may have more ame@ddife experiences that could alter
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and/or supplement their motivating factors and erpees in relation to racial/ethnic

minority student group participation.

Drawing on my experience with a pilot study of vehstudent experiences in racial/ethnic
minority student groups, it was expected that thesald be a potentially small target group of
participants available on any given campus. In otd@ddress that possibility, | used a
combination of purposive sampling (Patton, 200psemented with snowball or chain
sampling techniques (Atkinson & Flint, 2001). | hectess to an onsite informant and
subsequently their ties to the campus, providingaitie a direct link to student organizations. |
initially worked with this person to take advantayjeéheir personal connections and rapport with
the targeted pool of participants using purposar@ing. Purposive sampling is when a
specific individual or individuals is selected besa of a finite amount of people existing in the
given population (Patton, 2002). My informant pa®a me with six names and contact
information of possible participants that met myost criteria and informed me of several other
people on campus that may be willing to participate

After the informant provided me with a list of patial participants, | contacted them
individually about possible participation in my &y | utilized email primarily but also used
instant messaging, social networking sites sudraaebook, phone calls, and text messages as
preferred by the participants. Once interview timese arranged, | employed snowball
sampling asking the preliminary group of particitsaihthey knew any other peers that met the
criteria for the study and if they were willingpat me in contact with them. Snowball or chain
sampling is when the researcher uses existing Badsas colleagues, professional networks,
and current participants in the study to locatBahand additional relevant participants

(Atkinson & Flint, 2001; Patton, 2002). As a pretan, | obtained contact information of the
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leaders of the r/fe ms groups on campus from mynmdot to ensure the ability to reach a
sufficient number of participants. | contacted leders of the r/e ms groups asking if they could
connect me with members of their groups that metrtgria for the study. The results of these
combined efforts were a participant group of fowdividuals, two males (Ronaldinho and Felix)
and two females (Shilo and Margaret); the named ase pseudonyms. The participants and
their stories are re-presented in their portréigéd immediately follow this chapter.
Data Collection
| conducted in-depth interviews with the four stats who met the aforementioned

criteria one time during fall, 2008. The interviewsre semi-structured with open-ended
guestions and probes that were both pre-plannedh&mined by information received on-site.
The interviews were digitally recorded, transcrilvedbatim, and supplemented with notes taken
during the interview. Three interviews lasted betwene and one-half to two and one-half
hours and were in-person; one interview lastedlysas hours via telephone. The length of the
interviews depended upon the type of conversatmohrapport that developed with participants.

| centered my questions on the experiences ofdhcgants purposefully narrowing in on
issues of race as we progressed. In particulaaslinterested in what it meant to these
participants to be white as they moved in betw&enathite and predominantly
racially/ethnically diverse environments at SVCeTxamination of their experiences required
me to gather information on where the particip@atsie from, why they chose to join a
racial/ethnic minority student group, and what te&perienced as members of those student
groups. [See protocol in Appendix] | was intentibnanindful not to unduly influence the
interview process and interactions with the pgstiats by being too forceful or leading with any

specific line of questioning. “The researcher nagttaside her need for control, order, and
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stability and submit to the complexity and instapiof real lived experience” (Lawrence-
Lightfoot & Hoffman Davis, 1997, p. 191). Imnmedibtéollowing each interview, | recorded my
observations, thoughts, and reactions to ensute tagtured my reflections as soon as possible
so that they remained fresh.

| also collected drawings from the participantsdobigpon an open prompt and made
several trips to the campus to conduct generabbgervations. The drawings allowed the
participants to artistically re-present a salieotment for them on campus in which they saw
themselves as a racialized being. We then spent some talking about the drawing and
situation from which the drawing emerged. At thgihaing of each interview we covered the
requisite research protocol information and persmtigductions. Halfway through the
interview protocol, | had each participant takew Mminutes to draw a picture using blank paper,
pens, and pencils that | provided. My instructitorsthe drawing, informed by (Haney, Russell,
& Bebell, 2004), asked participants to draw aymetabout what their first experience as a
member/participant of the [individually relevangicral/ethnic minority student group was like.
We then discussed the meanings and images in édohiopictures. | concur with Rasberry
(2001) that we (as researchers) become conduithdéaepresentation of our participants lived
experiences. Coupling the drawings with conversagioout the images provided depth and
stories that would not have been available witkelgad drawn picture or conversation (Haney,
Russell et al., 2004). The pictures also provideatizer piece of data to use in the triangulation
process and served as a resource used to agsistdevelopment of follow up questions during
the interviews.

Prior to the interviews, | spent several days an3NWC campus sitting in various public

spaces such the student union, open air seatiag,dileraries, cafeterias, etc. to observe the
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campus environment. It was my intent to observectmepus climate, obtain information for the
institutional/environmental portrait, and to acdit® myself with the feel of campus prior to
speaking with participants. “The research stancdveg from quiet watchfulness — where the
portraitist is mostly taking in stimuli and listexy carefully — to the more purposeful activities of
initiating relationships with actors, schedulingeirviews, and developing a plan of action”
(Lawrence-Lightfoot & Hoffman Davis, 1997, p. 187).

Onsite observations were used to provide a cofbexhe as the researcher to develop a
feeling and picture of what SVC looked like on aydhasis. | conducted four of the six
observational visits prior to interviewing the stmtls so that | might better understand references
that they made during our time together. | alsaluke information gathered to generate prompts
and follow-up questions. The observations laste@pproximately an hour per location and |
visited each site at various times throughout tnetd see how each environment changed. | also
supplemented my observations with information @déd from the college website, visitor's
center, library, and campus newspaper.

The essence of my study was to explore the expeaseof white students through
interactions in alternate contexts, specificaleyms groups. The sample size for this study may
be considered by some to be a delimiter, butapjsropriate for my chosen methodology, my
area of research, and a result of the availablgcpgmnts at SVC that matched my criteria. The
lessons learned at a diverse PWI such as Sunshiltey\College may be useful to institutions
looking for ways to support similarly situated whgtudents in their confrontation of personal
privileges as well as developing interactions ansotigeir differing students bodies.

While collecting data, | took detailed field notasd reviewed them at the close of each

research period. “With each stage of data collectb the close of each day, the portraitist
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gathers, scrutinizes, and organizes the data,resitd make sense of what she has witnessed”
(Lawrence-Lightfoot & Hoffman Davis, 1997). Thisde#s a constantly iterative and interpretive
process, which generated connections and recoonsdtetween the data, questions, and
direction of the research referred to as the ‘Irapi@nistic Record.’ | had the opportunity to
evaluate and reevaluate my position and biasegjubstions and direction of the research, the
kinds of data being shared, and the need for chanddollow-up questions. It was important
that | maintained a balanced representation of thygthin the research process, which was also
in keeping with Portraiture. With that being sdidemained cognizant to not insert myself into
the research process in such a way that detracsdthe picture of the participants and focus of
the study. Additionally, | used data gathered fiaformal conversations, documents, artifacts,
and photographs as part of my analysis and undelistag The data informed my probes and
follow up questions during the interviews, supplated my understanding of the environment
in which the participants existed, and later asdigt my recall of the environment during the
analyses.
Analytic Strategy

Portraiture is a method in which emergent themeshought about during onsite data
collection as well as in the post-collection phasen the researcher has returned home.
Adhering to the analytic tenets of portraiture (bysis, convergence, and contrast), |
constructed themes from my body of data. The madeseferred to as repetitive refrains,
resonant metaphors, institutional and culturabtgutriangulation, and revealing patterns.
Lawrence-Lightfoot & Hoffman Davis (1997) outlinieet five mode process of analysis as
follows;

The first (and most common) identifies the visilfel audible refrains spoken and
enacted by actors over and over again in variongegts. Emergent themes are also
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heard in the resonant metaphors voiced by thesatapturing in a few words a wide

angle of experience and deep meanings shared by. Miaese metaphors are often

embroidered into the rituals and ceremonies that®jize — through art, music, dance,
and poetry — what the institution values. The @itist also discovers emergent themes
through triangulating data from a variety of sogreed underscoring the points of
convergence. But patterns do not always developfoctnvergence; they must also be
discerned through reflecting on the dissonantrsttahrough discovering the order in
chaos, through finding the coherence in what afgms inchoate and scattered to the

actors in the setting. (p. 216)

The various modes discussed by Lawrence-Lightfodttoffman Davis encourage a cyclical
research process in which the initial set of redeguestions and assumptions are questioned,
reinforced, and modified with every interaction.g$earchers’ day-to-day process of listening
for emergent themes functions as a sort of onkgip®thesis finding and testing. At the end of
the day, portraitists review field notes, log obsg¢ions while they are fresh in their minds, and
begin to reflect on the emergence of possible tlséithkawrence-Lightfoot & Hoffman Dauvis,
1997, p. 217).

Once themes were identified from the transcripts @ther data were pieced together for
their portraits, | contacted participants to hawen review their portraits and selected quotes. |
sought their thoughts about the overall piece arghin input on the representativeness of what |
included. At that time, | offered them the opportymo provide written statements to
supplement quotes that | used as additions to ithiéal statements presented in the final
product and an opportunity to request certain @déeeremoved with written support so | could
include their input in the process. By interactmith the participants to produce a negotiated
text, | wanted to adequately represent their voasebexperiences (Fontana & Frey 2000) while
balancing my positionality as author and respofigitid provide a comprehensive picture and

coherent research product. Stringer (1999) addskhawledge acquisition/production proceeds

as a collective process, engaging people who haaxequsly been the ‘subjects’ of research in
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the process of defining and redefining the cordushderstanding(p. 11) The use of member
checking and various forms of data (observationsuthents, drawings, etc.) were my attempt at
triangulation, which “strengthens a study by conrgmmethods” (Patton, 2002, p. 247).
Lawrence-Lightfoot and Hoffman Davis (1997) deseribe triangulation process as “emergent
themes [that] arise out of this layering of dathew different lenses frame similar findings” (p.
204).

In addition to multiple forms of data and membeegdiing, | had two colleagues review
my data, findings, and implications. | purposefudhose one peer-reviewer who has similar
methodological and epistemological views to miné ane who holds differing views to ensure
that groupthink was intentionally avoided. In tipéris of constant self-documentation, | wrote
up my initial assumptions, expectations, and théaigbout the selected institution and
participant population prior to my site visit anohtinued the journaling process throughout my
study. | later used these particular pieces of ttateccount for possible bias in the data analysis
process and to assist with the iterative proceskataf analysis.

Limitations

This exploratory study has three limitations thia¢lieve are inherent and expected when
conducting qualitative research in general andypuagsthis line of inquiry specifically. The first
is that the number of participants is small andiésel to ensure individual experiences are given
appropriate attention and their stories are hédrd.second is the participant criteria for the
study reduces the population to a minute poteptal of participants on any given campus. The
four participants in this study were all that | tthgather at SVC. The third is to consider the
applicability of a particular methodology to useidg a time constrained process such as a

dissertation. Making a functionally sound choicg@toceed with a methodology that is not
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completely congruent with the dissertation pro@gstimeline can pose unexpected challenges
tangential to the research process. The exploratiyre of the study provides implications that
are sound yet preliminary because of the topicsande as a launching point for further lines

inquiry.
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CHAPTER 4
MARGARET

On my way to our meeting, | was reminded by thesbure and balmy temperature that |
was on the west coast and no longer in MichigdataJanuary. The late afternoon sky was a
brilliant blue; the trees showing off their emerhkelvs across campus. The students all around
me were immersed in their day sitting around orches, walking in pairs, and flanking the
main entrance water feature while tossing arouRdsdbee. | arrived outside the college library
realizing that Margaret and | had not exchangedighy descriptors so | hoped that | looked just
out of place enough to draw her over. After seveeahi-tense minutes, a very confident and
energetic young woman with dark hair approacheawvitteinquisitive eyes and a bright smile
wearing a red sweater and blue jeans.

Margaret was a 19 year old second year studeuiraghine Valley College (SVC)
pursuing an Arts and Humanities Degree. | foundquitie early that Margaret had a passionate
relationship with the English language, “I havedduhe English language my entire life and that
wasn’t something that my classmates or peers sisaréeénjoyed watching kind of obscure
films and reading comic books and all these veryeAoan things that um, we never did as
kids.” This may not seem very noteworthy at firat bs | spoke with Margaret, | found that she
self-described as “not a typical American colleggelent or a typical participant for this study.”
Margaret not only explored her own understandingloit being white and whiteness were to
her, she also helped me reevaluate and interregse! thought being white and whiteness

were.
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Margaret was an interesting participant becausensts not white. She made it clear in
our initial contact via email and on several otbecasions during our time together that she was
not white, she was Armenian. Margaret’s email read,

| heard about your study and am interested in@paiing. The only thing is that though

| am categorized as "white," | am not of Europeascgnt-my bloodlines run to Turkey

(historically Armenia) so | think that makes me &siMiddle Eastern. Then again,

Armenia is in the Caucus, hence the term "Caucassnmaybe I'm as "white" as

anyone can get! ;)

As we sat down and got settled into our discusdargaret elaborated on her email,

| am Armenian so, | am not white in the sense klaat not of western European decent

but you know, skin color wise | am pretty white aldof my forms | am always

categorized as Caucasian. So, | guess | considezlhwhite to that extent. But | do

consider myself separate from typical white Amebadit is harder to see that on my

face.
Her family engrained in her the importance of laagg; customs, food, and family. She passed
along her cultural knowledge by providing me witbkeaveral minute crash course in Armenian
history, which was unexpected, informative, andrapiated. The genocide of Armenians in
1915 has had a lasting effect on her family anktiygfocused their belief in the preservation of
their cultural ideals, including having Margareteatd Armenian schools from kindergarten
through the eighth grade.

Margaret began by telling me about her early aepees in this Armenian grade school
and reflected on her worldview as a child,

When | was younger | remember thinking that eveeywnthe world was Armenian. | did

not understand the difference between an Asiandaem African-American face to me

everybody automatically must know the language ltspeak and all that because that
was my world.
The community in which her family lived reinforcéthrgaret’s early worldview; her hometown

is one of the largest concentrations of Armenianthé United States. | was unfamiliar with

Armenian schools so asked her to explain them, whatthe format, in what language classes
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were taught, etc. She told me that most courses taeght in English such as math and science,
while courses such as Armenian language, Armengiarly and religion were taught in
Armenian. Students had to wear uniforms with Arraanwriting on them and the school
recognized and celebrated all Armenian holidays.

It was easy for me to see why Margaret believatlttie entire world was Armenian
because as a young child she was immersed in aemam environment inside and outside of
her home. The tight-knit school had approximat€l9 Students. The small size and community
orientation ensured that most students and familiesacted outside of the classroom, too.
There were several venues for extracurricular aigs/such as “an Armenian YMCA type place,
we would all go play sports there and be scoutethiéhere were cultural organizations in the
community that we were all a part of.” In additidhere were birthday parties, play dates, etc.
with the same core group of Armenian children.

Shortly after arriving in the United States, Marjas mother opened a daycare center in
their home, which allowed Margaret to experiencaili@s and children from outside of her
familiar Armenian circles. “So at that point thatwhen | started having more interactions with
non-Armenians becoming more aware of my neighbathbat | lived in. | have always lived in
white neighborhoods, non-Armenian neighborhoods, hy chance.” A married, mixed race
couple was touring the new daycare when Margarétimeen,

| will always remember it...they were a couple whal fizst gotten married and had their

first child and the woman was Japanese and theahdsbas, | guess just white

American or of European decent...| remember askingtldr they planned on teaching

the kid Japanese, their baby Japanese. Becausefbwas taught that any loss of

culture or language is a big deal... it is like aaseire of who you are. The father said of

course | want my kid to speak Japanese. They emgléaking her to Japanese school and
| remember later my mom told me that they were lsipgaabout that exchange and that
he was very impressed to see a child of immigriwitsy in the US who still is managing

to speak English so well...So he was impressed tiaslable to speak English so well
but | was still interested in maintaining culturedavhere you are from and all of that.
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Margaret’'s views on race and ethnicity were heawifjyenced by her Armenian upbringing and
history but began to shift as she experienced robiiee other in her daily routine. She reflected
“at school and in my house was all Armenian butiamg | was outside on the street...l would
say towards the end of elementary school and deffyjniniddle school | was already integrating
into the outside world.”

Margaret wanted to go to a public school that m@tssolely Armenian for several
reasons, including difference in student populatimnng closer to home, and having a higher
level of perceived academic strength. Her immersiaall things Armenian led Margaret to
develop an intensely strong sense of self. Shecaafidant in who she was and extremely
knowledgeable about from where her family came. [@issessed a strong self-awareness from
which she could explore and wrestle with otherurels and customs that swirled around her.

When she transitioned to high school at grade, ifagaret and her family chose for her
to attend a public high school. The transition w@grred by Margaret’'s desire for a diversified
educational experience and more rigorous academnaility} It was clear that Margaret was
extremely proud of her heritage and cultural updirig but spoke of a growing desire to
socialize with non-Armenians coupled with an ing¢li@ American things. She recalled,

| think | consciously did want to hang out with RrArmenians. | was exotic to them and

they were exotic to me. It was interesting to leabout where they were from, their

cultural habits and all that. So there was a ldeafning going on.
A by-product of her Armenian cultural immersion what Margaret was not well versed in
American social norms and acceptable practicesirtentional integration into the world

around her later assisted her transition to a putijh school, although she noted still

experiencing culture shock.
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You know you don’t learn when you are in an all Aman community, you don’t learn
what is okay to say to somebody of a certain bamkgl and what is not okay...So |
!earned. about, not political correctness, butglastAmerican kind of norms for
interacting.

Although, Margaret sought a public and diverseremvwnent compared to her K8
experience, she estimated that her high school'welsover 50% Armenian.” Asked how her
high school and K8 experiences differed, she inemtmime that the Armenian students “were
Armenians from different parts of the world” anétiveing an Armenian from Bulgaria or
Armenia or the Middle East is as different as av'd®m Russia is totally different than a Jew
from the US.” The bigger culture shock to Margavas having classmates who were Asian,
Latino and African American. She described hernyeaxperiences attending a public high school
and interacting with peers from different racidif@t backgrounds as “interesting, it wasn’t
scary but it was different but | adjusted welltd i

In high school, Margaret sought out difference difiérent experiences than those she
was exposed to at her Armenian elementary schbel j@ned multiple clubs including the Art
Club and Journalism Club, which allowed her to wadsely with students from various
backgrounds. Not only did she befriend studentsfodher cultures, she was able to explore
cultural norms that she was not privy to while mia#l-Armenian school. For example, although
she was taught American history, she was not taaigbiit not using “the n-word when you are
referring to a black person.” She noted that it waxger “really stressed because there was really
no opportunity at that point to interact with addaerson. So | learned about the American kind
of norms for interacting with different people.” Kgret recalled that her friendship circle

provided an environment that made learning thosmaavelcoming because of the patience and

willingness of her friendship circle to share, teaad learn.
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Margaret’'s search for difference led her to tragperiences and stories with her peers
while in high school,

| learned little words from their language and thesrned little words from my language.

| learned about what happened to their people a®wersa. It was definitely a useful

learning experience for when | finally entered téal world in college where | am all
over the place working and doing things with alts@f people.
As she reflected on her high school experiencegeoed to friends who went to an all-
Armenian high school, she referred to their difigrivorld perspectives. Margaret said her
friends had a “huge mind gap and they still consslipseclude themselves to the Armenian
community because it is safer that way. So | ard that | got that learning experience in high
school.”

As our discussion moved from high school into ¢wlege experiences, Margaret shared
her perceptions of the large city in which shediaed how high school experiences with racism
prepared her to navigate the collegiate environnime added,

[This town] is like a pressure cooker of differethnicities and races just clashing every

single day...l did have moments where | had things tfeme or generalizations thrown

at me or stereotypes thrown at me just becauseydfioodlines and it was hurtful you
know in the beginning because | was a kid, it igytoto hear that.
Margaret faced racist comments and generalizatbosit her ethnicity with which she was not
completely prepared to deal coming from an insatat supportive Armenian environment as a
child.

Comparing her experiences to those of her Armefmiands, Margaret explained that she
was able to stand out from her peers and embracstt&city, shedding the pressures of
assimilation brought about by the racism she &e talked about her Armenian peers,

| think those moments for a lot of my classmated tere Armenian made them feel

ashamed of who they were and a lot of them asdiditgery quickly to our high school,

some of them don’t speak Armenian anymore and kivedy of forgot on purpose and
they don’t want to seem Armenian.
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When dealing with racial negativity related to lgeArmenian, she felt that “you can’t hide
something that is obvious [being Armenian]. | ththiat people who try to hide who they are
despite how obvious it is that they are differenteytjust look silly. That is just kind of sad.”
Margaret took these attacks and challenges tuthiexq to her advantage and strengthening her
pride in her heritage and familial traditions,
For me, it made me even prouder of who | was, luatways enjoyed being different |
mean, in Armenian school | was the only kid fronstéan Europe. Everybody else was
from the Middle East. So that always set me apmltasn glad. | am glad that | took
those challenges to my identity as a reason towhe@ | am even more. So that shaped
me a lot and it also taught me to treat other pewjth the same respect that | would
want to be treated with in regards to my culturg,athnicity, and where | am from. At
SVC if | hadn’t learned those things, | feel thatduld have gotten into a lot of trouble
here...
She cultivated a sense of pride, a badge of hdnewrts about being different. “The fact that |
am different and maintained what makes me diffenassthelped me a lot. | feel that not only can
| relate better to people who are the childremahigrants but immigrants themselves.”
Compared to the substantial Armenian populatioa oéarby city, Margaret was amazed
to find less than 10 Armenian students on the S&@pus. Additionally, she was surprised to
find that the campus had a very politically corr@€) culture so much so that she felt it stifled
honest conversation,
| consider politically correct language to be vancomfortable. It forces you to become
so self conscious that you might even forget whiatthat you are talking about, so | feel
like no one really talks about the fact that aobtis kind of secretly hate having to speak
very politically correct.
The campus PC culture impeded her ability to dis¢ssues related to race, ethnicity and

difference with the majority of her peers and shd to find a subgroup or subculture in which to

talk openly,
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it is like a loose underground. It is kind of lilgeu look them in the eye in passing but
you don’t say hello (she gives a head nod gestuileseleways glance). In a way it
allows me to take things less seriously and | gigaeasier with those students that
agree with that point of view and in my opiniorekf like the liberal point of view here at
SVC because the majority viewpoint is that we htaviee very PC all the time. So in that
sense, me being different and knowing what it méare discriminated against has
helped me kind of a find a group of friends on camthat are willing to put all that aside
and just talk. And it is okay if we make a joke abthe other person’s ethnicity.
She was able to find refuge in a group of peomgefacross campus who came together at
various times to openly discuss and joke aboutargtthile directly addressing tough issues.
Throughout our conversation, Margaret referredally and indirectly to being
Americanized and yet, not familiar with the Amenaaxperience. She explained,
| realized in a lot of my English classes is ti@tjow phenomenally little | know about
the American experience because of the way | giew know more about the immigrant
experience so anytime there is a story or a piea@iure that we read that is about that
(immigrant experience) | am always the first to igéut whenever it is references to
racism or relationships between maybe Native Ana@scand Anglos that came to live
here, for me it is always harder to pick up omid adon’t really participate in those
moments in class. | noticed that more white Ameristudents whose families have been
here for generations, they understand it way more.
She was reminded on a regular basis about hesstatan Americanized immigrant instead of
an American. Whether it was in the classroom readimerican literature or out on campus
amongst her peers, Margaret found that each instdoces me to separate myself throughout
the day where | am reminded that | wasn’t born Hi&he told me that she understood “all the
idioms [and wordplay in the American context] afidlzat but | am not really like a pure
American. Maybe my kids will be, you know?” The stemt reminder that she was considered
other resulted in a fragmented self-perception@mrthection to her peers and surroundings.
The mix of Margaret’s race, ethnicity, self-pertep, and white skin color placed her in
a unique position of being able to interact witarity and majority communities and foreign

and domestic cultures in the American context. Meetis mix of experiences assisted her in
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becoming attuned to nuanced aspects of discousdokk and fascination with discourse
started in high school with movies and carried onty the spoken word and her love of the
English language. “I have always loved readinglandd watching films and hearing others
speak but here at SVC | became a lot more sensttiitea lot more attuned to noticing the finer
aspects of discourse.”

We transitioned from discussions of discourse Aamericanization to a personal theory
that Margaret has related to cultural responsyhifitthe Armenian tradition, which she refers to
as “ethnic weight.” Margaret said that preservimg Armenian culture from generation to
generation was extremely important to her, her figrand to all Armenians. She elaborated that
“culturally it is part of who we are which is [wiwe as Armenians] don’t intermix, don’t marry
people that are not Armenian.” All choices showdalve around preserving the Armenian
traditions from choosing friends to which outsidgamizations one affiliates. Margaret stressed
above all that preserving the Armenian languagmramount. The elders still fearing the effects
of the Armenian Genocide of 1915 drove that fety hrer as well. She caught herself in routine
situations defaulting to her ethnic weight trainitigeel like my parents have successfully
passed that weight on to me and without even tiegliz | often in my head | will disapprove
when | see people of different cultures dating.t Hisapproval was fueled by an anxiety of each
person possibly losing their individual culturagidities and subsequently a loss for any children
of that relationship. Reflecting on how ethnic wipas affected her, Margaret noted, “the
ethnic weight is really tough to bear and the old&n getting, | am conscious of it more and
more and at all time...lately | have been feelingtaof animosity towards that ethnic weight.”

Margaret remembered something she wanted to tethiat “frustrates me a lot as a white

student (motions to herself or her skin),” andpghssage of guilt at SVC onto people with white

46



skin. The implication is that as | look at her vehskin, | would certainly not categorize her as
black or Asian/Pacific Islander or racial/ethnicumiity student. She explained that on campus
there are several “ethnic student groups for exarti@d black student association. They
constantly remind [everyone] about how white pedajidkethis, white did that, white did this.
There are panels on how ludicrous whiteness igaméhders how horrible slavery was.”
Margaret stressed that although these events werblle, she feels they were historical
atrocities that “took place generations before jastibecause they are white does not mean that
they thought that it was fair or that it was cotrec

Margaret talked more about the campus environmemthow the constant reminder of
historical transgressions at the hands of whitéddevhite student frustrations. “I feel like itas
reverse racism in a way where white students adepae constantly reminded that they are
part of a tradition that made a huge mistake amds very inhumane.” She believed that this
kind of campus climate lead to political correctes the part of white students, not in the spirit
of being inclusive but as a means of protectiore &ded, “they are doing it [being politically
correct] out of fear and | think that that does pi@mote a diverse community. | think it
separates people even more.” Along with white stuftestration Margaret felt that white guilt
was fostered inside and outside the classroom.

“And about the white guilt, one thing that | dilappreciate was all these reminders
about how bad it is to be white, how white peoperess everybody else and all that.”
Margaret’'s opposition is two-sided. First, she nad believe that her white peers should be made
to feel like they directly aided the oppressiomufitiple peoples and second, it is not a history
that she was a part of at all as an immigrant.saiiet “that is the weird thing about SVC is that

white people are speaking bad about being whitgopssed to promoting understanding. They
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are kind of contributing this reverse racism angbsation within the on campus community.”
Talking about American history not being her higtdMargaret explained,

I look like and | speak like | am ‘white’ but myeestors are from half way across the

world, you know but | found myself beginning to fgeilty for these things. Beginning

to feel guilty about slavery and all that as opplo®ejust condemning it as an outsider.

That was when | realized that | was beginning & fieat way and that was again a cause

for concern because | felt like | was being braasted into feeling guilt and kind of

being ashamed for something, if | think aboutlittee bit | realize, ‘wait a minute, this
has nothing to do with me.’
We transitioned from the adoption of white guilthe larger white campus community’s
interactions with white guilt and Margaret’s obsarens of that process.

The panels and discussions that Margaret attelefiduer feeling that whites are self-
deprecating about their whiteness in an attempayoto the campus community “please don’t
hate me.” When she saw white student members ¢ wtudent anti-racist clubs speak so
negatively about whiteness she heard, “I am whteldeel guilty and | feel like this sort of club
[will] show that | am not racist and that | donke being white and that | am ready to help these
other, non-white people on campus.” She felt thetis a “backwards” way to act and only
added to the separation of the campus communisteFlag white guilt on campus made
Margaret sad. She also felt that no matter whaetheicity or immigration status of a white
student, they were excluded from the multicultinal and,

lumped into this group where we have to hold ligmester long classes on campus that

focus on whiteness and this and that, and | haeedéd discussions about that subject

on campus and they are so, they speak so condeymaimgut being white when actually
being white means nothing.

Margaret believed that white students on campusddvaot feel comfortable admitting
that they are politically correct because theyattempting to protect themselves from

accusations of being racist. She could say thiadme she considered herself “separate, | don’t

consider myself like a white student on campuslatah’'t consider myself ah, of a different
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race. Like | am half way between the two.” Margavanted to step beyond whiteness and
monolithic color categories to focus on ethnicitgldamilial origin, taking issue with
generalized statements about whiteness. “Whenrlgemple say, ‘oh yeah, you are white’, |
don't like that. | feel like the connotation of wihas become something, like white people are
bland, white people are boring.”
As we talked about whiteness, we both came taheséerm “baggage” that is associated
with whiteness when generalized statements are nvalgaret shared,
| feel like the term white has become almost likalywnot a racial slur. It might be
extreme to say but it is a way of offending some&Aee, you are just white.” ‘Stupid
white people.” You know, stuff like that.
Another term we came to use during our time toge#tfas duality when referring to Margaret’'s
status as a white student and a minority studdnhKing about her duality, she told me how
SVC is not representative of the larger city inebhit is located. She reiterated that 10 minutes
from her Armenian community she is in a world whikttows very little about her ethnicity and
cultural values. “So there is definite duality...efdike | have taken a flight across the country
where there is no Armenians at all, all of a sudidem anonymous in every way, shape, and
form.”
Margaret’s feelings of anonymity gave way to realj that contempt existed for both
Armenians and whites when she arrived on campus,
One thing that changed is that um, when | was yeuhwas less aware of how much of
disdain there is out there for Armenians in [thg]cnd for white people. So | learned
about the disdain for white people when | cameM@ 3 learned about what people, what
negative impressions they had of Armenians.
To further illustrate her point, she told me abemtountered racism while working on a political

campaign for an Armenian candidate. Working in anghbank, Margaret spoke with a woman

voter who said she would never vote for a candiddtese name was Armenian and abruptly
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hung up. She recalled feeling hurt and described f&a child like hurt; it wasn’t anger it was just
pain.” Margaret said that she learned a lot att@inent. She learned that while there are
opportunities to interact and learn about otheth@éworld, there are also lots of opportunities to
be hurt. Margaret was clear that she saw it agpaortunity to challenge or change stereotypes

that exist within people.
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CHAPTER 5
RONALDINHO

| find myself back in the quad at Sunshine Valtoillege (SVC) on a Friday afternoon
and the campus is alive with a weekend vibe. Thezemarkedly more people playing Frisbee,
soccer, and strolling across campus compared wythast visit during the mid-week. There are
also lots of people walking to and from the poolcampus at the athletic center passing through
the patches of sunshine that are peeking througritwve of trees that line the quad. As | sit and
soak in the campus, a cool refreshing breeze flmatarrying the quiet conversations and
laughs of passersby. As | sat and soaked in thpeaimeneath the shade of an old tree, a cool
breeze floated by carrying the quiet conversatamslaughs of passersbyoticed a young
man who was tall and lanky with brownish blond hRionaldinho. Smiling, he approached me
with a long stride wearing a tie-dye t-shirt, Cagisile pants, and cross trainer tennis shoes. He
had an easygoing demeanor. Ronaldinho was calmtyartable in his skin. As | came to find,
comfort was an important construct that he soughtrohis day-to-day existence.

Ronaldinho was a sophomore at SVC pursuing andis@plinary degree. He hailed
from a large city in the Northwest United Stated aame from a family that | would consider to
be upper middle class because his parents weregbaissionals in the medical field. He was
an odd mix of timid yet vocal and this played aubur 90-minute conversation. He talked a lot
but was guarded in the process almost checkingeaotecking each word before and as he
spoke them. It made for a very choppy analysislaaild tell during our time together that he
was guarded and protecting some aspects of hig fston public consumption. | never felt that
he was playing games with me or the research psdagswas being very thoughtful and

mindful of all the people he was representing aidrring to.

51



Ronaldinho was the youngest of 5 and follows d@hmg Peter, who recently graduated
from SVC. Peter attended SVC with a different acaiddocus and varied social and
involvement choices than Ronaldinho. Their parargee retired professionals from the medical
field and believed, “helping people is part of thHeb. They wanted us to be aware that
everybody should have the same opportunity andybedly deserves the same sort of treatments
and benefits and everything like that.” Ronaldifiboused on his mother’s involvement during
his academic career,

my mom has been involved with the schools and¢dtat a mainly minority middle

school for a while so | mean she was definitelyagyggl in that a bit but not really much

other than that. She never directly addressedsssuiess it was really relevant to either
their [his parents] or our [himself or his siblifdgjses in terms of the schools that we
would go to.
Though his mother was actively involved in his aratt career and participated in ride sharing
programs, Ronaldinho’s stories showed it was basa@ on her children’s academics than
helping the greater community. Ronaldinho neveltyeliscussed his father’s involvement in his
academic career. He also did not recall his pategitsg active in social-political movements or
organizations.

During our time together, we discussed and costirto dance around the issue of his
family. He shared that as he grew more sociallydagéhfrom his high school to college career;
Ronaldinho developed differing views from his fayralks illustrated in this reflection on a recent
holiday dinner conversation,

We definitely don’t agree on everything, you knokdt example, Thanksgiving dinner

we ended up having this big discussion about thiegoand prisons and all sorts of stuff

like that and | realize it’s really a fairly complessue to try to deal with but | think that it
has definitely influenced me to be a good persoeveyybody you come across and all
there is to it...[adding] | will bring something upéthey will, | think really listen and
really try to understand things a bit better whikhice. They just won't like shut off or

you know, they won’t say like, ‘oh, you are just..dkes a gesture that refers to being
young or misguided]
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Even though Ronaldinho said that his family madeféort to listen, | was left with the
impression that the conversation presented in hasKsgiving example was onelef's agree to
disagree.

Ronaldinho’s upbringing in a metropolitan citytire Northwest United States afforded
him the opportunity to experience multiple momesftdifference. He first shared a story about
visiting a school campus with his mother when he pr@paring to enter kindergarten that she
“always mentions” to him. The elementary school btdtified academic levels: an advanced
program with two lower levels filling out the thréered hierarchy. Ronaldinho recalled that

[my mom] didn’t like it at all. Just how you watk one classroom and it would be

mainly white kids and you would go into anotherssiamom and it would be mainly

minority kids from around the area [inner city] araim guessing that like that might be
one of the first times that | realized that thisolhsocial construct of race might be
somehow be important. | might have just suddenby gt to myself, ‘Wait this is kind
of confusing. Like what is the link here?’ Why, dibthe kids in one class look like this

[white] and why do all the kids in another classkdike this [mix of minority

backgrounds] you know, | couldn’t really like ptat whole confusion into words at all.

The Cultural Relations Program at Ronaldinho’$tsghool added to his desire to
explore issues of difference and armed him withfthiadations of a lexicon to name and refer
to issues. He described the program as an opptytuni

where people would just come together like rangoihey weren’t divided by their

classes or something like that. It was just likaradom group of people that were put

together in a group and there would be a singldit&tor that would go through and
bring these sorts of questions around race, geadeio-economic background and
sexuality. We would go through and talk about ¢higsngs that were something | really
enjoyed.
Ronaldinho was eager to discuss issues of racdigarsity that fueled his collegiate choice as
well as micro choices while on campus such as wieelige, what groups to join to, and what

friendship circles to develop. When reflecting as time as a member of the Cultural Relations

Program, Ronaldinho said, “it was just a good ofputy to think about questions like privilege
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and everything like that.” Asking if they used texiike those, he added “yeah, | mean, that was
one component. They had a little exercise wherg $hg [a statement or ask a question and] you
ah, step forward if you have ever [experienced, fioatinstance have you] been followed around
through a store.” This exercise is often refereds the privilege walk. Ronaldinho was only
able to participate in the program for one yeaabse it was discontinued for reasons
unbeknownst to him.

Throughout our conversation Ronaldinho referredeimg comfortable and relating
comfort to navigating more challenging situatiods. recalled smaller cues in junior high school
related to difference and diversity He first recmehlanguage used on his campus,

well I mean it | think it was definitely just moepparent because people would always

be talking about the APP kids, the Spectrum kidstae Regular Program kids. You end

up figuring out what that was the code words for.u.ymuld be able to better realize
what was really going on in terms of the ethnimiitees and stuff like that.
The reference to language on campus for Ronaldi@sojuxtaposed by the placement of posters
and flyers referring to and embracing diversitye $4id,

the classes | was taking as well had a big pdrhinsocial justice awareness], | mean,

there wasn't that much in the way of like racialuss that we really discussed, hardcore.

It was always just like a general thing, you woskg little posters in the hall that would

say like ‘diversity’ and those sorts of things.

Some salient moments that stuck out in Ronaldsmhahd were seemingly mundane at
times and not always directly related to the classr environment. As we talked about his
memories of things like posters in the hallway lesw classes, we came to see that his
experiences in junior high school began to cryigehis broader view related to issues of race,
difference, and diversity;

| mean, definitely, it's all just been a develgpsituation. | am really a lot more

comfortable with who | am now in college compatedhigh school just in terms of being
aware of everything and you know, being more catalidle around people from a variety
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of different groups. | think that it has just beeslow and gradually constant
development.

Ronaldinho’s growing comfort and new level of awaass affected his college choice and
subsequent on campus choices.

Prior to attending SVC, Ronaldinho submitted apliaption to live in the multicultural
hall on campus and was accepted. It was challeragifigst because “basically half the people in
my hall already knew each other [because] a lohem did this summer program right before
your freshmen year that was an opportunity to ohicee people different backgrounds to college
life.” The SVC summer program promoted academ@cssss, community, and a culture of
discussing and addressing issues of race andggeiRonaldinho entered the hall as a stranger
but found,

a bunch of the people [who] already knew each dthey just really welcomed me. Even

the first week, you know, every other night we wbheé sitting down in our rooms and

talking about issues centering around race or gesrdgexuality or we would have just a

kicking dance party or something, it was so much fu
As Ronaldinho’s comfort level grew in the multiautl hall, he was able to leap right into
discussions about privilege and difference insiug @utside the confines of the Multicultural
Hall. He reflected that he was,

able to have these discussions with people ankyow, being able to be open about

feeling like, ‘oh, I am white person and | cantktabout these things.” They just made

me feel comfortable and just welcomed me and itdess like that ever since like just
being able to talk to anybody about these sorthings.
Ronaldinho noted that living at the multiculturallhhas been an essential part of his life at SVC
that supplemented his academic experiences.
Ronaldinho encountered situations in which hetbatkcide what was more important—

exploring racial issues and possibly making a rkestar remaining in a familiar role as a silent

supporter. The Multicultural Hall provided a safevieonment with a regularly occurring cast
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that fostered familiarity and comfort. When pladegbublic situations, away from the friendly
confines of the hall Ronaldinho experienced “igmti@omments and actions. It was in these
public situations where he had to deal with the petween his social ideals and their practical
application. All this was layered with his beingvhite male amongst peers and people he
respected and cared for but who did not necessrdye his views. The confines of the
Multicultural Hall protected him from the power afdis)use of words in the everyday
environment.

In addition to his immersion in the Multiculturdhll, Ronaldinho was a member of
several racial/ethnic minority student (r/e ms)up®. During his first-year, he sampled a variety
of student groups in what | dubbed a buffet stglecion process, trying a little of everything. |
asked him how he arrived at his final membershgegs and he provided a few criteria such as
“groups | felt really something that I could reafjgin from it,” “where we would actually talk
about something important,” “I would have a chatechang around with people that | was
friends with and get to meet new people,” and “hswme sort of comfortable atmosphere.”
When coupled with a rigorous course schedule amdyelut some personal time, his criteria
assisted in selecting groups that met his needslaldt criterion of a comfortable atmosphere is
less tangible than the others and also translatbdgtchoosing SVC. When referring to the
relaxed climate Ronaldinho said the campus had a,

comfortable atmosphere to it. It is kind of actyahe of the things that drew me to SVC.

It's the stuff that draws me to these clubs iust] you know, a feeling, just an

atmosphere. It is like something is going welle¢lfcomfortable...l can't really put my

finger on it.
After clarifying his criteria he boiled them dowm the following,

it is mainly just hearing what different peoplevbdo say, really. you aren’t going to be
able get really the same sort of discussionsggon, with how people feel about the
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kids in their classes and stuff like that and by are treated if, somebody’s asked like,
‘oh, like how do you feel about this, you knowgdslack kid in the classroom?’

Ronaldinho explained that when listening to pe@pié hearing what they have to say, it is
important to provide a comfortable environment smfs of view can be conveyed, and
received.

Later in our conversation, Ronaldinho returneddmfortable conversations when
referring to friendship groups outside of the Muitiural Hall. He compared the types of
conversations he had with friends,

Usually if I am just hanging out with a group aehds from somewhere else on campus

there usually isn’t that sort of [comfortable] atspbere of directly talking about those

sorts of issues [race, power, privilege, etc.] anderstanding. There might be one person
of color a group of friends that | am hanging amwnth but not the same level of
discussion. It’s just like the general liberal tpiof talking about, ‘hooray for Barack

Obama’ or something like that.

Outside the Multicultural Hall, Ronaldinho’s consations covered a wider range of topics, were
less focused on social justice, and remained sigp@rdnd politically correct. However, when
inside the Multicultural Hall, he stated conversas were focused more on issues of race,
power, and privilege and reached a deeper levexploration. Outside the Multicultural Hall, in
the general campus environment and off campus Rl experienced situations and
comments that caught him off guard because of theénsitive tone and ignorant meaning.
Although he believed in social equality and suppddocial justice, he did not always speak up
explaining, “sometimes | am not able to really camnéand say something but it is something
that | am working on.”

Ronaldinho focused on “just trying to understaritere somebody is coming from” and

tried to follow that person’s thought processesgdee the following example,

trying to understand where someone is coming frotarms of advocating for only
heterosexual marriage and trying to understand evtiery are coming from in terms of
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their culture and everything like that...trying tortk about [the issue] in different ways
and understanding how their life has been and ey $ee things. Rather than just
solely limiting it to how | see things and how Irtk that | would act in this situation or
what | believe.
In these instances, Ronaldinho tried to place Hims¢hat “person’s shoes” to look at the topic
being discussed. He felt that honesty was a laagegb the process that must be shared by and
between each person involved in the conversatibay Thay disagree about an issue but he
stressed that “knowing where | am coming fromfiportant] in order to understand the
difference between my perspective and another pargperspective.” This has led him to
approach conversations in a more open way in wenelnyone can express their thoughts and
opinions while not being criticized. He strives the conversations to become explorations of
ideas with someone that can possibly change teespective from being closed to open.
Ronaldinho and | talked about how he felt amongeubeers. He described the few
white males who lived in the Multicultural Hall ahdw they shared the same social justice
orientations even though they had different backds, tastes in music, and interests. When
thinking about other white males across campus Rore offered,
it is always interesting looking at other whitelasaaround campus who are involved in
these sorts of issues and trying to really figpuehow committed they were to these
sorts of things. [He found himself trying] notlie judgmental immediately thinking like,
‘oh, you are just another white person.’
Ronaldinho spoke highly of a relationship he depetbwith a white female friend, Shelly, who
was a “really great resource for me in terms oh@eible to talk to her comfortably.” Shelly was
a sounding board for issues related to race an@&pdynamics. She gave Ronaldinho counter

viewpoints and a different gendered perspective the male counterparts could provide. He

explained,

58



it is always really eye opening, the kind of corsations that | have had with her because

she is also involved in like the [white studentuyp@n campus] and [her background and

major] so she is constantly thinking about thos#ssaf things.
When he would pose a question about whitenesscmmeon campus Shelly offered,

something completely opposite it is where shemiag from being a woman and the

experiences that she has had she might feel nkerevhiteness is like, like there is

sexual repression there, too.
Their friendship was an important part of his cgiite experience and allowed him to better
develop his thoughts about issues of whitenessaasim.

Outside of his racially minded support group, Rdimdno had to navigate friends and
peers who “are kind of ignorant of racial issued some people just kind of like ah, put that on
the back burner.” He referred to his need to benzagt of the level of distrust he had for
ignorant white peers who were not involved withiahdialogues and activism across campus.
He expressed a persistent effort to keep in mimadyeperson’s individual circumstances and
experiences. When talking with these people alsué,he took a different approach focused on
“being able to relate something that they are tgjlabout relating gender issues” for example.
By getting them to talk about something that isam@nt to them such as gender issues,
Ronaldinho overlays race on their conversationnalig peers to ease into a racial discussion
that they might otherwise avoid. “I can bring tbaer to racial issues to try to get multiple
perspectives on things. Multiple ways of thinkirigpat these sorts of issues.” He talked about
apathy that was present in the majority of his @/pieers, which he attributed to busy collegiate
schedules coupled with their pre-college experiends whites who believe in social justice, we

discussed the struggle of balancing a social hig flzeing cognizant of not marginalizing issues

and beliefs that are important to one’s self. Lasg him that as white people and particularly as
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white males, this struggle never gets completedplked nor should it ever become a thing that

is not thought about because that is when systemmieness takes root again.
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CHAPTER 6
FELIX

As | walk through the Sunshine Valley campus tiveate is vastly different compared to
my previous visits. 51 degrees, downpours, wing, foist...am | still in the southwest? |
walked through the misty drizzle on a dreary Frit@he library for my % interview. The
campus was still bustling with foot traffic, studeflowing to and from classes. | entered the
library and promptly signed in, having become atmued to campus procedures. The student
worker was somewhat surprised that a visitor alstsabpped by the librargndsigned in.

The library entrance was alive with the chattep@edple talking, six in a circle, and the
library student worker chatted with someone atcthenter. The group discussed their classes
and made fun of learning objectives and other facktheir classes; as they were concluding,
they headed out in the gloom. Once they left thdyoarea, it plunged back into the customary
realms of library silence. The buzz of the air glating, footsteps in the ladder well, empty
metal carts being pushed, and the rustling of [gay® brushing against one another echo out in
every direction.

| settle into a green overstuffed leather chait ihane of six in a circle just off to the left
of the library entryway, which has become part gfpre-interview routine. | used this time to
think about communications with Felix and how miterview might play out. Felix entered the
library, looked around the entryway through dadyare framed glasses and walked towards me
as | stood to greet him. He wore stylish clothes laad a put together look that matched his cool
and confident personae.

Felix comes from the western United States ank &mointeresting pathway through the

educational system. He attended a private kindengdinrough ninth grade school based on an
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international model. Upon graduation he no longanted to continue in private school, wanting
a more diverse environment. Felix started tentldgt a large public, metropolitan high school,
Crossroads High School where he became very indotveebate, which heavily influenced his
worldview and ultimately led him to Sunshine Vallégllege. Felix was a sophomore who
majored in a Social Science with a minor in Art¢l&manities. He was very politically active
and had grown passionate about issues of diveesjtyity, and social justice.

The international, progressive Maple Leaf Elemgn&chool he attended was comprised
of children from wealthy families and was fairlyrhogenous, according to Felix who said, “the
school itself was almost entirely white and mogtiyvish”. Felix recalled the climate of the
school, including a specific group called Connawid'we had a lot of strange tensions within
the school. We had this group called Connectionshwyas meant to be a diversity oriented
group trying to inform people on that level [butpiasn’t a particularly well structured group.”
When discussing why he joined Connections, Felk noe, “I honestly don’t remember. | mean
| wasn’t super socially aware and | had some frsanto were in it.” On top of not being well
structured, there were some additional tensionscested with the teachers who moderated the
group. He described one of the teachers, Erica,“&s8rly radical black teacher” because of her
teaching style and approach to the curriculum. S¢teol had a set curriculum and Erica,

didn’t quite abide by [the curriculum] and designein kind of, she erred in favor of, she

taught us a lot of (chuckles) um, Malcolm X. Shd ha read Malcolm X’s biography

and had us do an extensive paper on Martin Lutleg,KIr. She was meant to be
teaching us about the Harlem Renaissance and wgetallittle of that but | think like
she, | think she made a lot of teachers or patentsof uncomfortable...

The other teacher Felix mentioned during his elg¢argrschool reflection was Christopher, the

school diversity coordinator who was also involvath Connections. Felix described him as a

“gay black guy” who was harassed quite a bit. “‘¢Brand Christopher] ended up getting a lot of
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hate mail, it was sort of ambiguous but you knoxplieitly racist homophobic, hate mail”,
which Felix thought could have originated from “[i@} students probably [their] parents
actually but [the threats] could have been [madestudents as well.” The buildup of
harassment and negative feelings towards both éeatdad Erica to leave the campus. Felix
described the situation,

they were friends and kind of did stuff with ther@ections group. [Erica] didn’t really

get along with a lot of teachers and she was aocd@dmbative kind of character. So |

think without knowing the exact details of what gaitics within the administration
machine were, they ended up (makes quotationshigtfingers) “retiring” her to another
school. The implication there being that [Ericalswmished out [of the school] or at least
that is what the students thought.
Christopher stayed on campus for a time after Fatixed on to high school and he does not
know if the teacher remained a permanent fixtureampus.

Felix did not readily divulge information about Hi#nily and skillfully navigated around
the topic. He did not make mention of siblings draivhis parents did professionally. Looking
back over our conversation | found only one refeeemade to his parents that was related to
their support of his transition from private to palschool,

| mean my parents were like fine with, | mean, they both, you know, smatrt like |

mean | wasn't but | mean they are both good, yamkrsort of liberal people so they

were, | mean, they were cool with the idea of mmallaf getting out [of private school].

As Felix ended his K9 tenure at Maple Leaf Elemenitee realized that he wanted to
experience new settings, people, and culturesakte §the desire to experience diversity]
appealed to my sense of wanting tometreyou know,seein that sense to see what the other
campus was like and get more perspective on iti§ Ted him to attend Crossroads High School.

“I chose to go there because it wasn’t a smallgteischool and had a lot of good extracurricular

stuff.” While recalling issues of difference on gaus, Felix discussed two of his friends,
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| had a couple black friends who were from moieilgged backgrounds. They did
debate or speech, actually respectively one diddpand one did debate...so there were
moments where kids would be joking around and ke lah, you are not really black.
You're, you are white because you are wearing,graaw, like, kind of preppy clothes
and like you are doing this and you are well spdk&a | mean moments like that where
it is suddenly because they are you know, smartagether and like dress a certain
way...So those would always kind of be a pretty starkinder of ah, [under his breath]
difference | guess.

Felix reflected that on a daily basis he faceddssaf difference because of the campus
environment,

The vast majority of the school was black, Latind éhen there was this small minority

well not the majority of the school was you knowhite or was seen as white and in most

of the X and AP classes you mostly just saw whids .k
Overall, it appeared that attending Crossroads Bigfool contributed to Felix’s change in
perspective due to his membership in student granddife experiences.

Although, Crossroads High School was part of arffadbad public school system in
general”, it had a faculty that Felix consideredb&o“fairly high caliber teachers.” The teacher
guality attracted students from various privateosts in the area as well as students who
transferred there as a normal next step in thdalipeducational career. Felix described
Crossroads High School this way,

it attracted a lot of kids who went to little prieaschools and some of the magnet schools

as well as the low end, non-normative junior hightsere was a fairly exclusive, | mean

it's kind of trite to say that two [private] schadimake up] maybe one fourth of the
school and are white [who] took AP classes ancewerd of, you know, privileged on
that level and then there is everyone else ane tlvasn’t exactly any hostility. Those
relationships there were pretty benign so it dide@m like there was tension between

[majority and minority] groups like that but umetie, | mean, it was, it was just

something that was there.

Felix noted the socio-economic advantages thaptivately schooled white students possessed

who came from privileged families, as he did, ahdse to attend Crossroads High School. As

high school went along, Felix became “more cynatadut [issues of diversity] because a lot of
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like privileged white kids that go there and it &iaf, it becomes a tourist kind of thing, by the
end of high school | was not particularly fond o5 | listened to Felix recount his high school
experiences, talking about campus environment Amaie, he began to mention several
exchanges between high school staff and minornitgesits that he had heard about. “There were
a number of incidents involving advisors who wodisicourage black students from taking
advanced classes and stuff like that and so, yowksome kind of fishy stuff going on.”

Felix began to be conscious of diversity, powad pgrivilege because of his involvement
in the debate club. He emphasized, “I did debatehvprobably informed me and gave me a
pretty critical lens and that was actually, in terof my academic and intellectual development it
was probably the biggest thing, really.” Debatertaialy radically helped change the way that |
looked at things.” Politically, Felix also beganget involved in city and state politics “doing a
lot of stuff with progressive politics.” Enteringd debate world exposed Felix to more than just
the “nitty gritty little policy details”. He learmke“Marxist theory and like stuff like that so there
is a lot of kind of like higher level theory.” Adif these experiences and knowledge bases
coalesced for Felix into awareness about his racidlsocio-economic privileges. Felix
explained the culture and climate of the debateraanity,

Debate tends to still have a more privileged benitl hecause the structure of debate is

pretty alienating. It is not the way you would naliy have a formal debate with

someone; it's incredibly fast like blindingly fastterms of speed so you normally don’t

really understand it if you were not trained in it.
Along with the speedy format, which can isolatesadgrs, debate participants generally are a
part of debate camps, which cost money, which campte an “exclusionary culture within it.”

Felix described debate teams from other schootsadthe country, specifically some

teams comprised of minority students who debatedays that critiqued the system of privilege

and exclusion. “Their debates were like performakoed of critiques of that white culture of
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debate...drawing on Freire” and similar theoriststkvdle described how some of these teams
with primarily minority students began to win detsbased on their debate and presentation
skills resulting in backlash from the majority whidebate teams,

a couple of really talented inner city schoold thed developed really good speech

programs and created a lot of controversy withendpeech community. [As other

primarily white debate teams] were losing to théeytwere like, ‘ah, this is just like

these kind of black-sploitation performances’ lbuteality they were just really good

speeches that tended to draw on themes that wheel puit of certain communities.
Along with debate, Felix was a member of the highos! choir. The choir “was one of the few
actual places in high school where there was aatterlaction between gender, race.”

When Felix transitioned to Sunshine Valley College ventured farther West away from
home as well as from a large, public high schockbato the small, private educational
environment. He told me,

[Sunshine Valley College] is cool in a lot of waytsdoes have a significantly more

diverse population than a lot of other similarljuaied liberal arts schools but at the same

time | think that the dynamics which | saw at warlkhigh school are still sort of here.
Felix felt that the majority of white students atidt support issues of diversity but knew enough
of the jargon to get by in diversity trainings arwhtent sections of courses. He added that white
students, “might understand the spark notes yowkptayed it cool like ‘Oh, we get it.
Whatever, race is socially constructed blah, bbddih.” But like not really actually engaging
that.”

Felix considered himself different from the genevhite population on campus because
of his racial awareness and because the “vocabutany deploy in talking about that difference
is probably more sophisticated.” As he thought aloe differences between his high school

and college campuses, he noted,

my sense of it is that part of the thing thatagng on in high school is because there
weren’t people pushing back in either directiomdreither group of people [minority and
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majority]. There was a very passive and kind ofitpeischism between the privileged
and the unprivileged. At Sunshine Valley Collegeoagst minority students I think that
they're more radicalized in way, in a good waymig mind but in a way that means there
is more of a tendency towards critique, | think\idrite kids here they tend to be more
reactionary.
He also surmised that other white students werg@erally exposed to such discussions,
leaving them unable to adequately and comfortalsiguss such issues,
| don’t really remember a lot of us really talkiagout difference and occasionally we
would come off and like say like stupid sort ofisashit like, ‘oh, make sure to, you
know, not step on any black girls shoes’ and yoomkrstuff like that but there weren'’t
ever any really serious discussions about the aliadwgue and stuff like that...there is
more tension there, just because, | think thatevb&ople don’t like being told that they
do bad shit and that they’'re benefiting from thstegn.
As a member of the white community and aware afésof difference, Felix felt conflicted
because he maintained relationships with racigityrant white students yet, considered himself
a racial justice activist who had meaningful frishgbs with racial/ethnic minority students.
Referring to his friends who were not racial justadvocates, Felix said, “[my friends]
still have a lot of good characteristics even étimay have been built into a certain mindset
which works towards maintaining their white prigk” Felix and his white friends did not talk
about social justice issues because they knew dt®utvolvement with the campus white
student organization and beliefs about issueswarslity and equity. Reflecting back on those
conversations, Felix said, “I will confront peoptegeneral if that happens but at the same time,
it is like that is part of what is weird aboutittis something that we generally do not talk about
Although Felix wanted to be active and promote @amass amongst his white friends, he felt
conflicted because he feared he would end up direpthem. He strove to balance the fight

against racism while keeping his white friends, wiloanot believe the same things as he does,

| will occasionally confront people so it becammpic that is sort of limited but at the
same time like people you know occasionally salelltenign stupid remarks and | don’t
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want to antagonize my friends...| have never readlgrbable to figure out how to

manage it exactly.

The racial campus dynamic and subsequent disaisssoolved around Henry Hall, the
only multicultural hall on campus. “[Henry Hall] wghere, | don’t know the exact numbers but
my sense is, | am nearly certain that is wheres#s¢ majority of [racial/ethnic minority]
students at Sunshine Valley College live.” Acknadgmg that he had friends who lived in
Henry Hall and that it was a “cool” place to hang,d-elix felt the dorm structure of the campus
created multiple silos. These silos served as @rante to making friends outside of a particular
hall,

because of the [dorm system at Sunshine Valleyp#ople | lived around my freshman

year were mostly white people and so most of thsecfriends that | had developed

during that time tended to be white and | did not@[the campus summer multicultural
program] because | really was not aware of it.l#&odrganic development of my social
circle most my friends are [white] but at the samee | have a lot, you know, a fair
amount of friends are not white and are not neci#g$am those circles.
It occurred to Felix that his friendship circles @mpus developed in response to his
environment. Armed with theory, vocabulary, andedse friendships, Felix still found,

It is a weird thing to navigate because even antagst of my good friends you know,

they still have, | mean, they sort of know me (@eghs) my tendency to like blow up

when [topics of race and privilege] comes up 38 generally something that is avoided

(chuckles).

Felix's comment is interesting because later hesibeing conflicted about how to talk about
these issues and ultimately decides to not sayhangybecause he does not want to lose his
friends, no matter what their views on race are.

As we talked about his social circles and campuslvement, we discussed the

formation of the white student group and Felix'stiggpation in it. The purpose of this group

was to foster anti-racist discussion among whiteets while trying to enact some sort of
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presence for change. The initial group consisteal lvdindful of white students interested in

issues of race and social justice. In responsleetgtoup’s formation, a college panel composed

of racial/ethnic minority student group leaderguly, and staff was created in order to talk

about campus impact the group might have. Thereawasptimistic consensus that the group,
was a very kind of positive thing, the idea beiogénerate the kind of discourse about
race but also just helping enable white student®tdront white privilege and how it is
that they help contribute to racism in a way tlsatealthy.

Although, the campus review panel thought thetas a positive thing, the group
encountered opposition and controversy on campus opposition stemmed from the broader
idea “that white people are garnering the bené&fii the dominating system or a system which
privileges one group and oppresses another.” Ih awgystem, individuals question how white
people would be able to step away from such pgeléhe response was that these white
students “should bear unique responsibility foe[tlismantlement [of that systemic
oppression].” This task was compounded by the perdesxistence of a “kind of widespread
ignorance amongst white students within the camptisregards to race, if not an unwillingness
to confront it or actually deal with it.”

The first meeting of the white student group, wydattended by a racially diverse group
of students, focused on addressing the major aatf the editorial piece and resulted in the
word white being put in quotations. Once that nmegetioncluded and the publicity around the
group’s formation faded, so did attendance. Fdlik fbasically the fire got burnt out fairly
quickly um, so membership kind of fell off.”

Throughout the brief life of the group, it encoenetd hurdles to becoming a solidified
campus group with a stable membership base. Ini@xhbership consisted of five people who

met bi-weekly at lunch and discussed various isselased to race. Felix poignantly notes, “it is
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hard because it is one of those things where wéharenly sort of movement where you have to
try to bring people in by telling them how bad theg.” In addition to skepticism and
controversy from the campus community, the grogpdaan uncertain future because of
interpersonal dynamics amongst founding membetiseofjroup. The white student group had a
small operating budget coupled with inconsisteati&ship posing serious obstacles to its
growth. Felix remembered that the group attemptezbtsponsor an event with an ex-Neo Nazi
speaker because of its limited budget. The spes&sralready scheduled to present for another
group and “we were just kind of tagging along oaittltoat tails trying to like get some people
that way.”

Felix described the group’s leadership dynamickiasl of a struggling endeavor. There
were a lot of differences between and within thegbe who were on the E-Board. There were
tensions there and it wasn't like the greatest ¢bieyn” Those dynamics led Felix to believe that
the group was losing focus and diluting any inflcert had on campus. “It's basically been an
ongoing effort to try to bring people in. It hasjleen hard. We ended up taking a break for this
semester because two the E-Board people are garstdy abroad]. We will see what
happens.” At the time this research was complebedyhite student group was not active since
the hiatus.

In addition to being a member of the white studgoup, Felix was a member of the
Black Student Alliance (BSA) and attended with finisnd “as gesture of solidarity” towards his
African American peers. Felix referred to the BSAlisnate, as “sort of weird and there was a
little anxiety.” He noted the anxiety intensifieffea the joint meeting was held between the BSA

and the white student group; “it was just like allseintense thing.” The joint meeting was laden
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with misunderstandings and miscommunication, winiebatively affected Felix and some other
participants.

One of several issues exposed during the jointingeatas safe space on campus for
racial/ethnic minority students. The intense fagiand comments about issues of space on
campus shared at the joint meeting made Felix hggpesitive. He became uncomfortable and
eventually stopped attending BSA meetings. Felliebed,

if even a few people there are uncomfortable witly pttending a meeting] that | really

[did not] want to be putting them in that positionif | was even in position to put them

in that position. Frankly, | kind of understandttpaint of view and to me it makes sense

to have...their own space.

Later in our conversation Felix returned to hisughts on being a member of the BSA,
“I am not going to lie, 1 did feel sort of, out ofy element a little bit. | felt like 1 was imposing
myself or like | didn’t quite belong there.” He ddie was one of a handful of white students
present at the BSA meetings. Although he stredsstdathite students were welcomed and
African American students seated nearby treatedweih) he still felt like he was imposing and
that he “didn’t really necessarily belong therevel with BSA leadership being overtly
supportive of white student attendance, Felix vigrexalled, “there being a couple people who
kind of had these sort of questioning looks onrtfeges.” Compared to his experiences in other
student groups on campus Felix told me that,

[the other groups were] a lot more ambiguous hibnbecause most other groups | am

involved with are intellectual things where | candparry with and be able to like push

people around with, not that | am like super likeslpy person, but like could be more
gamey sort of things and there is more comfortehath that [for me]. [Having] that
option there, yeah, so more sense of security valsesth this [BSA meeting] that

[comfort level/sense of security] wasn’t there.l®@ean my main instinct was like kind

of like | wanted to show like solidarity and shdwat you know, for the black struggle
against white domination and [show] | am a pafikef want to be a part of that.
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Felix’s internal conflict of how to reconcile beigcomfortable as a white person, BSA
member, and wanting to show solidarity to his réethnic minority peers resulted in his
withdrawal from the group. He still strived to bewpportive member of the campus community
although not as a sustained member of the BSA. ‘@mey main things [was that] | didn’t want
to take up a lot of space and be kind of...I dontwnit was sort of, | was kind of conflicted on
that front | guess.”

As we revisited these experiences, | asked absytdnsonal development and growth
since these events lead to his withdrawal. Felilebed his activity on campus with issues of
diversity and social justice showed that his irgeend dedication were real and “certainly not
just like a kind of superficial niche you know, shthat | am like, | am down wit it [sic].” Felix
shared how his whiteness was a barrier to trulyetstdnding a racial/ethnic minority
experience,

the idea that | could you know, empathize or yealiderstand what [racial/ethnic

minority students] go through, the way in whichytlstruggle is foolish and naive and so

| think that to even pretend that | could actualkéya part of the group on the inside.
Felix was unsure how he would feel returning togheup noting, “I would like to think that is
how | feel [more comfortable] when | get there batean, | don’t know.” In particular, | asked
if he would return as a sustained member of BSA ti@at/he is more secure in his whiteness, “I
just feel in terms of, at least on a strategic lleMhink | can do more working outside the group
and but also like just like on a personal comfevel | am probably better on the outside.”.
Although, he built some social capital within tlaeial/ethnic minority student groups, Felix

said, “l don’t know that | would do this [return asnember of BSA], do it again.”
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CHAPTER 7
SHILO

| find myself in East Lansing, Michigan amidstdb& inches of snow and blustery winds,
which make me think fondly of the cool and rainynter of the West Coast. | was introduced to
Shilo via a third party whom | contacted looking participants. Shilo was a 20 year old, third
year student at Sunshine Valley College (SVC) miagpin an interdisciplinary program with
social justice themes. She was interested in @y afrtopics and was always involved in
creative writing, which provided a strong basisHer involvement in racial/ethnic minority
student (r/e ms) groups. At the time of our intewj she was studying writing styles at a
university in a major metropolitan city on the E@siast for a semester. Interviewing Shilo over
the phone was interesting because | was not aldleeick my mental image of her and read
physical cues during our time together.

Shilo grew up in the northeastern United Stateanimipper middle class suburban
community about 45 minutes from a large metropolEast Coast city. Shilo’s parents were
married and still together at the time of the ivitew. This was important for Shilo’s story
because, “almost [all] of the close friendshipd thdeveloped, had divorced families. | don’t
know if that was just a coincidence or what? Butas like my family was the one that had the
parents that were together.” She talked aboutdsemhose parents were divorced or separated
and how she was chastised because she had “tleetfrhily like the one that the parents are
together.” She described her parents as cool, apbable, and fun. They both hailed from the
mid-Atlantic Coast and grew up Catholic, attendthgrch every Sunday. Her father worked in
engineering and her mother was a technical wiildrey both have these kind of electronic

jobs...it is not really my thing.”
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Shilo also had two sisters, one older and one geurCommenting about her place in the
family she said, “I am like the weird like middlgild.” Her younger sister, Susan, was 17 and a
high school senior preparing to enter college. ¢tker sister, Gayle, was 18 months older than
Shilo and a senior at an East Coast university nmgon Pre-Med. Shilo told me about how
different she was from Gayle who always had idexdiMedicine as her professional goal. Shilo
found her sister’s focus impressive contrastingdven academic mentality, as “I do not know
what | am doing.” Shilo and Gayle were also différeith respect to their focus on issues of
race and privilege, which led Shilo to be involweith r/e ms groups and shaped her social
interactions throughout her life. Shilo elaborated,

| do not think my older sister understands conghyeike my complicated relationship to

race because | think that like it never, it jusismot a thing for [her] and | think it is hard

to like talk to somebody that grew up in [our haaven] and [issues of race] just was not

a thing for them, you know? Because it was likehsal thing for me.

Shilo thought about this for a moment and couldaoohe up with a reason for her observation
since the sisters shared several similar expersetieg Shilo felt were very salient to issues of
race, privilege, and power. Shilo accepted that‘saenot really explain why...it did not hit her
like it hit me.” We talked about the differenceween Gayle and Shilo’s perspective about race
and how people experience events differently giherpoint they are at in their life.

Before we talked about her K-12 experiences, Shalased for a moment and said, “I
haven't ever really reflected on these time pergalg’s like just all coming together now'.In
second grade, Shilo befriended Jen, with whom shestill best friend today. In her hometown
there were mainly single-family homes but Jen agrdparents lived above a tailor shop in an
apartment. This stuck out to Shilo because herspgamerally all lived in houses like hers. When

she began to stay over at Jen’s house, Shilo wosickfference in cultural values and parental

styles. She said that Jen’s “parent’s parentinig styd just everything about what happened
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when | was over her house and what happened wheveneeat my house was totally
different...and | loved it. | loved being at her heliHer experiences with Jen’s family were
juxtaposed to her familial environment, which wasrenstructured and grounded in American
suburban traditions.

We transitioned from elementary to middle schogegiences where salient moments
with difference began to emerge. Shilo prefaced&ection by saying that she was,

never really a popular kid but | was always kindaofthe cusp...I think like | kind of

wanted to be a popular girl...but | didn’t have itne. | think | was a little bit too like

weird. | definitely didn’t have like the right like clbés or like attitude.
Shilo realized that throughout her life, experienagth difference were tied to popularity and
the friendship circles associated with her levgbabularity.

During middle school, Shilo attended a free sumwréing camp held on a local
university campus that brought children togetheéhwarying levels of writing proficiency from
different communities. Shilo referred to middle sghas a time when race became salient, “a lot
changed for me when | started doing this summeipcatdon’t think it impacted me
particularly heavily until the summer going intgleth grade.” Up to this point in her life, Shilo
felt the camp “was probably the most, racially,iseconomically, academically diverse group
of students that | had ever been immersed in.”édpeessed love for the camp several times and
how much those summers meant to her. The writingpoaas a place where she was a popular
kid compared to her in-school personae, sayingwésn’t quite like a cool kid.” The camp
environment also allowed attendees to become alpdamily. Shilo told me how they called
each other as brother and sister and how the ctafipvas referred to as aunts and uncles. It
provided a feeling of interconnectedness that sth@ak feel at school. She added that most of

her camp family was primarily black and that shiistfriends with most of the people in that
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family. Comparatively, experience at another camag weither as intense nor meaningful for her
because it lacked the diversity that she loveti@inriting camp.

This sleep away camp for like two weeks and thezeevike no black kids, which was

like something that I definitely noticed. | doniten know if | would have noticed that if

| hadn’t just been at the [writing camp]. | justdhthis like terrible time at sleep away

camp and | had like pictures that | had developendhfthis disposable camera of [writing

camp] and | just looked at them all the time ahd{ight] how like great my camp was
and | had this like nostalgia because | knew | iagring back there and | knew |
wasn’t going to have, when | went back to scho@ngVy wasn't going to have like the
type of community.
Shilo missed the intensity and connection of heting camp friendships in her day-to-day
routine and realized this “was disturbing for me.”

The city in which Shilo grew up was outside a maj@tropolitan area and as a result,
used a bussing program to bring children in fromdity to attend surrounding suburban
schools. Shilo described how the bussing progradSBRO) created issues around socio-
economic status (SES) and race when low SES Afdcaarican students were sent into low
SES white neighborhoods and tensions ensued. Beodtise long commute, the [BUSPRO)]
students had host families with whom they stayednight if a field trip or special program was
scheduled early the next morning. Shilo’s familysveahost family for a BUSPRO student,
which she recounted was, “my first experience witference.”

As Shilo entered eighth grade, the experienceriting camp continued to influence her.
She spoke about completely altering her friendshipes and the people she hung out with at
school. She started to associate with the BUSPR@ests, making it clear that, “it wasn't like a
total inclusion. | wouldn’t say that | was like paff their community.” She became close friends

with several of the BUSPRO students as well asrahuglents who “didn’t quite fit into like

the... [campus] mold.” Around the same time, Shikrtstd to date a BUSPRO student named
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Keith, which was a point of contention with her isdbn American female peers because there
were a limited number of African American malescampus.

High school for Shilo was wrought with change, oféhe biggest of which was that her
best friend Jen moved in with her, and Shilo’s ptadecame Jen’s legal guardians. The move
was a result of a second divorce for Jen’s mothikg then needed to return to Thailand to re-
center herself. Fitting in was no longer Shilo’skaton. “I was changed; | didn’t want to be in
the popular group anymore.” With her new social dimfis, she became angry about her
position in life and disagreed with the social éindncial status of her community. Shilo began
to get anxious about what she was missing by rawigig up during her “formative years” in
another more diverse place and was convinced grdtdmetown “wasn’t going to shape me
right. You know? It wasn’t going to shape me inkelthe person that | needed to be.” The
affluence of her hometown started to “turn her @ffid she found it uninteresting such that she
wanted to move away from this town.

In addition to rejecting all things that represenaéfluence and her hometown, Shilo cast
off academics. “Anything that had to do with merfgesmatrt | rejected. | just didn’t want anyone
to know that | had intelligence. | thought thatveisn’t cool.” So she began to surround herself
with a friendship circle that did not value or sogpacademic achievement; acceptance came
from things other than being intellectual. She lmetgadate a white guy named Steve in the next
town who was raised in a lower SES area and inglesparent home. She spent as much time
with Steve as possible to avoid all the things #iet disliked about her hometown. With Steve,
Shilo would party, drink, and smoke all of whictr femily disapproved. Shilo reflected on her
turning point in high school,

| had like a turning point in high school. | da&{white] guy [Brian] from [my
hometown]. It is weird how all these stories ake lin the context of like boys, but |
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guess that is...where | was at. It kind of reflecteeve | was at accurately which | never
thought of before.

Dating Brian was important because his home lifeaned her own and it was a return of sorts
to the culture of her hometown. Around this timkil&returned to academic and intellectual
endeavors, and reached a point in her life whege sh

opened up in a lot of ways. I finally said [to mifjseéokay, um, | can learn about things

that | want to learn about and | don’t have to mbarrassed about it. That was kind of

like a big self turning point and | learned hownteditate in the same style like my
parents did. | was trying to explore new [thingsielt like a really big turning point in
terms of not having to deny certain aspects of fhlike I'd say mainly academic type
stuff and it felt good.

The transition between cultures and friendship gsaulayed out for Shilo in her home as
well living with Jen as a member of the family, ahdn later at SVC. Shilo noted the differences
in personal space with Jen sharing,

Jen and | shared a room and that was a little(ld&eeghs to herself), there was a lot of

differencethere in terms of like living style. She was vargticulous and particular

about people touching her stuff and | was the oppos
Shilo’s sibling dynamics were very different; shreldner siblings traded clothes freely and
differences with Jen led to some tensions includwitege choice. The tension was internal for
Shilo as she faced her own privilege compared toesme she considered a sister. Shilo told me
about how she felt when she and Jen applied tegedl and the reality of their SES status came
into focus,

Jen and | obviously had very different socioecoitogmperiences but it never really hit

home and the class thing never really hit homabse we went to the same school

always. We basically...we just had a lot of shargaeeences. For the first time | really
felt the weight of our class differences in coleaimissions when she couldn’t go to the
school that she really wanted to go to becausedium’t give her a good enough

package and like the amount of financial aid...stsdally was going to require like a
full ride from where ever she went.
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Comparatively, Shilo could go to any school whére was accepted because of the financial
assistance her parents were able to provide. Sled somberly, “Mine came down to [two
universities] and | could go to either one. It uast merely a decision of which one | desired
more.” She reflected that she did not even havement to celebrate getting into schools of her
choice because “it just kind of felt like shit...glf like | was the spoiled one and it was kind of
like a new, a new feeling.”

As a result of proximity to Jen and her finansi@bation, Shilo became more aware of
her privilege and bothered by it; her sense ofwal heightened. “I am a privileged person.
That is part of my sense of self. | am gratefultfe@se things but | would say that it is moresit i
way more complicated than that it doesn’t feel bikgesome.” As we talked more about
becoming cognizant of privilege, she reflected tietmiddle school and early high school
experiences were “more about me trying to fit id ke | guess pretend that | had some lack of
privilege like some non-equal access to something.”

At SVC, Shilo continued the academic pursuitsrelgescovered at the end of high
school; her interdisciplinary major allowed hed&velop a vocabulary and way of
understanding her experiences through lenses efaiad gender. “I started learning about stuff |
had experienced and like had no words for, | slartalizing there are whole schools of thought
devoted to like these dynamics and investigatiegetkperiences that | had had.” The transition
from personal to academic and the melding of theways of knowing was a new process for
Shilo. She reflected on her experiences saying,

race had been something that was kind of a siiaktigation for me purely. My

experiences at camp and then coming back intetiyprhite environment [with] a new

perspective on race, wondering where | fit infooélt. But then it started becoming
something that | was writing papers on and | weending lectures about.
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Incorporating an awareness of her privilege anavgrg vocabulary played out within her social
circles, as well. During her first-year, Shilo ldven a primarily white dormitory and so by
default, her initial friendship circle was whitelthough she felt the white students were good
friends, she did not feel completely connectedhéot or that they shared the same experiences
and interests that she had,

Race was just more relevant thing for me. It watsam their radar like it was on my

radar | guess. | do not really know how to descitpleut | did kind of feel the sense that

like kind of dissatisfaction with my friend groufiten times.
The more Shilo learned about issues of race andegetihe more dissatisfied she became with
the lack of shared interest in her group of friends

Looking for more support and common interestslc&pplied for a position at the
campus intercultural center her second-year at B&thg a part of the center “opened up the
whole community to me, like the whole communitycofor at SVC.” She talked about the peer
interview process and skepticism she faced becsheséwas not a face that was like familiar. |
did not live in the multi-cultural hall. They kiraf like were confused. Like why do you want
this job?” Shilo ended up getting one of five pasis awarded each year. She dubbed her
second-year on campus “a big transformation” sbci&he lost some friends and said that her
white “friend group basically disintegrated.” Shssigted in programming and cultural events for
which she had to be present and by default begtoroclose relationships with peers at the
center and in communities of color. Over time, Bhdt rapport and “what starts off as business
like turns into friendships.”

Some of Shilo’s business relationships blossomtxgreat friendships and others
introduced her to cynics and antagonists. Whilekimgr at the center, Shilo met Leelah who was

a person with credibility in the campus African Amean community. Shilo and Leelah bonded
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while at a retreat and became best friends. Aloitig avbest friend, Shilo gained a staunch
supporter about whom she said, “[Leelah] always hiad my back which made it easier to be
like seamlessly integrated in the community.” SHéloed resistance and skepticism from older
students because they did not know her. She adkdged that her intentions for working at the
cultural center were not clear to the campus Afriéaerican community, adding that this move
“wasn’t reflective of my friend group my freshmaeay.” The doubt she felt from peers led to
feeling ignored and brushed aside. Shilo understioigcand was able to deal with the skeptics’
doubt but did not understand why some individuaidbally attacked and harassed her. For
example, Dave was an outspoken member of the Afgaerican campus community, who
“speaks his mind to everyone and he is really owetrsial and he loves it that way.” Dave
confronted her in social and academic settings mgiveng Shilo the opportunity to share who
she was or wanting to get to know her.

Along with the antagonists, Shilo realized that glould not be able to do the kind of
programming that she wanted. She explained, “mesple wanted to put on a program that was
specific to their ethnic group. And when it canwevd to me it was always lik€&h why don’t
you like plan this section on like white privileg®ther cultural programs focused on the pride
of being a part of the featured racial/ethnic mityagroup while her programming was focused
on what was inherently wrong with whiteness. Altbumportant and necessary, constantly
having to execute programs about whiteness bedagsere for her.

From talking about her programmatic experiencestransitioned to student group
membership. When asked what student groups shedezldo, Shilo replied, “Not really any to
be honest with you.” This was at first surprisibgt she talked about several groups she

participated in without being an official membeorexample, while hanging out with friends,
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she would be casually invited to attend Black Stddliance (BSA) meetings and did so for a
couple meetings. The goal of BSA for that year wasicrease participation of non-black
students at meetings. Shilo reflected, “and scethexs like tons of like new white faces that
were there that were like not really involved withihe community at all...cause SVC is so small
you know the people that are into the things yoiurite.” She talked about a joint meeting that
went awry where the BSA met with a white anti-racstudent group along with a slew of other
white students. During this meeting, Shilo commente

there is a point at which there could be too mahitenstudents at a BSA meeting, say

you have a BSA meeting with like two black studeand like 75 white students. At

what point does it cease to [meet] the purposesesfting the needs of black students?
After that experience, Shilo stopped attendingBB& meetings.

Shilo paused, then said, “Oh yeah you know wtss eforgot about was that | was on
black graduation committee.” Shilo described iadspecial additional ceremony to
commemorate or bring attention to the fact thatanig groups graduate from college in under
represented numbers.” The committee was studerdrrdnndependently funded. Shilo became
a member of the committee because her friend Leedeathe chair; she also had several close
black friends who were graduating,

So it felt right to be on the committee. It didféel like | was just kind of like — it wasn’t

like a random act of kindness. It felt personiék like | want [my friends] to know, |

know how hard they've worked...I just | want to skerh have a nice ceremony.
Her involvement centered on community support ardgnal relationships.

Being on another campus for nearly a semestéedirne of the interview and living

outside of her normal confines, Shilo had oppotiuta reflect on the SVC campus environment

and climate. “It's just funny to me looking backdageise I'm not there anymore. SVC is a really

hyper segregated environment.” We talked about loat whis environment was based and how
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that played out for various members of the campuasnsunity. Shilo noted that the campus was
a “white space” and that small communities or geapminority students form because “the
whole institution is white.” The places that mirtgrstudents congregate were easily identified
because the white majority dominates the camputegbTensions continually arose when
Shilo tried to have racial/ethnic minority friengst together with her white friends due to her
white friends’ lack of racial awareness and ignogato issues of social justice.

Shilo’s internal examination of what whiteness ntea relation to her outward
interactions resulted in the following description,

| think like 1 do feel at odds with like a largéiryou could even say like a white

community. | do feel at odds with a white comntynil’m like uncomfortable.

Annoyed sometimes. lIrritated. | have felt mys$i&l feel | guess extreme irritation

bordering on like hate. But you know I'm trying tnove beyond that. But take each

person like for what they are rather than just lile ticked off by the way they speak.
Shilo explained that she was white and that it &hdemake any sense to, to hate white people”
even though they do things that “piss her off.” ildducation helped her see things from a new
vantage point, seeing what whiteness means inamietsl context and understanding “how pale
people have acted on this planet.” Shilo foundardH'to feel love for white people” because of
the violence perpetrated by whites on communitfetor. She began to make distinctions
about the types of privilege and racist actionsesteuntered depending on the class of whites
with which she interacts. Whites she encounteratercollege environment were ignorant of
their privilege and covertly racist compared to kiog class whites she knew who were often
more overtly racist. When speaking of privilege steduded herself and was cognizant of where
she came from and what that meant in her day-toedpgriences.

Along with the internal tensions Shilo felt, sheatt with the pressures of proving herself

in the African American campus community. The cuaivke effect caused her to consider not
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participating at times. “I mean | have had momevttere I've just been like wow, it would be so
much easier just to disengage. Like this is biilkstat | have to go through all this, in some
ways.” There were times when she stopped particigand the only thing that got her to
resume involvement within the community was genyoeer relationships. She added,
beyond personal relationships in terms of the iafiwork that | do like the activist
component of it. It's like social justice is somietipthat is, is like me. You know it's a
part of how | decide myself. It's a fundamentadqa of myself. So to disengage with
that, | don’t even know what else | would care &@bou
Being an activist, Shilo took issue with those ampus who did charity work like food drives
and community projects and referred to themselgexctvists. She also looked at the intention
behind the work because students operated frorace jif privilege by attending an institution
like SVC. Shilo found value in volunteer activitiasd did some work with the volunteer office,
but she did not feel that these volunteer actiwiti@re activism nor were her peer volunteers
activists. Referring to the volunteers, “no mattéere we came from before [attending this
institution], we're all going end up with that kird privilege, that diploma that grants us access
to all of these jobs and whatever else that maygdtiThe insular nature of the campus means
that SVC acted “like its own little weird little si@ty.” Shilo left me with one last reflection
about her time away from campus,
it is funny because outside of the community, algsif [SVC] is totally different. Once |
get outside of [the campus] | am just like ‘wowarh not in the black community
whatsoever. Nothing translates outside of [themashborders. And that is what is
funny about creating a little community within tlgseater society — | guess the
definitions | had while | was within [the campuswmunity] just vanished. And | am

just me without any of those kind of like socialglcations put on me or like how people
know me.
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CHAPTER 8
SUNSHINE VALLEY COLLEGE

Having presented the portraits of Margaret, Ranal, Felix, and Shilo, it is important
to illustrate the environment in which they existeda daily basis. Sunshine Valley College
(SVC) is the context in which the participants’ fpaits are grounded. SVC was founded in the
late nineteenth century and has been describedmaslg highly selective, and diverse liberal
arts college. This institution was selected asstteeof the study because white students were the
highest demographic represented in the student, lmodymonly referred to as a predominantly
white institution (PWI). These inherent and systetras to whiteness were intertwined into the
experiences of each person on campus.

SVC is located in a moderately small communityezhliUrban Suburb” roughly 10
miles outside of a large city on the West CoashefUnited States. A local metropolitan
newspaper referred to Urban Suburb as a small toarbig city with a multicultural
neighborhood. This makes SVC one of only a fewrébarts colleges in a major metropolitan
area whose location provides the campus commurnityagcess to a multitude of local cultural,
educational, and recreational opportunities. Theme has several buildings designed by a
famous architect who also designed several notéwantojects in the metropolitan area. Almost
three-quarters of the students live on-campussideace halls. At the time of the study (2008 —
2009), all first year students were required te lbn campus, and in the 2009 — 2010 academic
year, all second year students were also requiréde on campus. Individually, the residence
halls are co-ed, student governed, and each hasidde Advisors (RAS).

Sunshine Valley College enrolls nearly 2000 stisiénom almost every state across the

United States as well as from over 20 foreign coesit The student gender demographics at the
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time of the study were as follows: 56% female adth4male. Other demographic information

for the students was as follows: 6.8% African Aroan, 14.9% Asian American, 55.6%
Caucasian, 2.7% International, 15.2% Latino/a, 18tw¢ American, and 8% declined to state.
There were 150 full-time faculty who were demogiaglty represented as follows: 6.7%

African American, 12.6% Asian American, 67.4% Caaga, and 13.3% Latino/a. The gender
representation of the faculty was 45% female artd Bfale. There were 21 campus recognized
and categorized racial/ethnic/cultural groups, fl®&ltich were mono-ethnic focused student
groups (College, 2008). Although the campus adsedita relatively diverse student makeup and
complementary mission statement, the roots of é&meptis remained grounded in a
predominantly white environment having emerged feotradition of whiteness.

The campus, nestled in the heart of a residertiaineunity, is a couple blocks away
from a busy thoroughfare, yet it felt quiet andkiert away from the city bustle. The middle to
lower middle class areas that surround the colbiagemislead one into thinking the college
reflects those modest neighborhoods. However, avldrge endowment and an annual tuition
cost of nearly $50,000, those attending the colrgeeither from financially well-off families or
receive financial assistance of some kind. The igaysonnection to and financial isolation from
the surrounding community seemed an interestinguayc,

| made my first of seven visits to SVC in late Jaryuof 2009 just after 3pm, and upon
entering campus | couldn’t help but notice studemtshorts playing catch on a baseball diamond
under cloudless blue skies. People were dressgddsummer wearing tank tops and shorts; it
appeared as though the West Coast “winter” waslirsiving with the weather topping off at 70
degrees that day. As the sound of flip-flops echeredind me in the quad, | thought about the

harsh Winter | had left in mid-Michigan. The appzbaf skateboards mimicked an oncoming
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train as the riders yelled out to one another abdith path to take and what the evening’s
festivities might hold.

As 3:35 pm came and went, the cross campus fd@ittdmamatically picked up, |
imagined that classes had just let out. | begauteey the passersby in the main quad area
protected by a grove of olive trees and surrourmedrnate fountains; the outwardly noticeable
mix of races and ethnicities was apparent to mat bhing said, white students still dominated
my snapshots of the campus. The brief snippetsmfersations that | heard were about the
prices of food at the campus café, a friend’s PMS sffects, class assignments, and potential
plans for the evening. With less than an hour onmss, it struck me that these campus scenes
could serve as the background for any number osi®dvs, movies, or be in any campus
brochure. All | felt that was missing was the obtigry game of Frisbee or random faculty
member holding class outside on the grass.

Stopping at one of the many fountains to take enatmosphere, | saw the library in the
distance and decided to make my way there. Astved into the library, | was confronted with
several signs noting procedures visitors needéalltov, as well as open exhibitions on display
such as artifacts related to the then recentlyt@teeresident Obama. The layout of the library
was interesting as it was very divided in appeaard feel. The west wing of the library was
very standard to me with row upon row of bookshglared intermittent tables strewn about for
reading and studying. In comparison, the east wirthe library had a distinctly small college
feel with named rooms of past important peopletrpiis of previous presidents of the college, a
smattering of leather chairs, and ornate stone wwotke walls with high end trim circling the
rooms. It harkened back to an older time; the w&ithe building seemed to be older and

constructed out of blocks of stone compared taribee contemporary wing.
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While reviewing my conversations with participaatsl my experiences on campus, the
issues of space on campus and the placement atphggifacts came to the forefront. SVC had
a cultural center that provided a creative spaa®jrgg as a “bastion for progressive thought on
campus,” according to online testimonials. The eeatso promoted community living, and in
the opinion of one participant, the center was ‘thby institutional factor committed to
multiculturalism and diversity” on campus. Whilaitong the campus, | made it a point to
investigate the multicultural center and see witenas situated on campus. It turned out that
the “center” (which might also imply that it wasnteally located) was actually located off
campus across the street, in a converted resitlenilding. Though | tried to take into account
the finite amount of space available for constarcthn the main campus, | saw (as the
participants and my on-campus informant did) tifecampus location of the cultural center as
an indicator of the importance that the institutpdaced on diversity and multiculturalism.
Physical space and proximity of the cultural center demonstrate many things to members of
the campus community, such as financial commitmehigh in turn points to administrative
decision-making and institutional values.

During my conversations with the four participante inevitably talked about white
students and whiteness. During these discussioasssue of space for racial/ethnic minority
students (r/e ms) on campus came up in differegswiaappeared that there were very few
places on campus that r/fe ms were able to claitheasown, aside from the multicultural center;
one such space was a group of tables in the caogbpeteria referred to as the black tables.

Shilo spoke about black tables as “a space thatklack student] community takes” as
their own, adding that generally white studentsrabtltry to enter that informal communal area

for students of color. As Shilo described the emwnent surrounding the tables, her pace picked
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up: “It is always very energetic. It is like thenter of, the hub of the community. It is like ifyyo
were in a city, [the black tables] would be downtosy something.” The participants all spoke
about understanding and supporting students of edI8VC having safe spaces and public areas
they could claim as their own because of the dontindnite campus culture.

Discussing r/e ms groups at SVC, Ronaldinho aatkétl about the necessity for
marginalized subgroups to develop communities ppet for one another at PWIs. He
acknowledged that students of color formed supgiates and established areas where they
could reaffirm one another commiserating about agpees while being able to relax and
mentally recharge. In addition to serving as afaulblack students, the cafeteria tables also
served as a place for the larger campus commuhaglor. The participants mentioned other
racial/ethnic minority student groups who occupieel same areas as the black students. Shilo
perceived there to be “strong alliances betweembattudents, Asian students, and Black
students; although | think that each group [hasua)community as well.”

An event that took place at SVC that highlighteel tacial campus climate was the joint
meeting. The joint meeting, as it was known, wasegting between the BSA and the White
Student Social Justice Group (WSSJG) intendednergée positive dialogue by bringing the
student groups together with one shared goal: lsostice. The event was surrounded by a lot
of excitement and drew a large attendance. Thecpmts felt the meeting had latent potential
to make some headway within the campus racial tdraad culture. The BSA President began
with an introduction about how the WSSJG was foraed Felix remembered, “she got very
teary and was really happy that it had formed enfitst place.” Although the high attendance
was positive, there were many students, partigulgiorant and well intentioned white

students, who were not prepared to openly and tigriéscuss whiteness, racism and social
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justice in a public forum. At no point in theirtedings of the joint meetings did the participants
reference the presence of an SVC faculty or stathiver nor did it occur to me at the time to
follow up with for further explanation. Later attets to set follow up meetings were
unsuccessful.

The meeting was emotionally intense. Ronaldinh@mlesd the joint meeting as “a really
big sort of conflict.” Attendees were asked by B&#A leadership to separate into two groups,
whites and r/e ms, and generate questions to assistialogue. The physical and mental
separation seemingly led to a very divisive lineoas which the groups hurled ignorant
comments and questions that hurt one anotheridvgethat the increased attendance by the
general white campus community contributed to ticammunication that ensued. Public
discussions about race were extremely challenginthbse in attendance, which may have
resulted in the meeting doing more harm than gbloshe of the four students ever mentioned
the presence of staff or faculty moderating thecgss. The white student group and general
campus population were invited to attend a BSA mgetvhich meant that all white students
were guests and visiting a space that belongduktstudents of color. Based upon their stories,
the socio-spatial capital held by the BSA seemdakt(un)intentionally ignored by the white
students whose privilege dictated that all spaca®white spaces. These differences in
perspective contributed to intensifying an alreadgasy situation.

The joint meeting and intense discussion abouiapssues had unified fallout for Felix,
Ronaldinho and Shilo, in part contributing to demms to stop attending BSA meetings. Felix
elaborated on his withdrawal, stating “my feelisgust that if even a few people there are
uncomfortable with [white students at the BSA magti, | don’t know that | really wanted to be

putting them in that position.” Shilo occasionadfyended BSA meetings, but only when invited
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by a friend who was a member. After being told oy BSA leadership to sit with the broader
SVC audience of ignorant white students, even lgapneviously attended BSA meetings, Shilo
decided to withdraw. Following the joint meetitige BSA had several meetings only for black
students so they could process what occurred gbitmtemeeting. Ronaldinho said he understood
why BSA had closed door meetings, moving him te stttending BSA meetings. The joint
meeting that began with murky but seemingly goderntions exemplified the racial issues and
tensions that existed on campus, causing the gadigipants who attended BSA meetings to
stop participating. Ronaldinho, Shilo and Felixetiathey heard white students who attended the
meeting saying things like “You (racial/ethnic miitp students) should be happy that I'm here.”

The racial campus climate began to take its tokkach of the participants in this study
resulting in withdrawal from different facets oktbkampus community. Felix subsequently
withdrew from BSA meetings and tried to supportitteems from the confines of the white
student group. Ronaldinho stepped away from the B&d\started smaller social justice focused
projects with a group of his friends. Shilo remaim®nnected to her close-knit friendship circle
of r/le ms but stopped attending BSA meetings. Fadided, “I think white people were kind of
really like scared by it at first,” and Shilo tatde, “I mean it felt uncomfortable. You know but
sometimes they always say like sometimes it's goddel uncomfortable. It's important to be
uncomfortable. Like sit with the discomfort.”

Helping me construct a picture of the campus, Meegtold me about the liberal
environment that SVC appeared to be on the surioe explained,

when | hear that SVC was voted the most liberalmasnn the country | kind of wish

that we were not presented in such an extreme higbdause there are a lot of students on

campus that may not show it publicly but they avemecessarily with that whole typical

liberal mindset which is peace, happiness, and Bl’'make sure that we do not hurt each
others feelings all the time.
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We discussed what it meant to be a liberal campusare general terms, including whether the
word liberal might mean the presentation and disiousof ideas in a freer environment,
compared to her description of liberal being a noaestrained and conservative environment.

Focusing on campus discourse and the pseudo-libeltate may have been a product of
Margaret’s Humanities major. She told me she haghyd been interested in reading and film,
but since coming to SVC had become “more sensitijdiscourse], a lot more attuned to
noticing the finer aspects of discourse. How pecpleverse and communicate with each other.”
Margaret came to these perspectives as a resmakihg statements and jokes that her peers
told her were too intense, or that needed to beda@own. These comments and subsequent
feelings made Margaret reexamine her ability toregp herself and what being an American and
member of the SVC community meant to her. “Thedhabout discourse that | have realized is
how phenomenally little | know about the Americaqperience because of the way | grew up
because | know more about the immigrant experiénce.

The liberal climate that Margaret spoke aboubhpeionstrained and conservative
translated into what she and Ronaldinho referreasta politically correct environment.
Margaret said, “in my opinion | feel like it is thiéeral point of view here at SVC because the
majority view point is that we have to be very fjpoéally correct] all the time.” She went on to
say, “l consider politically correct language tousey uncomfortable. It forces you to become so
self conscious that you might even forget whad thiat you are talking about.” She shared her
feelings and those of others that she spoke watt foff campus who “described it as ‘self-
censorship’ where the students here [at SVC] amaoerned with making sure that they say
the right thing that they end up censoring themeselbbut to a degree that is not necessary.”

Margaret felt the liberal and politically correctlmire hindered many social and academic
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exchanges because people were apprehensive abttle bnd social ramifications often
attached to ignorant statements. Ronaldinho ecMagdaret’s feeling about the constrictive
nature of SVC'’s culture, wanting more from his mations than surface level pleasantries. He
felt that shallow conversations were a result sfgeers outside of the multicultural hall not
wanting or able to engage in more complex conviersaiabout personally difficult issues.

Margaret and Ronaldinho held disparate views erb#mefits of a politically correct
environment. Ronaldinho told me, “I think peoplev@@ome to an understanding of that it is just
something that does not make sense to really pagl] and can be seen as offensive to a lot of
people so there really is not any reason to bengdiiat...so why do it?” Margaret on the other
hand looked for spaces where she could make joletfreely express herself, and for people
with whom she could “be comfortable and you areguhg to stop me every 5 seconds and say
that | have said something offensive.” Margaret btatked more about the two campuses she
perceived existing at SVC, “I feel like no one teahlks about the fact that a lot of us kind of
secretly hate having to speak very politically ectrand that we actually don’t care.”

The campus environment and perspective is anraitpgrt of this research because it
serves as both a player in and backdrop for eattegbarticipant stories. Although the
promotional materials of the campus along withdmographic information pointed to a
diverse and inclusive environment, my conversatioitis the participants rang loudly of the
multiple campuses that existed. In particularjnkiback to Felix who spoke about the campus
racial climate and how there was a “widespreadngmce amongst white students with regards
to race or if not an ignorance, a kind of unwillr@gs to confront it or actually deal with it.”
Felix added that he believed that his white peetsdanonchalant in conversations about race

and diversity as a defense mechanism with dism@ssivnments such as, “oh, we get it.
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Whatever...Race is socially constructed blah, bléh).b Shilo added, “people do not say the
white institution or the white cafeteria, even tgbuhat is what it is. They would just say the
black tables because it is the smaller populati®hg attention was placed on the marginalized,
racial/ethnic minority students by the larger witéanpus culture. As a PWI, the environmental
cues and climate of SVC contributes to the expeasmof white students and was acknowledged

by these white students who were once memberg ofis/groups.
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CHAPTER 9
DISCUSSION

After beginning conversations with each of the ipgrants, |1 soon found that the factors
and experiences motivating these white studergstier racial/ethnic minority student (r/e ms)
groups and environments were not as easily compatatfized as | first thought. As the
students’ stories unfolded and the analyses cogdiniine experiences of the participants
individually and collectively contributed to thesdussion that follows. In this chapter, Margaret
is not referenced to the same degree as Ronaldsthio, and Felix, but only because stories
from the others seemed better examples to shovicadéferent reasons. Regardless of the
times to which she is directly referred, Margasetonstantly present throughout the discussion
chapter because her stories and experiences apgeuchallenges to conceptions of whiteness.
Margaret’s stories also provided a glimpse into ldviteness and white guilt are transmitted in
environments such as Sunshine Valley College (SVC).

This study was built around a purposefully situatedversation focused on race,
privilege, and positionality. As | continue to findthe literature and my own experiences,
whiteness is elusive yet; it permeates multiplefaof the lived experience, particularly in the
confines of the United States. Whiteness existswwoantly as an explicit and implicit force
influencing day-to-day experiences based uponaddactors, with race being most salient for
this study. As a race and racialized perspectiveteness is interwoven in all of the data for this
study; it touches and shapes all the experienesetbtudents present in their stories.
Throughout this study, | consistently returnedhe tenants of Critical Race Theory (CRT) to
maintain a tight focus on issues of race and uséaa& White Studies (CWS) to tight the focus

further on issues of whiteness. These theoraticdérpinnings influenced my methodological
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implementation while onsite and helped drive thevessations that | had with my participants.
All of the sections that follow address the affeetside of the participants’ whiteness and how it
came to shape their perspectives about whitenesgtaition to the world(s) around them.

In this chapter | lead by discussing whitenessabse it is a foundational component of
this study threading through each of the subseestions. In each section, | explain how |
understand the data related to a particular thenesent exemplars of that theme, and conclude
with some synthesis leading to the implicationthim following chapter.

| am Raced, | am White

Recognition by participants’ of their whitenessswamnerving and resulted in a fairly
immediate by-product: white guilt. Accepting whig=s was a gradual process ranging from
lifting a tacky veil of racial ignorance to uncomtfably and painfully (at times) becoming aware
of their race, privilege, and contribution to aglar system of privilege that comes at the expense
of marginalized and displaced communities of color.

For the purposes of this study, | define reifyinigiteness as the process by which
whiteness is further entrenched, covertly and dywéntough attempts to deflect racial discussion
or shift from white guilt to a victimized role wihilallowing the current system of white privilege
to continue (Bell, 1992; Feagin, 2010; Kendall, 08ullivan & Tuana, 2007). By
acknowledging white guilt, white privilege, and ithewn whiteness, these participants began to
combat the reification of whiteness in their spharanfluence.

Ronaldinho and Felix acknowledged that they wergendnd racial beings, but never
spoke about their own whiteness directly. They spolostly about how they interacted with
white friends and family. The level of interactitirey were willing to embrace depended upon

the proximity and intensity of the relationship lwithose whites to which they were referring.
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Ronaldinho and Felix both recognized they were napiteto interrogate strangers and peers
about issues of race and equity, while allowingigfmrant and racist views of their close circle
of white friends and family members to pass unsghtiActs such as these demonstrate how the
students contribute to reifying whiteness throughdefense of their white friends and family
views on race.

Shilo faced her whiteness at several points througgher K12 experience because of
friendship circles, gaining perspective particyldirough her relationship with her best friend
Jen. Shilo’s recognition of her own whiteness reslin forsaking many of the cultural norms
she associated with being white so she could be m@repted by communities of color at her
school. Like Felix and Ronaldinho, later in lifdyil® also encountered friction with white
friends regarding her perspective on race and sjositice. However, unlike the two men, she
chose to withdraw from the majority of her whiteefrds and began to surround herself with
primarily racial/ethnic minority peers.

The growing cognizance of their own whiteness nthdee racially aware white students
more conscious of social norms, specifically wiibeial norms, and they began to see how they
impacted friends and peers who were r/fe ms. Thefsetperiences and perspectives that each
possessed, coupled with the intersectionality béoidentities such as gender, socio-economic
status, sexual orientation, and geographical lond&d to different reactions.

Activism, Discomfort, Inactivity

The participants shared stories where they weseipportive environments that allowed
them to interrogate race and racism. As socialgeshinded individuals, their stories
highlighted their need for comforting spaces toagein difficult dialogues. Discomfort can be

too great an obstacle for whites that have no camenit to social justice (Helms, 1992; Reason
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& Roosa Miller, 2005). In situations where ther@esceived pressure or a minority majority, the
white social justice advocates become uncomfortableosing to step away from the
discomfort. Throughout this section, | use the eumcomfortable and discomfort
interchangeably. Having core friendship groups wstimgy primarily of white individuals who

did not think as deeply and readily about issuesoé, power, and privilege was stressful at
times for all the participants, causing discomfueith their personal interactions and
surroundings. Even though moments of discomforevj@ring and challenging, those moments
became powerful learning tools.

Discomfort and withdrawal from r/e ms groups weresgnt in the stories of Shilo, Felix,
and Ronaldinho. They each found comfort in projacisd spaces that they created or joined
outside of the r/e ms groups, which allowed themefine terms of participation and
subsequently moderate their level of discomforinBg@ersonally uncomfortable can potentially
be an opportunity for growth when exploring selrgeived racial identity. Originally, these
white individuals participated under the assumptiaat they could primarily be observers in the
r/e ms group and experiential sponges soaking eip $brroundings. These students by most
accounts were activists and social justice mintetistill acted in white and contradictory ways
promoting and preserving white privilege. They kedkhe capacity to interrogate the
implications of their racial retreat. As exemplafritiquing whiteness, withdrawing because
they were uncomfortable with their own whitenessidestrated the difficulty that whites can
face with embracing the benefits of being membavsifed by systemic privilege.

Aware that discomfort stemmed from racial and dqugtice issues to which they said
they were committed, these students sought envieatsithat were more comfortable for

actively exploring these issues through what | haaled social and personal activism. The
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social activism of these students took place onadhdampus in places of employment, student
groups and organizations. Personal activism bet¢henehoices and actions that the students
carried out in their familial and friendship cirsle

Making personal connections and learning the stasgof friends can assist people in
being more receptive to issues of power and pgelén short, proximity matters. After a period
of time, participation in the r/e ms group produeegrowing individual level of discomfort
resulting in the students’ withdrawal, which thegrhed as a form of activism and participation
from a distance. | began to see that these paatitgphad activist intentions, and through their
participation in the r/e ms groups, they were pddbgards a more defined role as an activist.

Being uncomfortable as sustained members of raaidlethnic minority groups,
participants realized they had encroached on asgafee and believed that they could better
serve these student groups as outside supportegsti®e, saw that the activism these students
participated in was intertwined with their discomtfand appeared to be very cyclical in nature.
As a cyclical endeavor, it was difficult at timesdiscern whether the participants’ discomfort
was connected to wrestling with the reality of lgeiaced, or being stunned by stumbling into a
racialized awareness. The emerging answer was Aagtcialized reality and stumbling into
racial awareness acted as drivers for these widigiduals to maintain a participatory group
role in social justice activism, and withdrawaleaform of self-preservation.

(In)visible Whiteness, Racial/Ethnic Weight

As the participants became increasingly aware ehtelves as racialized beings, they
began to perceive the influence of racism in tfreendship circles and macro occurrences such
as campus and political initiatives. Arriving omgaus for the first time, engaging in courses and

dialogues about social justice issues providethallparticipants with a new perspective,
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language, and set of tools for critique. Althouglntigipants chose different academic paths, they
were all exposed to social justice terminology aodcepts because of Sunshine Valley
College’s (SVC) environmental influence. In partaoy Shilo gained a new perspective about
race, allowing transition to another vantage puwirtter thinking about race and diversity. The
shift in perspective from purely social to academiestigation led Shilo to question what race
meant to her, broadly as well as personally. SVE avaetting in which all the participants were
able to draw upon their experiences to redefing theughts and perspectives on race.

Margaret clarified early on that she was not adgbwhite person; she straddled the
racial line by looking white while being an immigtaand racial/ethnic Armenian minority.
Margaret became truly aware of whiteness and thecésted negativity once she joined the SVC
community and was involuntarily lumped in with otlehite community members. Margaret
introduced the concept of ethnic weight, as sheetstdod it through her lenses and cultural
experiences, describing the pressure she felt gass&om her family and the broader
Armenian community. She felt pressure to maint&ndulture and later was able to parlay her
understanding of ethnic weight into white raciaba@ness issues. Expanding upon Armenian
specific ethnic weight, | inserted systemic andvithialized whiteness and then proceeded to
apply white ethnic weight to the participants’ ster

For the other three participants, the weight oftertiess was conveyed through discussion
of the students’ racial membership and newfoundequence of their racial awareness. They
noted having inherited white privileges in the Aman context because of their skin color. As
they became cognizant of what being white meawt) participant’s lens shifted, altering how
they viewed and interacted with their day-to-dayld® Combined, the participants’

experiences became a broader picture of whiterseaphenomenon that carried ethnic weight
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and racial capital. Losing the veil of ignoranceatthow they contributed to the preservation of
whiteness, the participants gained the weight oktamtly being aware of their own whiteness.
They also became aware of the daily choices thedert@either combat whiteness or remain
complicit.

Emotional Dissonance, Needing Intellectual Security

Being aware of their whiteness, facing emergingahsfort and racial/ethnic weight all
led the participants to consider how best to suppems groups. Our conversations explored
how their converging realizations and feelings wexperienced when carrying out their daily
activities. The point of convergence crystallizedrhe as emotional dissonance (Jansz &
Timmers, 2002). For the participants, the dissoearittmately led to them stepping out of the
r/e ms groups, choosing to support the groups falistance, reestablishing personal,
intellectual and emotional security.

When talking about the overall campus climate )x;@largaret, Shilo, and Ronaldinho
all had friends who were racially (personally antérpersonally) ignorant white students who
maintained privileged memberships in isolated @gjuFelix reflected that he and the white
student group on campus struggled with demonsgratim/e ms peers that they were willing to
confront “stupid white people when they behave isiyith respect to their whiteness.” One
suggestion was for white students to create changewithin the white community rather than
being members of r/e ms groups and speaking ountstgahiteness. This suggestion, although
logical, was difficult to carry out in these stutirriendship circles.

Preserving intellectual superiority, and subsedyeatfeeling of intellectual security
arose in conversations with Felix. Intellectualgziheir emotional dissonance and the need for

safe distance allowed participants to move away ftioe r/e ms groups. Felix expressed a lack
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of security when not in a position of intellectag@minance, which led him to withdraw from
participating in BSA. Having participated mostlygroups where the topics focused on
intellectual things, he could be “sparry and besdbllike push people around.” Needing
intellectual comfort allowed Felix, a white racadtivist, to shake up and confront his white
peers with counter viewpoints. Conversely, he wasomfortable being intellectually shaken up
himself while supporting and participating in mitpistudent groups. He used intellectualization
to a degree as a way to create distance, conngbgnmove to positive concepts of support for
r/e ms groups.

Emotional dissonance spurred the participants tdsvandeavors that they shared as
supportive of diversity and equity. Movement towsacdmfortable activities reduced their
emotional dissonance resulting in strengthenindesits’ intellectual security. These activities
were described by participants as meaningful pagevi@ support of the r/e ms groups without
being disruptive to the group’s dynamics. For exi@miRonaldinho’s budding extracurricular
project was focused on local campus awarenessghrasocial justice newsletter. Shilo was
active with Black Graduation Committee, which helfer remain connected to the community
of color at SVC and support her friendship cir¢tieotighout their graduation process. Felix was
forming a think tank to gather up and coming yopodtical scholars to think about broader
political issues and operate as part of a natiooasortium.

Emotional dissonance and intellectual security apgsbto be drivers for participants to
pursue alternate avenues of support that provided #he opportunity to still be involved with
issues of social justice while providing a comfbléaenvironment in which to operate.
Regardless of the project, participants sought emak asylum by moving out of direct

participation in the r/e ms groups.
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Family and Social Interactions

The participants arrived at SVC with a set of pecsipes and experiences they
accumulated along the way. Exposure to concepdsjidtuals, and alternative viewpoints
occurred because of familial and social interagtion
Family Interactions

Throughout their lived experiences, participargsadibed salient moments influenced by
their families that happened both intentionally amchtentionally. These influential occurrences
formed a foundation of racial awareness.

Margaret’s early experiences and encounters witardnce are interwoven and difficult
to tease apart: school-Armenian culture-social-kan@he talked about how her mother owned
and operated a child daycare business, which imeahtéy brought diversity into the home and
had a lasting effect on Margaret. The poignantrauion that Margaret referenced was during
her childhood, when she spoke with an interra@alpte about the importance of understanding
and embracing culture. The couple was impressduMargaret and how her parents raised her.
Reflecting back on this encounter, Margaret notethink that was a pretty important moment, |
always remember it.”

Shilo shared several stories about her family awl they affected her early experiences
by exposing her to multiple types of differencer H®ther was involved early on as a member
of Bussing Program (BUSPRO) and served as a hoslyféor a BUSPRO student, which
brought diversity into close proximity like Marg&geexperience. Interacting with this BUSPRO
student in her home made Shilo realize that thag wery different, from the color of their skin

to the towns they grew up in to their cultural ughces.
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Margaret and Shilo spoke about the effect theinlfasdirectly had on their contact with
issues of difference. The women came from simylpes$ of families and home environments
where the community was predominantly homogenowsgltet emerged from an insulated
Armenian environment and ventured out into a wtrlt was American and heterogeneous.
Meanwhile, Shilo was in a predominately white eomment and became involved with the
small pocket of African Americans in her communBpth women talked about moments where
they stumbled into diversity and other instancesnelthey actively sought it out.

Ronaldinho had a similarly supportive family in whihis mother was involved in her
children’s academic careers. She was active irttseiethe K12 schools Ronaldinho attended
and was part of a carpool program that assistediésmvithout the means to get their children
to school. Ronaldinho ultimately developed a défé worldview than his family’s that was
evident in stories he shared about holiday gatgsrand dinners. He became active on campus
late in high school and continued at SVC in dismrssabout police treatment of racial/ethnic
minority citizens and systemic issues related éophison system. Although there seemed to be a
venue for healthy debate in his family, they evaliyuagreed to disagree because of their
entrenched white, conservative perspectives.

Ronaldinho’s family provided a supportive enviromfor him to explore friendship
groups and develop as a white raced individual. éles, his family ultimately ended up
disagreeing with his newfound perspectives on ssifisocial justice and race. Felix chose to
exclude his familial experiences entirely from conversations. Looking across all four
participants, there seems to be a difference idgewhen it comes to disclosing familial

experiences. The connections between family interas and their current racialized
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perspectives were not as developed amongst thepasdleipants as compared to the female
participants.
Social Interactions

The participants spoke about salient moments ttairoed in developing social lives
outside of the home and away from their K12 sestitigit contributed to their increased racial
awareness. All of the participants recalled dieedd indirect experiences that set them on a path
towards racial awareness. Felix and Shilo were gkans of how catalytic experiences with
racial/ethnic privilege and difference dramaticalliered their perspectives.

Felix was exposed to racial discourse and crit@gia member of the debate club where
his catalytic experiences revolved around attendorgpetitions throughout his state and across
the country. Felix noted how the Black debate tepaistedly addressed race and privilege
through the artful use of data, social literatund their experiences. He described one of several
all black debate teams that used their allotte@ tionconduct a performance-based critique of
social justice issues. Those rehearsed perforn@eces were plays on Blaxploitation. The
performances were moving for Felix and supportivaigllenged his growing knowledge of
social justice literature.

Shilo’s catalyst experience came through a closefikendship circle at a summer long
writing camp where she became intensely awareoidlrand socioeconomic difference. The
camp ensured that diverse children attended, aid i&¥ted that it “was the most racially,
socioeconomically, academically diverse group ofiehts that | had ever been immersed in.”
The shift in Shilo’s racial perspective crystaliiz&hen she was accepted as a friend and family
member of other camp attendees, many who were B&tulo spoke about the creation of a

writing camp family, forming close bonds with manfich she still maintains contact. Although
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Shilo’s family was supportive, there was contentmal misunderstanding including with her
sister, who attended the same writing camp, buéneade the same kind of racial awareness
breakthroughs! | don’t think my older sister understands completaly complicated
relationship to race because | think that it neigust was not a thing for [her] ... because it was
like such a thing for me.”

Felix and Shilo highlighted how social settingsl amteractions with peers outside the
family context exposed them to situations of enkdmacial awareness. The level and kind of
interaction varied based on the participants’ damatext, but resonated deeply because of their
connection to peers and the activities in whicly thvere invested.

K12 Experiences

The K12 experiences were stories about how theeme@denvironment supplemented,
and in some instances, initiated development oékagvareness. The K12 contexts allowed
students to explore experiences and interactiotis people who were similar to and different
from them. These interactions gave racial diffeeeadiuman face that allowed each participant
to develop racialized perspectives, particulary badding awareness of their own whiteness.
The Elementary and Middle School and High Schobksations highlight select instances of
each participant where their individual racial agveess was both encouraged and challenged.
Elementary and Middle School

In a racially homogenous and privileged privated€fool, Felix had moments that
challenged his racial awareness. Issues relatest& privilege and power were introduced
through academic and extracurricular activitiedixfgas exposed to curricula that broached
diversity through readings and supplementary dsous. As a member of a student group

outside of the classroom, he was exposed to ideasily focused on diversity. Even as Felix
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became familiar with those terms and concepts,aiWos instructors who were African
American faced racist and homophobic comments angbpal attacks. Felix withessed how
individual acts of hate and racist systemic pressurere directed at those two school
employees. The combination of overt and covert alctppression along with a growing
understanding of social justice concepts shapethhiking about race in general, his own race
specifically, and moved him towards the use of nwitecally focused commentary.

Ronaldinho spoke about the diversity of his K9 stiitdbody and how “it was definitely
something that everyone cherished, just havinthale people in the school and being able to
talk to people from different backgrounds.” In mieldchool, Ronaldinho participated in a
weeklong “cultural relations” program where studenere introduced to concepts of race,
privilege, gender, sexuality, and socio-economatust. Although Ronaldinho enjoyed the
program and talking about such issues, he felbta@rity of students treated it as a hurdle they
had to get through for a couple of hours. Ronaldirdflected that his experience in the stratified
K9 School affected his worldview as he acquired tenms with which to categorize and
identify what was happening around him. Seeminglydane references, such as terms for the
academic tracks of children, appeared as code wordsfferent racial/ethnic and socio-
economic groups rather than as a reference todbademic ability.

Felix and Ronaldinho were both introduced to coteepsocial justice through
programs in their middle schools. The introductitvgories and terms provided initial lenses to
examine the racialized world around them, and albthem to begin to see themselves as part
of that racialized context, as raced, white indinls$. Although their experiences were
effectively different, they both saw individual appsion, systemic racism and privilege existing

around them.
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High school

High school was a place and time for each of thiégyaants to further develop their own
racialized identities. They each had some expegiahthat caused them to reflect on their
identity as well as on difference, social justiete,. Their experiences varied and at times were
difficult for them to process, but in the end résdlin incremental changes in their perspectives
on the race/ethnicity of others and themselvegHhlight Margaret and Felix’s stories about how
they began to view racial awareness during theie tin high school.

As we talked about Margaret’'s experiences, sherbestcthe transition to high school as
a culture shock, both being with Armenians fronfedeént parts of the world and having a
broader array of racial/ethnic classmates. AltloMgrgaret’s high school was a public
institution, the student body was predominantly Aman (reported by Margaret as over 50%).

As Margaret became accustomed to high school anddnfidence rose, the value she
had for her culture and heritage led to her retyuksgek out people from different racial/ethnic
groups. Margaret and her friends traded cultufa@rmation such as language and personal
histories with one another. The “American kind ofms for interacting with different people”
as Margaret put it, was something that most pe@ed in the United States took for granted.
Margaret cherished these difficult but supportixpexiences because they prepared her for the
“real world.” She felt better equipped to deal wdlilrerse people and settings as compared with
some of her more secluded Armenian peers.

Felix wanted a change from his constrained s@&rglronment and saw the choice to
move from his small, prestigious private K-9 schimolhe larger, public urban high school as an
escape. The transition was a culture shock bedhasacial/ethnic make-up was more diverse

and the student body was much larger. After settlimo his new high school, Felix began to see
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how his white classmates from private school rehtdeheir new, more diverse public school
environment. He became more cynical and criticddisfprivileged white peers and realized that
the goals and expectations they had for their badtool experiences were different from his
own. Felix felt those students were cultural analdamic tourists who maintained a safe distance
from meaningful interactions, as they chose to staylated and isolated from their r/e ms peers.

Margaret and Felix transitioned to high schooliemnments vastly different from their
K9 experiences. They found a more diverse studeahy,onvhich they embraced over time,
compared to peers who chose to remain isolatednaathted in familiar cliques. The
environmental changes provided them with opporiesio search for cultural difference and
apply developing concepts of social justice. Hauifterent upbringings and racial/ethnic
backgrounds, Margaret and Felix arrived at moresafacial identities and critical perspectives
than those of their white peers.

The SVC Campus Institutional and Racial Climate

As | spent time at SVC, time with the participarstsd time with the data, | realized that
the institutional context was a much bigger plapan initially thought. The participants were
attracted to SVC for a host of reasons, one of whias the espoused institutional commitment
to social justice and diversity through the avaligbof several courses and academic options.
As they transitioned to higher education with acfeiw lenses, perspectives, and racial
awareness, the students spoke about the racialusaciijmate of SVC. Based on these
perceptions, whiteness was intertwined in the agpees of each person on the SVC campus.

Convocation was a poignant introduction to the S¥@pus climate for Margaret and
her entering class because it sent a messagetabequirceived versus actual campus racial

climate. At convocation, the incoming first yeaass wore caps and gowns and entered in a
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processional. After an introduction and a few wdrdsn the campus administration, “Joseph”,
the student body and Black Student Alliance (BS¥gsklent addressed the entire class.
Margaret spoke of the shared anxiety in the crofsteavly admitted students about attending
college and how Joseph had “his chance to killlasyminute fears that anybody had about
choosing to come to this school”, but proceededbtthe exact opposite. Referencing the name
of a building on campus which was also a slangatatiir, Joseph spoke about how he saw the
campus as racist and that he aspired to be theviagblm X pushing for revolution. This left
Margaret and her parents questioning their cha@tend SVC. Margaret reflected that the
convocation speech “kind of tainted my perspectoeSVC's racial campus climate.

The participants all touched on the frequency stalirse on campus, yet believed it was
also sanitized. For example, Margaret explainett SMLC was recognized for being a liberal
campus and felt these accolades presented the sampuch an extreme light that it was overly
politically correct. Specifically, she noted thatGwas very liberal but saw liberalism as a
constrictive ideology to which people adhered toid\persecution. Margaret’s off-campus
friend described campus conversations as self-cedsmnd shackled by strict adherence to
political correctness. The mix of liberalism andifpcal correctness resulted in conversations
that were choppy and so disjointed that people soms forgot what they were saying because
they were focused on not offending anyone. Evehljtuak acknowledged that the general
campus population might have been a more politicatrect environment because individuals
wanted to avoid making inadvertent socio-racialsteps.

The perceptions of campus community members, iticodar whites, contributed to the
institutional racial climate. Participants told mgout the perceptions of campus spaces

considered segregated by their white peers. Thage peers did not understand why r/e ms
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congregated together at SVC, a predominantly wanigronment. Because of this, “you don’t
really find [white] people willingly trying to” err spaces that r/e ms have made their own. Shilo
described the vibe in this area as electric. F&did he never really saw tables in the lunch area
as a clear divide but it was something that petglleed about behind the scenes. As the
ownership shifted from white students to studehtsobor, the tables were re-named ‘the black
tables’ to represent the racial/ethnic students mdw frequented them.

We talked about barriers that existed between stsd# color and white students on
campus. There appeared to be several distinctreal&imultaneously existing on campus, which
involved the existence and acknowledgement of raadgar, a term | drew from Shilo’s
comments. Shilo found it hard to understand whyassof race and difference were not on
everybody’s agenda at SVC, but felt that for “somfgte students, that’s not on their radar.”
SVC seemed to attract students on opposite entthe o&cial awareness spectrum. On one end
were students aware of their own race and on ther gthose who were ignorant of issues of race
and privilege. When racially unaware students adign campus, they saw diverse students and
began to encounter issues with the baggage of mdgtein relation to themselves. In Felix’'s
opinion, a divide along with some tension existaccampus becausevhite people don'’t like
being told that they do bad shit and that like treepenefiting from the system.” Margaret
believed that many white students at SVC “feeltafanimosity” about being pigeon holed
because of their skin color and not welcomed imdtucal groups or sponsored events.

The students talked about a campus in which dityensas promoted and simultaneously,
whiteness was criminalized. It was a campus in Wwkmaces were set up for r/fe ms as safe
spaces, but seen as self-segregation by whiterggid@articipants talked about white ignorance

on campus linked to claims of reverse racism. Tadieved white ignorance was entrenched
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and resistant to a healthy discussion about witat meeant, how certain races were privileged,
and the development of racial preference in the dgae experience. They spoke of reaching
out to white students to be more open to discussabout racial issues and interrogation of their
own privilege. Participants agreed that white stisieould not be overtly confronted with
concepts of white privilege because they might Haeen raised in an environment of whiteness
and unawareness. Lacking experience with consteictitical discussions can occasionally
result in white people saying, as Felix put itufst sort of racist shit.” | believe that the
difficulty seemed to lie with white people not bgiprepared to handle open and pointed critique
that interrogated existing power structures.

Multicultural Hall

The multicultural hall was described as a refuge/®ms on campus that was both
communal and isolationist. The hall was intendegrtivide an environment in which residents
could immerse themselves in multiple conversatsuplemented by social justice activities.

All four participants understood why the multicuilihall was needed on campus to build
community for r/e ms. Shilo and Felix in particuéplained why their friendship groups
primarily consisted of white students as a byprodficheir placement in halls that had no
diversity focus. Ronaldinho lived in the hall a¢ttime of the interviews and Margaret was a
resident there in her first year.

The multicultural hall was an environment that éwst racial awareness in stark contrast
to the larger white campus culture. Describingrthaticultural hall, Ronaldinho talked less
about the overall building, and more about his @gtion of the spaces that existed and the
discourse that emerged. Ronaldinho described dismuss natural and comfortable, fostered by

the community atmosphere and inclusive culturdnefttall. Discourse etiquette was very
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important to Ronaldinho and seemed to be engramedhe culture of the hall. He thought
people in the hall were “comfortable talking abfaénsitive issues] even if sometimes it might
possibly become a little bit more uncomfortablesomebody says something that somebody else
doesn’t really groove with; we need that sort ai@pto be able to feel safe and be able to talk
about these sorts of things.”

As a resident of the hall, Margaret told me thatlents living there felt it was their
home, their sanctuary and as such, outsiders werallowed to enter freely. Margaret added
that there was a war of words in the editorialis@cof the paper prior to her arrival on campus,
stemming from an incident where the author wanpeddit a friend in the hall and was denied
entry. Shilo told me about the same editorial ppgueblished about the multicultural hall,
explaining that the general white campus populatiwadlenged the existence of the hall. While
talking with Ronaldinho, | said that it appearedttim stories | was privy to, the multicultural
hall was portrayed as a divisive element on camidasagreed, saying, “Yeah. It's a little bit of a
hot topic.”

As discussed earlier, the lack of racial radawbite students across SVC was in stark
contrast to the r/e ms in the multicultural haled@riptions of the multicultural that were shared
were less about the building physically, and mdxeud perceptions of space on campus and the
subsequent discourses that emerged. To particighetetiquette of discourse and topics of
social justice within the hall seemed contraryht®e tmore constrained discussions that took place
elsewhere on campus. The lack of racial radar,tootige nature of the campus racial climate,
and politically correct dialogue limited the spagesvhich uncomfortable but necessary social
justice focused conversations could blossom. Ramabdfound the multicultural hall as a space

for r/le ms to decompress and discuss issues ra@tade and unique experiences. Margaret on
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the other hand, found the constant discussion alacatand social justice overwhelming and

taxing, resulting in her leaving the multicultubelll after her first-year. The multicultural hatl a

SVC was a refuge to r/e ms and an example of sédfzted segregation for the white students.
Outsider Status

Being white students at SVC positioned these ppéits as majority members. Their
whiteness afforded privileges in white situations erved as an obstacle in communities of
color. Participants acknowledged their outsidetustavithin communities of color and
encountered mental and emotional fatigue as theledahrough that status to prove
themselves. Outsider status is a term that | use@scribe how these four individuals expressed
their experiences attempting to interact with r/pewars.

As each of the patrticipants developed knowledgeiissues of race, power, and
privilege, they became increasingly uncomfortabith whiteness and how they interacted with
some whites. Each participant communicated thabterthings had been, and continued to be
done to communities of color that benefitted whitks racially aware whites, the students were
also well versed in theory about white privilegel @ppression. Even with this experiential and
academic knowledge, students struggled with hogotmect their informed positions to their
daily confrontation with whiteness. For exampleSado began taking social justice courses, she
experienced an increased level of care and undelisgof issues of race, power, and privilege.
Shilo’s intellectual development resulted in disgabuilding up between herself and her friends,
increasing dissatisfaction with her social situatiand ultimately, changing her friendship
circles. The shift prompted her to apply to workhet campus cultural center at the beginning of
her second year at SVC, which opened up a wholecoewnunity to her, the community of

color on campus.
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Margaret's combination of domestic and internai@erspectives made her an outsider
between the white majority and r/e ms. Her appamditie social capital and how she interacted
with the campus environment put her in positionwlmch she was connected to and
disconnected from the larger campus community.h&svgalked me through various situations
in which she related to immigrant or global expecies, | began to see her connected to a global
society. Margaret said she was enthralled withentraced American culture, but at times
related to contextual phenomena such as racismslandry. Margaret’s dual cultural-societal
perspective allowed her to feel for oppressed nityngroups as well as appreciate those who
stood up for issues unrelated to them.

Participants expressed that peers, especially thheevere members of racial/ethnic
minority groups, challenged them in situations thaluded facing skeptical students of color,
being unable to join in group conversations, andeustanding that they were entering spaces of
color not intended for white perspectives. Underditag core issues related to social justice and
an awareness of their whiteness allowed particgpmbe more accepting of their status as
outsiders. Felix and Ronaldinho wanted to be prasearie ms groups without being a
disruption. Shilo wanted to maintain the purpose saifety of r/e ms groups by not participating
in meetings. Margaret was unsure if she or otheteshwere even welcomed in r/e ms groups. It
appeared that the outsider status that Ronaldintd-alix expressed was compounded by their
discomfort as minority members of a majority mitpstudent group. Their personal feelings
and perceptions of discomfort were in oppositiothir expressed concern about disrupting the
group’s dynamics and members’ comfort levels. Réifig on the students’ stories and
emotions, it appeared that they chose paths of pesisonal resistance, participant observer, and

ultimately, non-participation.
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Social Tourism

It is important to understand that most physigalce is considered white space when
discussing social tourism. Social tourism referedw whites use their race-based privilege to
become cultural and social tourists through limited risk participation in r/e m activities.
Being white provides many privileges that play difterently in day-to-day experiences. This
concept arose from the stories and experienceslof &d Shilo and was later supplemented by
Ronaldinho.

Felix was the first participant to share obsenraiabout white student tourism. He
recalled how white students at his high schoolraded with students of color from a safe
physical and cognitive distance. After limited natetions, the white students returned to their
white friendship circles. Felix unfortunately foutitht the same tourist actions took place at
SVC.

Shilo also spoke about the tourism patterns ofevstudents. She referenced white
students she knew who maintained pre-existing eBcas well those at her middle and high
schools who watched the BUSPRO students from &falo also felt white students at SVC
were social tourists through participation in casipponsored community service programs.
These programs provided SVC students with strudtapgortunities to access r/e m groups in
the surrounding communities through experienceswiee time limited, after which students
could return to their insulated white environmeftite privilege and systemic whiteness are
maintained through intentional acts of oppressopreserve the status quo. Being a tourist
provides a safety net for white students becausgdhe able to be participant observers in r/e
Ms group activities.

You are White AND You Know it...Now What?
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The participants spoke about how encountering their whiteness affected their day-to-
day and life experiences. The stories of Felix, ddaet, Ronaldinho, and Shilo are entangled in
whiteness, so it is important to acknowledge howtaeviess intersects to show how the students
struggled through and ultimately faced their whiteh The stories and experiences participants
shared indicated that they were aware of racialsaethl justice issues to varying degrees. They
made efforts to connect with peers of color, movnogn actively trying to set aside their white
privilege to fully invoking it when they chose tatidraw from r/e ms groups. The participants’
withdrawal was based in part on pressures of tie@infound racial/ethnic minority status within
the r/le ms group. This section describes the angdle that participants faced dealing with their
sense of self/identity related to whiteness and tiey responded to specific challenges. Their
personal realization and perception came from ae@ence of SES, gender, race, and campus
context in addition to the direct and gradual expego ethnicity and privilege.

Thinking about the campus climate and where r/eomgregated, Shilo chuckled saying
it was laughable how the campus was “a really hygegregated environment.” After talking
about space that was uniquely for students of colsked if there were similarly situated
groups of tables where white students might coragezdo which she knowingly informed me
that every other space on campus was a white spoe cafeteria is white. It's just like the
whole institution is white.” At the time of the erview, Shilo had spent a semester away from
SVC, and the distance gave her a new vantage poitite campus. She saw that the campus as
“very, very segregated.”

Dissonance between their respective friends greve salient for Felix and Ronaldinho
as their level of racial knowledge developed. Cosatons and interactions became increasingly

strained until they established parameters to atopits related to race, power, and privilege.
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Felix said his friends knew to avoid issues of racd privilege because of his personal
connection to and involvement in campus groupsh@lgh Felix believed that his white friends
were good people, they did not have an overt rasi@reness, which sometimes created
discomfort where he had to speak up against thetix &d Ronaldinho both found themselves
fighting for racial and social justice without agtamizing their racially ignorant white friends
whose mindsets helped maintain white privilege.

Acknowledging Privilege

One of the ultimate privileges afforded to whiteghe ability to both acknowledge and
ignore issues of race, privilege, and power. Ackiedging their privileges, and in particular,
their white privilege, was a process that begaoteethe participants were at SVC. Once on
campus, they each had experiences that furthelealgald and developed their understanding of
privilege. The challenges for participants werdeilént in scope and occurrence but were
individually impactful, none-the-less. These expeces and perspectives on privilege must be
juxtaposed with the acknowledgement that all sttslemo attend SVC are privileged in
multiple ways, simply by being at an institutiokdiSVC. The participants each were conscious
of their privilege in the following examples andm@sviously noted; they exercised their white
racial privilege when they withdrew from the r/e grsups.

Debate gave Felix a solid base for critique, botiginated in an exclusive setting and
privileged community. He talked about the excluaiyndebate culture and how debate tended to
alienate people. Along with honing his skills aadfliarity with critical theory, Felix witnessed
groups of racial/ethnic minority debaters questignivhite culture and systemic whiteness. He
was torn between an activity that he cherishedtb@@cquired knowledge that it was privileged,

and perpetuated a state of privilege.
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In high school, Ronaldinho had a core group of prity white friends but made a
conscious effort to expand his friendship circleslegking out people from racial/ethnic minority
groups in search of new stories and experiencdga@dwledging privilege early on and placing a
value on diversity led him to SVC. Ronaldinho ch83C because he wanted to experience
diversity and be exposed to different environmentsch ultimately led him to live in the
multicultural hall. He said that the college hadvétsity as an important part of the mission
statement and so that is what kind of attractadepas well as the small school environment,
and being able to work with professors one on one.”

Shilo began to see herself as a racial being beaau®lationships she developed with
r/le ms as acquaintances, best friends, and bogfjemd began to recognize her position of
privilege. In order to feel like she fit into tlealture, Shilo made herself over by adopting
fashions worn by r/e ms in her school. In retrogp&te realized that her friendship circles
represented what she wanted and needed in heiHéfenvolvement with r/e ms was in part a
result of filling the void she felt existed in hde.

Being personally aware of their white racial idee$ was a determining factor of
participants’ choice to attend SVC. Acknowledgwlgte privilege was a difficult first step that
Ronaldinho, Shilo, and Felix took while at SVC. Td@demic and conversational components
of acknowledging their whiteness and privilege &td each student to maintain a comfortable
distance. As challenges arose in their persones Isurpassing the realms of intellectual
discourse and comfort, the participants exerciked ultimate white privilege, which was to
step away from a minority status that was persgnaltomfortable.

Facing Their Whiteness
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Our conversations exposed the struggles and ettaaiteach of the participants was
privy to as they confronted, reconciled, and emdxlgto varying degrees) their whiteness. |
encountered discussions about whiteness that agpsalf-deprecating and as a perceived lack
of pride in one’s racial/ethnic heritage. This hstreppraisal was necessary in order to
deconstruct systemic and oppressive whitenesspatidipants shared that it was difficult but
required to combat whiteness as a white persom Wkite person speaking about whiteness and
privilege, inauthenticity, whether perceived oruatly present, can reify whiteness.

Ronaldinho began to be exposed to his whiteneskementary school and was reminded
regularly by his mother about a specific instamckindergarten. As Ronaldinho and his mother
toured the school, they noticed that in the advdmta@ssrooms the students were mainly white
children, while the lower tier classes containdadarily r/e ms. The strange thing to Ronaldinho
retrospectively was that white children bussed theoschool from the suburbs were
overwhelmingly represented in the advanced clastde racial/ethnic minority children from
the area surrounding the school were in lowerdieairses. Not only were the academic
courses different, but also other facets of thieimentary experiences were separate such as gym
and recesses.

Shilo was at another place cognitively with resgedter whiteness and relationships
with r/fe ms than her white college peers and frsemdhich perplexed them. Shilo perceived that
her friends did not want to take a proactive staneerds race; instead they sought personal
relief by trying “to understand how to eliminatettensions [about race] that they felt.” Shilo
said her friends wanted to feel less awkward whregaged about issues of race, privilege, and

difference. Similarly, the participants touchedrmw they felt awkward as they discovered their
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own racial ignorance. As they worked on mitigatihgir racial ignorance they learned how to be
better communicators about issues of racism antewdsss in multiple types of discussions.

Referring to her first experience with a membeamwfantiracist white student
organization on campus, Shilo felt it was a backlsgrocess. Her initial observation of the
group of white students was that they focused diwanting to be seen as racist, rather than
doing anything that directly contributed to posttishange on campus. Felix provided an
alternate perspective about how difficult it wagémvince white people that they were ignorant
of racial issues. Without being able to see they thiere ignorant, it was nearly impossible for
white students to acknowledge that they benefiti@eh an inherently oppressive systemic
power. These barriers to racial cognizance madwegledle to take steps to counteract oppression
inconceivable.

Inclusive environments and participating in r/egnsups can be challenging for even the
most prepared and racially conscious white studdims experience of acknowledging the
negative capital of their racial privilege was discerting as participants faced their whiteness in
r/e ms contexts. The bottom line is that convessatiabout race and privilege are tough to have,
tough to hear, and tough to process for ignoranteshThat being said, these conversations need
to take place to maintain positive movement towardscially and socially just society.

After leaving the friendly confines of their whiigendship circles, participants entered
social environments in which they were the overanty. Returning to white groups with
newfound racial experiences, their perspectivegattered. The topics they engaged in without
getting into disagreements changed as well. Raoméciousness led to verbal conflict and
pushed both the participants and their friendshiges to a more politically correct zone to

avoid further discomfort. As they began to acknalgke their whiteness, students encountered
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whiteness writ large and subsequent othernesexisted in their hometowns and on their
campus. As participants became more aware of mgiiple forms of implicit and explicit
capital, they freed up some personal space to focubkeir privileged status as white persons.
Conversely, through encounters with members ofit@thnic minority groups, they found that
the same forms of capital they benefited from wihate context became hurdles and detriments
to them while interacting with communities of color

All the participants referred to our time togethsran interesting process of reflection
while they revisited lived experiences. They egmbke about how early exposure to race and
difference generated a noticeable level of dissoaavithin each of them. As they internalized
concepts such as existing as racial beings, they €tauggled and grappled with what the
concepts meant as well as how they played outily life. Each participant benefited from the
open and accepting dialogues that organically ebla their individual friendship circles.
Applying the definition of reify to whiteness, Iedude it further entrenches whiteness through
attempting to deflect racial discussions from whitknowledgement to a white victimized role,
which allows the current system of white privildgecontinue. By acknowledging white guilt,
white privilege, and their own whiteness, thesdigigants have begun the incremental process

of chipping away at the reification of whitenesshin their spheres of influence.
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CHAPTER 10
IMPLICATIONS AND CONCLUSION

The intent of this dissertation is to understaod kvhiteness is experienced by social
justice minded white students when interacting weitial/ethnic minority student (r/e ms)
groups. White students are the focus of this shebause their experiences as members of
racial/ethnic minority student groups are silenthie literature and may provide a launching
point to explore interactions between white andatéethnic minority students within mono-
ethnic student groups. The participants (Marg&enhaldinho, Felix, and Shilo) were four;
white undergraduate students attending Sunshinew@bllege (SVC) who were sustained
members of institutionally recognized r/e ms grosipsh as Black Student Alliance or
Asian/Pacific Islander Student Group. The locafmrthis study was as important as the
participants because it was the context in whiely ixisted and experienced day-to-day. SVC
is a small, highly selective predominately whit&\( liberal arts college located on the West
Coast of the United States with a dominant whiteuce seeded with white privilege and
inherently holding whiteness as the norm. Dedpigedominance of white culture, SVC’s
institutional mission highlights a social justiceemtation and seeks to be a diverse and
welcoming campus. The research was guided by aramhing question: what are the
motivating factors and experiences of white stusl@to participate in racial/ethnic minority
student groups?

The exploratory nature of the study and sensitigftthe topic called for one-on-one
interviews with participants in order to build rappto gather their individual experiences.
Using a semi-structured interview protocol, eachvessation had a unique style and direction.

The interviews were digitally recorded, transcrilvedoatim, and supplemented with notes taken
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during the interview. Interviews ranged betweea and a half to five hours depending on the
type of conversation and rapport developed. | etdlected drawings from the participants and
made general site observations to help triangthettie stories. | used portraiture (Lawrence-
Lightfoot & Hoffman Davis, 1997) to textually paiahd re-present the experiences of white
students who were contributors in racial/ethniconiy student groups at this PWI. Portraiture
draws from narrative and ethnographic methods, camipthe re-presentation of the
participants’ stories with the onsite experiencethe researcher.

Along with portraiture, the project was theoretiggirounded in critical race theory
(CRT) and critical white studies (CWS). CRT placase at the center of scholarly discourse
and constantly examines norms, beliefs, and presdsst lead to racial inequities (Bell, 1992;
Crenshaw, Gotanda, Peller, & Thomas, 1995; Delga&tefancic, 2001; Haney Lopez, 1996;
Kendall, 2006; Ladson-Billings, 1998; Milner IV, @0). CWS “places the spotlight of critical
scrutiny on the power of whiteness and how it camiderstood, interrupted, and transformed”
(Apple, 1998, p. x). CWS repositions the perspestiand experiences of white people to
illuminate their membership in the dominant idgngtoup (Frankenberg, 1993; Wellman, 1977)
and distinguish how that association knowingly oknowingly serves them as individuals.

Portraiture searches for emergent themes throughewaily onsite process of data
collection as well as in the post-collection phasen the researcher returns home. Constructing
emergent themes from the multiple data collectdzed fives modes of synthesis, convergence,
and contrast referred to as repetitive refrairsomant metaphors, institutional and cultural
rituals, triangulation, and revealing patternswtence-Lightfoot and Hoffman Davis (1997)
sum up the five mode process of analysis in tHewahg:

The first (and most common) identifies the visilfel audible refrains spoken and
enacted by actors over and over again in variongegts. Emergent themes are also
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heard in the resonant metaphors voiced by thesaatapturing in a few words a wide

angle of experience and deep meanings shared by. nfdrese metaphors are often

embroidered into the rituals and ceremonies that®jize — through art, music, dance,
poetry — what the institution values. The porisaitlso discovers emergent themes
through triangulating data from a variety of sogreed underscoring the points of
convergence. But patterns do not always developfoconvergence; they must also be
discerned through reflecting on the dissonantrstrahrough discovering the order in
chaos, through finding the coherence in what afgms inchoate and scattered to the

actors in the setting. (p. 214)

The various modes discussed by Lawrence-Lightfodttoffman Davis encourage a cyclical
research process in which the initial set of refeguestions and assumptions are questioned,
reinforced, and modified with every interactiorReésearchers’ day-to-day process of listening
for emergent themes functions as a sort of onhgip®thesis finding and testing. At the end of
the day, portraitists review field notes, log obsg¢ions while they are fresh in their minds, and
begin to reflect on the emergence of possible tlséithawrence-Lightfoot & Hoffman Dauvis,
1997, p. 217).

SVC is a PWI with a moderately diverse student bgigign the demographic diversity
reflected in the surrounding community and largetnopolitan area. Although the campus
espouses diversity values and a diverse studeniigtam, it was a campus forged in the
traditions of whiteness maintaining most spaceariyfor white students, making whiteness
overtly and covertly intertwined in the experienoégach person on campus. As we discussed
their experiences leading up to and while at SWE€ participants talked about how they
encountered their own whiteness. The participeeitscted on various moments throughout
their lived experiences where they have had to aeledge, confront, and work on reconciling
their whiteness in the American context.

Participants commented directly and indirectly d@liba organizational and racial climate

of SVC. They addressed peer and friendship circl®pus dynamics and customs as well as
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the climate in the classroom and interactions Watulty. Topics ranged from political
correctness and liberalism, to perceived studegregation patterns, to a joint meeting between
a white student group and the Black Student Ali@anPBarticipants described the campus as
promoting diversity and simultaneously criminalgiwhiteness. They shared stories and
perceptions about the same physical spaces on canvpich ofterlookedvery different based
upon whose story | was hearing.

While | consider these participants to be cognizaat understanding of racial and social
justice issues, the students sought environmeatssére comfortable for them. Incidences
deemed ‘uncomfortable’ as members of r/e ms growgye situated in the students’ realization
that they were encroaching on safe spaces fors/esubsequently leading to decisions to
withdrawn and support these groups from a distafi¢gough their struggles, stories, and our
time together, we interrogated contemporary ra@sochwhite privilege, engaged issues related
to the construction and maintenance of whitenass$ gaestioned the recreational aspect of
diversity issues for white students while challerggcontemporary white supremacy. They
believed that they could better serve these stuglenips and populations as outside supporters,
which provided them distance from uncomfortablecemters.

Throughout our conversations, participant storegst kircling back to what is commonly
known as campus climate. To accurately depict wieit stories referred to, it is necessary to
go one step further and label it as camqagsal climate (antonio, 2001; Chang, 2002; Hurtado,
1998). The nature of race and racism in highecation has limited the discussion of campus
racial climate to conversations on the peripheigahse of the attached meanings, emotions, and
history of racism rooted in the American contex¢l{B1992; Feagin, 2010; Sullivan, 2007). The

participants talked about being activists withiciaband personal settings around issues of
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diversity, equity, and social justice. | considecial activism to be related to their professional
endeavors and extracurricular organizations. Petsactivism consists of the choices and
actions that the students carried out in their agtay interactions in familial and friendship
circles.
Social Tourism

Social tourism is a term that Felix introduced wigescribing the transition and actions
of white students from private K8 schools to a éargublic high school. |took Felix’s initial
observation and applied the term to the white studrperience the other participants described.
In particular, | focused on the ability of whiteidents to move out of normative whiteness
(which is the lynch pin of campus racial climate)tiefly interact with r/e ms groups and
activities. Once racially satiated or agitate@, White students withdrew back to normative
whiteness where they could observe students of é@m a comfortable distance within the
confines of their cliques and friendship circléss social and cultural tourists, whites tap into
their white privilege invoking systemically basextial privileges while participating in multiple
types of r/fe m activities. Along the way, the o$@ntological expansiveness (Sullivan, 2006)
and epistemological ignorance (Mills, 1997) by whitvho move into and out of r/e m groups
are presented as personal racial preservation tattsnately, whites use their race-based
privilege to become social and cultural tourist®tigh limited, low-risk participation in
racial/ethnic minority activities.

White privilege provides white individuals with tle@tion to acknowledge the daily,
inherent benefits that we, as whites, receive (Akide, 1999; Allan, 2003; Blackshire-Belay
1998; Brown Il, 2000; Clegg, 1999; Cooney & Akintley 1999; Kimmel & Ferber, 2003;

Manglitz, 2003; Osborne & Young, 2006; Quezada &dwe, 2004; Reynolds & Pope, 2005;
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Rodriquez, 1999; Sanders, 1999; Turner & Myers0200viewed white privilege as the set of
unearned advantages that are coupled with the etwiacknowledge and/or ignore those
advantages (Allan, 2003; Jensen, 2003; LensmirEl;2dcintosh, 2003; Turner & Myers,
2000). | believe white privilege is a foundatiopatce of the daily experiences of all citizens in
the United States with different influences baspdruour skin color. Jensen (2003) succinctly
described the “ultimate white privilege: the pragke to acknowledge you have unearned
privilege but ignore what it means” (p. 79).

The systemic nature of privilege that Allan speakis affirmed by Turner and Myers
(2000) who state that “privilege exists for thodeowmeed not concern themselves with the
painful sense of ‘otherness’ on a daily basis, @rremain blissfully ignorant of what that
experience is” (p. 228). As members of the majanititure, whites possess an inherent ability
to engage ‘others’ on white terms and conditioligjority members have the distinct ability to
disengage with minority members and situations,fadd back into the whiteness of the
dominant culture that is prevalent at PWIs. A®mpof privileged choice, these students
entered racial/ethnic minority spaces leading gndive dissonance challenging their inherent
frame of ontological expansiveness. Internalizimgnegative feelings resulted in students
removing themselves from the source of discomianich preserved a core portion of their
epistemological ignorance.

Whites engaged in Social Tourism utilize ontolobegansiveness to control
challenging racial and cultural interactions. Asites talking about race, racial problems and
participating in r/e m groups; we must be awarerdblogical expansiveness introduced by
Sullivan (2006):

one of the predominant unconscious habits of wiritélege is that of ontological
expansiveness. As ontologically expansive, whitepte tend to act and think as if all
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spaces — whether geographical, physical, lingyistonomic, or otherwise — are or
should be available to them to move in and owsathey wish. (p. 10)

The primary connection between social tourism amdlogical expansiveness is the false sense
of ownership of all spaces (as white spaces), waietavailable for whites to move in and out of
with no connections or repercussions. Ontologegalansiveness allows for the white mentality
behind social tourism to be interrogated and ultetyaaltered.

Helms’ (1992) White Racial Identity Development (ViR Model serves as a point of
departure to discuss the “location” of the studamisrviewed. It is a linear model comprised of
two phases, each with three stages, through whittewndividuals progress (or regress) as they
navigate raciagéxperiences and encounters in their lives. Thegead] according to Helms, is a
positive white identity. Social Tourism links toRAD in two stages simultaneously:
Disintegration and Pseudo-Independence. The [@iation stage is characterized by the
individual experiencing that denial no longer iffisient to mask race, and results in
bewilderment. The Pseudo-Independence phase is arhindividual has a positive white view
and begins to realistically appraise their whitanes

The reoccurrence of social tourism can be vievgedraexpedition for white students
where they go out into the campus landscape coitpaiterracial, intercultural experiences.
Ignorant and inauthentic whites can take thesecitdins of experiences back to their comfort
zones as experiential trophies demonstrating “stppbcampus racial diversity. The key is the
level of authenticity of the person and their pgdor participating in acts of social tourism.
For example, this may be an inlet for some whitelselgin developing personal mechanisms
through which to discuss issues of race and pgeil@ntonio, 2001; Chang, 2002; Ortiz &

Rhoads, 2000). Social tourism is a phenomenomineds to be accounted for as on-campus
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and off-campus programs are developed, implemeatetiassessed because it can coopt
programmatic goals.

At the intersection of theory and the participastsries is an environment that maintains
and objectifies racial/ethnic minorities as “othérfough raced outreach projects and programs.
Taking this into account, | propose the followingngs be considered for diversity, social
justice, community outreach, and study abroad progrthat provide students with the
opportunity to engage people with different ideaesitand cultural backgrounds:

- Proactive and Intentional Program Planning. Takteea steps towards ensuring
meaningful campus-wide educational and social expees:

0 Hold quarterly or semi-annual campus programmingtmgs to promote

interconnected activities and promote cumulativemas based learning experiences

(Cole, 2007)

" Provide staff and faculty moderated events

= Utilize program goals as guides to ensure a sexpériences appear throughout
the meetings driving conversations and interactions

o Initiate a campus-wide online master calendar gagtiated by departments and

student groups accessible to all campus commuretyipers to download events via
multiple technological platforms
- Set clear program objectives and learning outcomes.

0 Make available concisely written program objectiiresultiple, easily accessible

mediums that give 24-hour access to informatiorcéampus constituents who are

away or unable attend a particular event

130



Reiterate the program purpose in all advertisingenes as well as verbally at the
start and end of each program to reinforce objestand outcomes
When appropriate, utilize advisory groups as saupboards for programmatic

needs and objectives

Establish a network of campus informants to undeshow programs and departments

are perceived by targeted student audiences (Bra@D; Broido & Reason, 2005;

Reason, Roosa Miller et al., 2005)

(0]

Acknowledge that the perceptions of target studediences are their realities, and
programs must work to reconcile those percepti@fsrb proceeding with new

programming. This requires that the campus comtyamd racial climate be taken
into consideration along with other mitigating cinastances such as departmental

and programmatic history, previous administratets,

Intentionally develop programs and retool existimggrams to explicitly counter the

underpinnings of social tourism such as ontologgsglansiveness (Sullivan, 2006) and

epistemological ignorance (Mills, 1997):

o

Create an arc of programs that move from surfateductory levels of social justice
engagement to deeper conversations and activeéi@eied on social justice issues
Engage with and train faculty, staff, and studeatlers how to positively participate

in social justice discussions and to counter sdoialism

Reinforce an inclusive campus (Broido, 2000; Bra¢dBeason, 2005; Reason, Roosa

Miller et al., 2005)

(0]

Engage the greater campus community in ways teatwstained, educative, and

mutually beneficial
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o Provide students with an archetype that reflecgnhtitutional authenticity of being
engaged with the surrounding community
o Counter social tourism so that individuals (pattacly white students) do not develop
a false sense of connection to off-campus rachalietcommunities
As white students come to understand how to hggi@t ethnic/racial minority students
while maintaining a level of personal comfort, treeg defining the sphere of influence in which
they can make change. Institutionally, these agpees can serve as vehicles to problematize
diversity related programming and policy. When wlstudents who are intrinsically connected
and motivated to issues of racial and social jestichdraw from direct involvement in the
student groups they look to support, how can watitelents who have no intrinsic connection be
expected to participate and support issues oflrangsocial justice? Rethinking diversity
initiatives, programming, and dialogue should tpkece to re-center the institutional focus of
diversity on issues of racial climate and sociatige.
Institutional Climate, Culture, and Liberalism: Aaitised & Experienced
SVC’s (academic and institutional) literature guiding mission statement specifically
addressed the college’s commitment to social je@shgghlighting the value of diversity. With a
stated institutional emphasis on diversity, theipg@ant experiences provided a contradictory
perspective that resulted in both the suppressidrogen expression of diverse ideas. The
image of a diverse and liberal campus resultetierrédirection of conversations about topics
not considered to be politically correct to undergrd forums similar to the backstage racialized
performances described by Feagin (2007). The aetsmnexample provided was the existence
of campus subculture of honest and possibly igriaranversations, which countered the

debilitating mix of liberalism and political correess stifling campus dialogues. The resulting
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conversations were so choppy and disjointed thaplpevere left searching for ways to express
themselves, sometimes forgetting what they wereudsng in the first place because of intense
pressure to not offend anyone.

As an institution, SVC fell short of the day-toydanplementation of those core values of
social justice and diversity. The espoused valBetman & Deal, 2008; Kuh & Whitt, 1988) of
SVC demonstrate what the institution holds as gujgirinciples, and include “seiz[ing] the
opportunity to create and sustain conversationgratdhe issues that matter most to [the campus
community]” and creating a “culture of self-awarelaigorous critique, [through an]
interdisciplinary approach.” Influencing the vaduaf the institution are larger forces such as
systemic whiteness (Bell, 1992; Feagin, 2010), Wisahe integration of white values into the
daily operations of society ranging from raciakstaypes to legislative measures designed to
protect whiteness. Although Felix, Shilo, and Rdimdno found these and other institutional
values congruent with their own in deciding to att&VC, the way the college implemented
these values did not align with what students @gpeed day-to-day. The participants provided
the pieces of a larger institutional picture thigt bt reflect those espoused values provided in
the formal literature.

The dominance of a white, campus cultural iderditgampus racial climate provided an
environment in which ignorant white students did Ibelieve that social justice education was
necessary. | define campus racial climate as alekdrop of an institution that is based on
dominant white norms and values which impact th@silens, assumptions, and perceptions of
the day-to-day experiences of the campus commy@igng, 2002; Morgan, 1997; Rankin &
Reason, 2005). Questioning the relevance of spstte education carried over to campus

survival tactics of r/e ms who clustered togetimenrder to build communities of color. The
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consistent denial and questioning of diversity-&emli activities supporting students of color is
one of many examples of how whites employ an epistegy of ignorance (Mills, 1997) in

order to avoid acknowledging white privilege andisen. The consensus of participants seemed
to be that mandating that more white students@pdie in r/e ms groups might have had noble
undertones but could not be institutionalized. €dering that student involvement is defined as
the “amount of physical and psychological energy thstudent devotes to the academic
experience” (Astin, 1999, p. 518), the participdrgtieve that their peers will not devote the
requisite amount of energy to make such a mandatefizial to the campus community. Such a
mandate would be volatile at best because of sules¢@ffects on r/e ms spaces, campus image
concerns, and the likely unpreparedness and ungiiéss of white students who would be
shuttled into these unfamiliar and unwanted enaarsnt

As a result of the experiences and perspectivesged, | landed upon this question as a

driver for my recommendations: Can open dialogwesiowhen confined by institutional
cultures rooted in liberalism? Taking this questiaio consideration, | propose the following
points be considered:

- Institutional Values — Do they represent the cangmmmunity?

o Create an advisory board with multiple campus c¢turesits including administration,
faculty, staff, institutional support services, gratis and students to annually revisit
institutional values. A venue is provided for th@ce of the campus to be heard by
the upper level administrators

- Systematic and Periodic Assessment of Perceiveidulinsnal Values
o Utilize a mixed methods, longitudinal approach aptare the perceptions of the

campus community
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= Campus-wide survey
¢ Build questions about espoused and enacted ingtiiltvalues into the end
of semester student evaluations and annual empleyeaw procedures
" Individual and Focus Group Interviews
e Use purposeful sampling of participants from adititutional levels including
administration, faculty, staff, institutional suppeervices, parents, and
students to collect how the institution is percdive
e Use interviews every other year to supplement trantjtative data and to
avoid assessment burnout by participants
Providing all campus constituents with a voice lead to a feeling of community and ownership
in the campus institutional mission. Focused astitutionally specific assessment can provide
decision makers and higher-level administrator$ &isense of how constituents perceive the
espoused versus enacted values of the institu@mmtinuous assessment helps the institution
meet its goals, demonstrating accountability tiaeftalders as well as providing an inclusive
environment in which suggestions about adjustmienssrategic plans and marketing materials
can be made. Misalignment of values and negativeep&ons can cause feelings of remorse for
the campus community because expected diverseierpes are not being provided as
anticipated.

The participants shared how they felt as consuwfectampus literature, especially
related to diversity, prior to their arrival at S\&Od how those advertisements matched up with
their experiences on campus. The touted liberalpee did not provide an open environment to
engage in boundary spanning conversations butlgctifled open “liberal” dialogues and the

exploration of ideas. The participants found th@aindary spanning conversations and
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intellectual exploration were hampered by the rntedak politically correct and completely non-
offensive in exchanges of any kind. They foundretitutional disconnect between the
promotion of diversity in campus literature and timelerpinnings of systemic whiteness, which
sought to minimize conversations that were deenffethgive or uncomfortable. Subcultures
and “underground” venues began to form in ordetlese boundary-spanning conversations to
take place without fear of social persecution. nkarspaces did exist on campus for students to
engage in these discussions but were primarilydedwn r/e ms groups, the Multicultural Hall
was such a place that fostered these types ofssisms and intellectual development.
Developing Diverse Networks and the MulticulturalH

Developing campus connections and ultimately, ctile campus involvement, should
be goals of college campuses as the world continbatomes flatter and diverse (Friedman,
2007). Campus connections can form as students tegxpand their networks of diversity by
increasing their exposure to diversity focusedrateons inside and outside the classroom as
well as through personal connections with felloudsints. In particular, connections between
communities of color and whites can lead to a kateak of crippling racialized stereotypes and
tensions (antonio, 2001, 2004; Chang, 2002; Cdleé72Kuh, 1995; Renn & Arnold, 2003). At
SVC because of systemic whiteness, white studexvts the privileged choice to develop diverse
networks without any repercussions to their academyperience. By attending a PWI, r/e ms do
not have a choice about being categorized as otlepared to white students they must
continually work on developing diverse networkdefine diverse networks as the connections
individuals make with groups of people and indiatbuwho differ from themselves based
multiple identities such as race, sexual orientatgender, spirituality, etc. Creating and

expanding diverse networks is important becausetbeactions provide individuals with
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exposure to an array of (cultural, personal, psatesl) conversations, viewpoints, and
narratives.

The Multicultural Hall at SVC was a venue that &etd impromptu and meaningful talks
about race, gender, and social justice. This conainenvironment encouraged a culture of
disclosure, intellectual boundary spanning, andaggion that did not exist outside the
multicultural hall (Chang, 2002; Ortiz & Rhoads,0B) at SVC. Theme floors or halls provide
r/e ms an area that is insulated from normativaemess (Chang, 2002; Cole, 2007; Mayo,
Murguia et al., 1995; Mitchell & Dell, 1992) proniog discussions amongst racial/ethnic
minority students. Margaret, Ronaldinho, and Skilared that the hall became a space in which
common cultural experiences, accomplishments, arsdrations could be shared. One of the
main reasons for the depth of conversation wagthdar nature of the hall and the social justice
orientation of the participants residing there (MaMurguia et al., 1995), which acted as a
buffer against ontological expansiveness (Sulliz86) of the predominately white campus.
Ontological expansiveness is “one of the predontinanonscious habits of white privilege...
white people tend to act and think as if all spaceshether geographical, physical, linguistic,
economic, or otherwise — are or should be availabteem to move in and out of as they wish”
(Sullivan, 2006, p. 10). The application of ontatad expansiveness means that whites operate
from the viewpoint of ownership because they atéled to access to all spaces. This belief
often causes whites to speak out against r/e nnsettidnalls or spaces perceived to violate this
entitled access, and employ epistemological igreeda defend “color blind” worldviews,
which are grounded in backstage racism (Picca &ife2007).

In addition to the recommendations for developiivgibse networks, | propose that

institutions that have a multicultural hall neecttearly convey the utility of the hall to the

137



campus community. Multicultural halls provide asp on campus in which a community of
cultural support and understanding can developalkspg out into the larger campus community.
Additionally, the value of the Multicultural Hall(®n campus needs to be articulated to
constituent groups such as parents, staff, andtyjacDemonstrate through memos, discussion
groups, and online information with testimonialsshmulticultural halls can provide a
community of support for r/e ms that increasesrtb@mpus well being and can lead to a greater
sense of connection to the institution.

Felix and Margaret talked about groups they wefieaaéd with and how they had
friends who were members and leaders that urged thgoin. For Margaret, being a leader of
the Armenian student group became more like adsbip circle and cultural
awareness/exchange circle than an actual activea@al movement focused group.
Ronaldinho also joined groups where he had frieviis were members, and also targeted
groups in which he felt he could gain somethingsa meaningful discussion, action, or to
simply meet new people. Shilo sought out beinggtive participant in the minority student
campus culture. The expressed importance of fqndinonnection for these racially minded
individuals was an integral part of their experiesicand the greater the bonds with diverse
people on campus, the more likely the participargee invested in navigating challenging social
situations.

As a result of being connected through a diverseaor&, the students were invested in
their peers and the campus community. Their coment to navigating challenging social
situations allowed them to discuss difficult topsceh as racism, whiteness, and oppression.
Their commitment took the form of initially partpating in r/fe ms groups engaging in tough

dialogues and placed them each in the role of @therwhite person amongst people of color.
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Understanding the literature, the value of campuerdity, and having heard the stories of these
students, | believe that the campus can act akialedor developing diverse networks and
community conversations (Chang, Astin, & Kim, 20@hang, Denson, Saenz, & Misa, 2006;
DeTurk, 2006; Gurin, Nagda, & Lopez, 2004; Nagdem K& Truelove, 2004; Rodenborg &
Huynh, 2006). To do so, | propose that spacedas treated in order to grow personal
connections and subsequent exposure to situatendving interracial and diversity related
content matter. The students’ combined experiele@@sme to recommend targeted
programming and communication strategies that attnmbite students with peers, faculty, and
staff across campus so that they can form a neteforkite social justice minded individuals
(Astin, 1993; Milem, 1994). One tactic would baritentionally create programs that bring
diverse groups of students together to promoteabsituations where they can begin to forge
connections (antonio, 2001). Programs could bagismall group activities focused across
academic disciplines to solve problems and tasisthien create a pool of students for larger
scale activities and get-togethers.

Intentionality of programming is a term | use tads on forging meaningful connections
between individuals with a sustained vision forrdpg@and community building. This can occur
at multiple levels and be connected loosely ortlygby moderating the intensity of exposure to
issues of race, power, and privilege. Programslghatentionally focus on particular subsets of
the campus community, such as a minority studemigrto assist them with processing their
personal dissonance. Multiple levels of prograngrshould introduce the campus population to
issues of diversity and social justice across geetsum from large, general events to smaller,
targeted, invitation only sessions meant to bugdawcore group of connected campus activists.

Large-scale events like concerts, readings, andgbaléy focused actions can be introductory
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pathways for the general campus community. Smallents can consist of one-on-one
meetings building upon the aforementioned use @kmsiand other forms of media to promote
cross campus connections with social justice mirvdleite individuals, and the addition of
mentoring from and with multiple levels of campits&zens such as seasoned peers (whether
first- or second-year peers who are a bit morematéd to campus, third- and fourth-year plus
students who have been involved with social jusgsaes). These relationships can provide
guidance and role models for the invited studenmois fpeople that have built up rapport and
shared experiences (Mu & Gnyawali, 2003).

An example of such a program is the McNair Schel&rogram through which cohorts
of students from a range of racial and socio-ecoadsackgrounds develop their research and
socialization skill sets, and creates a pool aieitmentors. Other supplemental low cost
options to foster connections would be creatingdis/s, Twitter accounts, Facebook groups, and
online academic groups through Blackboard, Angebtber online service providers like
Google. Conversely, an institutional financial coitment of at least one full-time position in
an office of diversity focused on these effortsidsdocalized departmental politics and
budgetary constraints by being housed in a unityevaide department. These activities on a
broad, intense scale take financial and indivicugdport.

| believe the institutional educational commitmenstudent academic experiences was a
crucial piece of the participants’ personal awassrend development (Astin, 1993; Milem,
1994). The exposure to social justice contentadamic settings provided them with a
foundation of knowledge and fueled their desirpddicipate in r/e ms groups (Broido, 2000;
Broido & Reason, 2005; Mu & Gnyawali, 2003; ReadRapsa Miller et al., 2005). The

knowledge demonstrated during our conversationswegsimpressive. It showed me that the
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participants were well versed in literature anccpcad articulating concepts in classroom
conversations. Educational opportunities for Hrger white campus community that focus on
social justice activities to link up with a changeacial perspective are infrequent. There is a
level of intensity missing for the majority of whistudents who take part in these diversity
courses, trainings, and student group interacijdietms, 1992). Allowing students to develop
personal connections between contemporary issusscal justice and academic material
should be a curricular goal (Mitchell & Dell, 1992)

With the goal of replicating what takes place ialtncultural hall spaces such as deeper
conversations and activities around social justtoeference rooms or community spaces can be
provided in venues like the campus cultural ceatet student center. It is extremely vital to
communicate that students of color are not radiahtity instructors or conveyors of a raced
experience meant to teach ignorant white folk. @iellenge is how to replicate the experiences
in other locations whether it is halls, quads, esstetc.

Increasing White Student Participation — Challermas Intentionality

The concept of “a lot of ice to break” came upidgmy conversation with Shilo about
her white peers’ reluctance to acknowledge theitemess and issues of race. As we talked
about those reluctant whites, | asked how breattirgce could occur at SVC with campus wide
programs and strategies to assist in tackling kptce issues through the increase of white
student patrticipation. We concluded, as Shilo s\dteeal social ice breaking kind of has to
happen on its own.” It left me with the questioancampus wide programs positively confront
ignorant, unprepared white students to think dififehyy about issues of race and social justice?
The intentional inclusion of whites into r/e ms gps on campus and safe havens for

communities of color at a PWI such as theme fl@orsalls has disruptive and possibly volatile
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consequences (Sullivan, 2006). | have come telsgeonundrum as the Diversity Dilemma,
which | describe as balancing racial inclusion, @mass, and activism. The dilemma is between
the benefit of exposure, connections, and dialdmpieeen diverse groups of students on campus
AND being intentionally intimate and focused to mate intergroup connections.

Dissonance with one’s own whiteness can be a nofgstiacle to being present and
authentic as an ally and member of r/e ms groupsidB, 2000; Broido & Reason, 2005; Helms,
1992). At SVC, white participation in r/fe ms graup minimal, which some participants
attributed to academics and busy schedules. Atguatademic pursuits are the primary reason
for college attendance but can become excuseshibe students not participating. The way in
which students choose to allocate their time demnates their personal values and
commitments. Not making time to participate inm’s groups removes white students from the
larger campus community and subsequent opportandgieonfront and embrace their whiteness
and privilege. It is important to note that alEenroutes to interracial and social justice
activities exist such as academic courses, frigpdgioups, faith-based groups, etc. which may
be easier access points for white students engdgengracial identity.

Compounding the issue of minimal white studentipigdtion is the disruption of group
dynamics resulting from an influx of unfamiliarnigrant white people into any minority student
group (Mills, 1997; Sullivan, 2006). It is impontato note that the use of ignorant and ignorance
when referring to white people is not a derogatemark; ignorance is something that can be
overcome with information and experience. Collpgggrams and administrators must remain
sensitive to group dynamics. The participatiomvbftes must be balanced to ensure diverse
groups of students and perspectives are fosterean(; 2002; Hurtado, 1998) while being

watchful that r/e ms groups do not approach saturadwards whiteness. | define saturation

142



towards whiteness as any r/e ms group that hastassso many white members that there is no
longer a racial/ethnic minority majority and fodasthe group (Feagin, 2010). The danger exists
when spaces for r/e ms become just another whateesip which r/e ms cannot be open and feel

secure (Sullivan, 2006).

A problem is gaining participation of the majoraf/white students who have no
connection to social justice issues and do noebelthat race and racism exist (Helms, 1992;
Mcintosh, 2003). As several participants obseritadas hard to sell their peers on joining a
group that was based upon the premise that whiées privileged. It also can seem somewhat
remedial to those white students who strongly belthat they are well versed in literature and
concepts of social justice, diversity and equityecommend establishing a campus-wide
diversity and social justice awareness continuumhich multiple opportunities are presented
on campus at three different knowledge levelsrésied, Aware, & Well-Versed. Providing
programming and educative opportunities for stuslanthree different levels of intensity casts a
wider net for interaction and personally challemgooints for students.

Programs could include performances about how pocgeh racially charged
information and exposure to challenging issues|emdonducting productive and beneficial
difficult dialogues. Connecting the continuum aadial justice efforts is important because it
stresses to faculty, staff, and students that ssetisocial justice are highly valued on campus.
Integrating social justice throughout the instiatideally requires buy in from all levels of the
administration and faculty, but in reality will ntdi&kely be tied to champions in units and
programs (Amey, 2007). Integration into the curtiien also allows different conversations to
occur surrounding social justice theory and itsliappon in any given academic discipline.

Adding a training session on group dynamics fooming classes could assist students in

143



navigating a new and diverse collegiate environmémtroductory training should be followed
up with an annual refresher course provided in iplelimediums. Having participatory outlets
such as a white student group for racial equityved! for diversity and equity minded white
students to congregate (Broido, 2000; Broido & Reag005).

It is important for campuses to take an introspednd institutionally specific stance to
decipher the risk versus reward of campus-wideatgearticipation mandates. Upon reaching a
decision, possibly in conjunction with the institutal values assessment, the campus
community may be better served to take a moreegfi@approach such as rolling out an
assessment plan over one to two academic yeaesgddl should not be to eradicate whiteness
because of inherent frustration and failure, bthteato chip away at epistemological ignorance
and whiteness through a multipronged approach. strlagegy may be to use continuums of
social justice activity and intensity of the adiyvio help students achieve programmatic goals.
For instance, a low intensity goal may be for tampus to have every student attend several
racial/ethnic minority student events and campusmsepred diversity events or workshops
throughout their academic career.

Conversely, a higher intensity goal may be proémhgxposure to issues of diversity and
social justice such as an extended weekend retrematilti-meeting cohort so that opportunities
for individual moments of ice breaking can occuridite individuals. Reaching out to
students, and particularly white students, withapymities to confront issues of race, privilege,
and social justice on their turf is more importasta first step. This can be done with seminars
and hall-sponsored events where discussions cam.oBceparing the larger white campus

population to discuss issues of race and privitgehelp to avoid a flood of ignorant,
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unprepared white students from invading r/e ms ggand potentially coming away with a
negative experience.

Negotiating the dissonance can be trying for preghandividuals, so it begs the question,
how do local resources of a college such as stugtenp advisors, courses, and programs better
prepare white students to deal with the racialatiasce, especially when they are not well
prepared at the onset? To what extent can andlges/departments take time to help white
students work through the dissonance? The partitspdid not always know what to do with the
dissonance they experienced during interracial @meos and group activities. Minority
students are more likely aware of themselves asliaed beings resulting from their day-to-day
experiences within the American racial context.e@hthe issues here is how to prepare white
students for what they might encounter when theytlsemselves as racial beingghoutusing
minority students as teaching tools and examples.

The task of assisting whites to work through thaaial dissonance is complicated, at
best, by the multi-directional racial pressuresegignced by racially aware and social justice
oriented whites. Taking these experiences intoaaicdemonstrates the difficulty of program
planning focused on reaching white students whaiassvare of their racial selves.
Programmatic considerations include but are natdidto the following questions. Does there
need to be a safe space for whites to confrontanbgs? What does making the interrogation of
whiteness a public event do to people who do noit waface the fact that they benefit from
being white? Is a safe white space called publitf2Vgpaces are not safe for whites and

whiteness? Is there such a thing as a safe spagoegaas racism and oppression exist?
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A caveat for white participation on a larger sdalthe ease with which white students
can disengage from participating in communitiesadbr into the fog of whiteness as cultural
campus norms. This was seemingly the case foo SRdnaldinho and Felix, who stopped
participating in r/e ms groups even though theyaspd values of diversity and social justice.

If these engaged white individuals had difficuleymaining present in r/fe ms groups, it makes the
job of connecting with white students who did navé these issues on their radar even more
challenging.

| want to stress a campus level intentionalityhwéspect to the use of social justice
programming versus an overarching mandate. lmeality of programming demonstrates to
the campus community that the institution truly gonts social justice and inclusion efforts.
Going beyond the inclusion of a diversity paragrbphied in an institutional mission statement
serves as a hollow reminder about the campus’ atiometo and focus on issues of social justice
and diversity. Intentionally focused messagesarmbust arc of campus wide programming
shows belief and follow through towards increasimgamount, intensity, and meaningfulness of
interracial student participation.

Lingering Questions

Reflecting on these data, | am left with some Inmggquestions beyond the scope of this
particular project that serve as a call for futtggearch. The following are included to push
knowledge production forward, encouraging a corthand progressively deeper dialogue
inside and outside of academe:

- What is whiteness? What does it mean to white sitgdevhite administrators, white
researchers? How does the definition differ fromilsirly situated communities of color

on campus?

146



- How is whiteness reproduced by racially ignoranited? By racially aware whites? By
communities of color?

- How does campus culture affect the transmissiomhote guilt?

- How do faculty knowingly and unknowingly transmihite guilt through instances of
acculturation and indoctrination inside the claesn@

- Does political correctness stifle or promote camaesal dialogues and understanding?
Does a politically correct environment benefit anpais culture if it is perpetuated out of
fear?

- How do self-labeled acts of liberalism serve asiber to the interrogation of whiteness?
How does liberalism differ from the mission of Iiakarts colleges? Is it any different
from political correctness? What are the differenicedefinition between the students
and professional staff of the campus?

Future Research

This research project has only begun to explazesttperiences of white social justice
advocates with continued participation in raciahd ethnically diversity campus settings.
Future research should include research on diffaialogues (Quaye, 2010) because
challenging dialogues can act as deterrents foeldping white social justice advocates. The
present study (and others similarly situated) ptesian opportunity to critically revisit the
Helms’ White Racial Identity Development Model stagodel, updating it for the current racial
and educational landscape, audiences, and clinfdie.utilization of Critical Race Studies (Bell,
1992; Delgado & Stefancic, 1997, 2001) and expaqndite of Critical White Studies (Delgado
& Stefancic, 1997) can add beneficial perspectioddelms’ model. Future, iterations of this

line of inquiry should include Intersectionalityu@tes, which is defined by Cho, Williams
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Crenshaw, & McCall (2013) as a way to approachamesethat investigates multiple identities
like “gender, race, and other axes of power in@ewange of political discussions and academic
disciplines” (p. 787).

Additionally, | recommend that further studieseastigate the influence of faculty and
administration relations, the effects of rhetomcaampus racial climate perceptions, and how
the physical campus environment impacts interractalactions on campus. Future research
should be sure to include white students who hahvistary of participating with r/e ms groups in
addition to the Black Student Alliance. Reseaitobusd continue to push dialogues around the
definition of whiteness, whiteness studies, anddasof race, social justice and equity.

Limitations

| acknowledge that the data are not uniform ancetstend that this is because my study
focused on human experiences and perspectiveshahacnot identical. Studying constructs
such as race, privilege, and power can be meskg.afiorementioned aspects of my study are
really delimiters and not limitations. They aredarstood and anticipated parameters of my
study versus an individual, methodological, or giedl shortcoming. | also accept and
understand that the question and research pergpect situated deeply within critical and
social just theories; my intent was not to geneealhe findings but provide a portrait of each
participant and their campus. These interactiergeriences, and subsequent proposals may
provide lessons learned that are useful and traable to other readers, institutions, and

programs.
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EPILOGUE
Race is a central theme in my day to day. Thisaeh was prompted by my experiences
growing up in Southern California and seeing hoat get of experiences interacted with the
world outside of the San Fernando Valley. This gtini@s shown me that race is one of many
facets and intersecting identities that contriiatthe perceptions of folks throughout their lives.
At the end of the study, | am able to reflect aed Bow this research project and process have
changed me personally and professionally. Engagingcially focused, social justice research
blurred the lines between my personal and profassioves because of the constant iterative
process of identifying and interrogating whitenddmlieve it is important to revisit my
positionality and experiences within the reseanmdtgss. This epilogue is a place for me to
reflect on the research journey unpacking a feucgopuch as my own whiteness, the personal
researcher, contemporary connections, and lookingafrd.
Owning My Whiteness
The process of reconciling my whiteness is a @onibt iterative process. | continue to
acknowledge and grapple with the following (whismbt an exhaustive list):
| am white (whatever that means).
| am raced.
| am privileged.
My continuing process of ownership has been exthgrtellenging, especially early on in my
racial recognition as a person from a modest wgrkiass family in Southern California. It was
difficult, at best, to see how coming from my fayraind neighborhood translated into a
privileged existence. As | noted in the prologukadl salient moments in my life in which my

whiteness was a benefit or hindrance compared t&riends from racial/ethnic backgrounds.
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Surprisingly, my process of whiteness ownershiptred a ripple effect in my close
social circles. These ripples have taken the sb&penest conversations and questions about
race and racism all the way to complete denial lutewprivilege. Additionally, | have had my
line of inquiry called into question and person#heks leveled at me at gatherings and through
social media. Through conversations with participam my study, | was reminded that similarly
raised white family members or people in the sameadship circles do not experience
racialized events in identical ways. Although, gagticipants accumulated different
experiences, being aware of their own whitenesssgatemic privilege became a catalytic event
moving them to become social justice advocates.

This was an important reaffirmation for me perslynas when | began my research on
whiteness and privilege | encountered severe egsistfollowed by verbal and written attacks
from childhood friends and family members defendimgr own whiteness. White denial is
entrenched in my personal circles, severely dangdgimgtime friendships and costing me
several other friendships. | return to my meetinth\Wwelix when he told me how white people
are not receptive to being told that they conteliotthe maintenance of white privilege.
Though the personal costs have been higher thatdlly anticipated, the resistance and
conflict to discussing white privilege has reitechthe importance of the research and need to
continue to critique entrenched white privilege aacial preference.

The Personal Researcher

As this line of inquiry played out and a reseaagenda extends into a new phase, | work
through the weight of whiteness. All the thingsttharround whiteness like its elusiveness, total
denial, a history of oppression, a global coloteghcy, etc. make the process of researching

whiteness challenging. The difficulty of the resdmprocess is compounded by my multiple
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identities as an able bodied, white, heterosexwaéé rinom a lower middle class family.

Engaging in Critical White Studies requires thkéép my identities and experiences as a person
remaining transparent, authentic, and cautiousnidtivations are often called into question by
laypeople and academics alike as they try to asglesd am and what is the intent of my
research. Questions are good things that can gereethalogue about race, oppression, and
privilege but a balance must be struck so thatemaiss is not re-centered without candid and
honest critique.

Race and my whiteness are constantly on my middshape my experiences from day to
day. As my research(er) process has played oalyd hecome cognizant of the intersecting
identities that can enhance and dampen racial asssdn individuals. | found that as the lines
blurred for me between my academic and persones livencountered increasing disapproval
from a handful of individuals that were supportofany doctoral pursuits. | found that they
became extremely troubled by my research becassenéhow implicated them as being
complicit in white privilege. It also seemed taiithinate their whiteness in a way in which they
were forced to confront their bubble of comfortataleial ignorance. They held tightly to the
false notion of a colorblind society and existenteacial preferences.

As an optimistic budding researcher, | had highdsofor the amount of personal
connection that my participants would have to nseegch topic. At times, | was frustrated that
the students’ commitment level did not always lugkwith my own in regards to completing the
project. As a researcher, | had to realize thaparicipants may have been connected to social
justice advocacy and other issues related to neareh topic, but that did not mean that they
were as invested in my research as | was. In additi varying levels of commitment, |

encountered multidirectional power dynamics in mgearch relationships with the participants.
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Each research relationship became a balancinglaatew tried to not exert undo influence and
power because of my positionality while becomingueawof the power participants exercised
throughout the process.

Contemporary Connections and Looking Forward

Conducting research and critiquing whitenesslevesnt and necessary when considering
the racially motivated events that recently trarespsuch as the George Zimmerman and
Trayvon Martin case, Paula Dean’s admitted use@ét epitaphs, and the gutting of the Voters
Rights Act by removing safe guards that protedatéthnic and lower socio-economic voters
from being disenfranchised. The intensity of thes®ally motivated events sparked impromptu
remarks by President Obama about the persistenaeisfn in our country and how he could
have been Trayvon at any point in childhood.

The recent shift of covert racism in the aforenwargd events reflects the persistence of
backstage racism (Feagin, 2010) and systemic digtation. This trend towards overt acts of
racism and discrimination connect back to the muod®scar Grant, currently being portrayed
in the movie Fruitvale Station racially motivated comments made by nationaladudist Don
Imus, and the portrayal of President Obama as gdteterrorist because of his familial lineage.
The junction of this research project, historicam’ts, and contemporary occurrences provide a
vantage point to observe that racism, systemicengritvilege, ontological expansiveness,
epistemological ignorance, and the outright detiat racial discrimination by whites are still
alive.

Even more troubling than this realization is ttiese discriminatory actions and beliefs
are becoming more overt. It appears that whitessadhe country are becoming more cognizant

that their majority status is coming to an end, arelbeginning to mobilize socially and
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politically to protect their systemic privilegeSimultaneously, the country is witnessing the
increasing political power of racial/ethnic min@# and an increasingly energized and
politicized racial/ethnic minority youth pushing fequitable reforms. Whiteness is a
complicated construct because it carries a stigratakes it a taboo topic in white circles to
honestly engage. Still, | am optimistic that pesitstrides are being made towards equality but |
acknowledge that whites will not relinquish thearsgiionality and privilege willingly. In order

to disrupt racial oppression, it requires contimouerrogation and resistance to the systemic
nature of whiteness, privilege, and marginalizatibiook to continue pushing the conversation
in academic, professional, and personal venueshofest dialogue makes folks uncomfortable

at times is better than complicit silence whichtabmtes to ongoing oppression.
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Semi-Structured Interview Questions
1. Tell me about yourself
2. We are going to be talking a lot about your collegperiences, but to understand the
present I'm also interested in learning what it \Wee for you in school before you came
to college. Describe what going to [elementaryjquhigh, high] school was like for
you.
a. Elementary
- Tell me what you remember about being in elemerdganpol. Who were
your friends and what kinds of things did you dgdther in and out of
school?
- Did you have experiences of difference?
b. Junior High School
- Tell me what you remember about being in juniohhsghool. Who did you
hang with, what types of things did you do when fiong out?
- Did you take part in any on campus student groups?
- Did you have experiences of difference?
c. High School
- Tell me what you remember about being in high sthoo
- Who did you hang with, what types of things did yuwhen you hung out?
- Did you take part in any on campus student groups?
- Did you have experiences of difference?
3. Looking back over your experiences in school, dpranments come to mind that you

now see as being essential in defining or formihg wou are as a person?
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. In addition to your school related stories, can geeall and describe a moment or a few
moments in your life that you now look back uporpatal in being cognizant of
difference?
. Taking all of the things that we talked about soifito account, when did your sense of
self and your sense of difference intersect andinecone?
. Please tell me how your experiences with schooldiifiekence have changed now that
you are attending college.
So now in college, what student groups are yoember of?

a. How did you find out about the group [this group]?

b. Why did you end up joining it [this group]? Was {hapose of the group a

reason you became a member? [this is really avellp to why did you join]

c. What's it like to be a member of this group?
. Having discussed your membership in these non-Véhitgent groups, what are the
benefits that you have found as a result of youmbesship?
. DRAW PICTURE - Think about the first time you attended [the griomeeting. Please
draw me a picture of what you experienced. Pleaseribe what you have drawn.

a. Describe what it is like for you to be amongst menrstof [this group].

b. How does your experience in the group you have dravove compare with your

experiences in other groups that you are a menfBer o

10.Can you talk about what your process of working@tigh difference has been like for

you?

11.As a college student, describe how you feel amasggpwho identify as racially or

ethnically similar to yourself.
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a. Do you feel any different now than when you did wiyeu were in elementary,
junior high or high school?

12.You've joined this group and seem to be gettingtaut of it [assuming this is what they
say]. Why do you think others are not joining? Wlifa&inything, do you think the
university could do to encourage more participation

13.What do you think about encouraging more white el to participate in non-white
student groups as you have?

14.Before we end our discussion, is there anything #lat you think | should know about

your experiences in non-white student groups hereampus?
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