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ABSTRACT

This dissertation presents a longitudinal ethnographic study about race and lege stltients
construct and negotiate its meaning. The study utilizes multiple qualitattveds such as
participant observation, unstructured interviews and focus groups. Rather thalendity or
racism, the discourses of race and how they are produced or adopted by students osit unive
campus are central to this work. Drawing from Critical Race Theoric&@nVhiteness Studies,
and other race theories, | present qualitative analyses about race, whatsttate how racism

is cloaked and persists in colorblind discourse and the race talk of educated youagTiespl
work illuminates how colorblind discourses function for different racial groups of @eopl
exposes the mechanics of race talk, and challenges the stasis of curaémukicultural
education. | conclude with implications for further research and recommendati@usicators

to be more vigilant and productive in anti-racist and justice education for alhgude
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RACING DISCOURSES:
CONSTRUCTIONS AND NEGOTIATIONS STUDENTS MAKE ABOUT RACE

Paul M. Buckley

INTRODUCTION

Race confounds us. In the United States, we are caught in its ideologicaitgrvarious
levels of consciousness about its hold on our psyche and our bodies. Yet, race, a socidgi@onstruc
and political negotiation, is with us. It shapes our talk and walk, our privileges laisgl aler
realities and dreams, our births and deaths. It separates us and divides our difalimedually.
Yet, its common use in our language does not translate to a common sense of whatr rdges.
This dissertation examines the meanings of race and how they are constygttetkehts at a
predominantly white university in the Northeast, U.S.A. with strong commitnewulisersity. My
study investigates how this generation of college students comes to understandyihaatheut
race, how they talk about it, and how they negotiate and re/produce discourses alfounrdosr
social locations. This study spans three years and concludes during thegoaimgigproduced the
first African American president of the United States. It is withinhissorical moment that news
media have pondered and suggested that the U.S. has reached a new day in riasiah pait/
“post-racial” era. Yet, many question what that term could possibly meaptéalence any
meaningful conversation about race because we are somehow “beyond” it. Even thodghtPres
Obama articulated the necessity for national dialogue about “race” dsihgstoric campaign for a

more perfect Union, he seems particularly challenged (perhaps bechiseank) to discuss race as



he leads the imperfect union during this contemporary period of “post-racial cliet@ece is
irony.

Race has confounded and gripped us from the beginning. It challenges our foundations and
ideals. This is clearly exhibited in the juxtaposition of our constitution and the smaiaktin
which it was written. The Constitution of the United States of America wallisked by “the
people” in order to “form a more perfect Union, establish Justice, insure domestauility” (U.S.
Const. pmbl.) and fulfill other functions of a nation state seeking the blessingerty.li As the
Constitution was written during the time of brutal chattel enslavement wbAf by White
oppressors, so is the rhetoric of “post-racialism” spouted in the present day whkemjstice and
inequity patterns are so rampant. While promising equality and justiegdoyone, the United
States has perpetuated a history of racial injustice that is still pr¢vatay. Racial inequality is
obvious among our nation’s educational, health, and economic systems. Hard data provide hard
evidence of persistent broken promises for non-white people within the structure d¢amiie.
For example, the U.S. Census (2000) data shows that Black Americans are thsesstlikely to be
poor as White Americans, and are among racial minorities who are overrgpdeisethe most
disadvantaged neighborhoods. A review of both the flow of money (income) as well as the
collection of assets that one owns (wealth) reveals the crucial paiteatsal imbalance that
plague this country (Oliver & Shapiro, 1995, 2004). The U.S. economic structure which inas bee
transformed from an industrial to service focus has stifled the incomes of pettpleodest
educational achievements, significantly impacting Blacks, Hispanics, aad Asiericans (Massey,
2006).

Education in the United States has been considered one of the great “equalicarsdies

for social inequities and injustice. Yet, U.S. education is particularly afsnequality



(Frankenberg & Lee, 2006; Kozol, 1991; Ogbu, 1994;). African Americans, Latinpaftitis
Americans and other racial/ethnic minorities have historically been deppetunity to higher
education until the access movement that began in the 1940’s and later included the @&/l Rig
Movement of the 1950’s and 1960’s (Seidman, 2005). Still great disparities betweenMihite a
underrepresented students remain today. Recent statistics indicate thafeneeodtlege, Blacks
and Hispanics meet challenges to their educational attainment at a higlteanaWhites.
According to the U.S. Department of Education, the high school dropout rate for Africaicé&mse
ages 16 to 24 was 9.9 percent, almost double the rate for White Americans at 4.8 percent in 2008.
For Hispanic Americans, the dropout rate was 18.3 percent that year, the higllestagf/ethnic
groups with American Indian/Alaska Natives at 14.6 percent (“The Condition of fmyt2011).

Manning Marable (2002) observes that “opportunity and access to higher education are
determined primarily by wealth” (p. 137). At the primary and secondary |éialsk and Brown
students are victimized by the lack of financial, human, and pedagogical esstacititated by a
structural formula of school operations that maintains them in the lowestperdopublic schools.
Wilson (1996, 2009), an African American sociologist, has made race and clasgivgegra
arguments to explain the source of this social fact; pointing to past raciahihstion that created
the Black underclass and the structural dis/location of employment endinguinceslepleted
neighborhoods. Although Wilson (1973) has controversially declared a “decliningcsigodiof
race,” critiques of his work have demonstrated that a trend toward incomepaatiathat Wilson
argued in 1973 did not and does not hold (Cancio, Evans, & Maume, 1996; Kim & Tamborini, 2006;
Thomas & Hughes, 1986;). Yet, Wilson contributes significantly to discussioneteat the
inequities of historical and present systemic racism. It is well docechémat residential

segregation patterns are closely linked to concentrated poverty lines that wost sgecessful



schools. Of course this is only a part of the larger story of disparity in theyqfadiducational
services and successful pedagogy for urban schools and school districts wibhity ofaacial
minorities.

Since the 1958rown v. Board of Educatiodecision to end segregation of American
students by race, there was significant decline in segregation patternseuntitit1980’s.
However, an examination of U.S. public schools demonstrates a reversing trengl teadin
segregation, especially for Latino students whose enrollment in public schotipleassince the
late 1960’s (Frankenberg & Lee, 2006; Orfield, Eaton, & Jones, 1996). Sadly, court orders ending
desegregation plans have contributed to this reversing of two educational goalsngrigaa
society says it holds dear: equality and integration. There is much reseasrhpghasizes
teachers’ engagement of culturally relevant pedagogy for students'ssu@anks & Banks, 2004;
Howard, 2001; Ladson-Billings, 1995, 2001; Tate, 1995). Additionally, ethnographies like Annette
Lareau’sUnequal Childhood$2003) and Anne FergusorBad Boyq2004) highlight the central
white middle-class lens from which many students are interrogated, jyslgedked, and
disciplined. Ferguson calls for a “restructuring of the entire educatiostains¥yin response to the
race, class, and gender intersectional subjugation of students (p. 234).

Meanwhile, post-Civil Rights laissez-faire racism pervades the nhlsoriscape and
inhibits governmental action to redress racial inequality concerns ahdralldevels. Bobo (2006)
describes laissez-faire racism as a pattern of beliefs that invédwenth rejection of an active role
for government in undoing racial segregation and inequality” and denies thahtstion and
racism is a problem in society (p. 93). This post-Jim Crow form of racism asptacegative
stereotypes of African Americans and views Blacks as the source of theatiwellproblems. This

racist discourse is coupled with another dominant discourse: colorblindness a-awdl discusses



colorblindness as “ideology” so | will use his language here. Coloftitiedlogy suggests that we
live in a race neutral society where inequalities are the result otgtoccurring phenomena such
as market dynamics and the inferiority of Blacks (Bonilla-Silva, 2006) thier avords, colorblind
ideology as a form of racism takes on subtle and institutional forms that ‘fexplaiemporary
racial inequality as the outcome of nonracial dynamics” (p. 2). This “newrrd@s Bonilla-Silva
calls it, stifles conversations about race or racism or any acknowledigeimeequality and creates
a catch 22 for contemporary victims of racism who must prove that racismlexgsnonstrating
their victimization, which is precisely what the colorblind system of nacegects. However, this
“race neutral” perspective that denies discrimination acknowledges raceoabmmodification—
the purchasing and sharing of “race” as products, symbols and experiences & &8hitell as
African Americans, Asian Americans, Latinos, and Native AmericaPsdple of Color?).

It is within this national climate of dominant colorblind discourses that trsgidaion is
written. The research presented in this dissertation grew out of my intetlestsubject of race and
racism that may have begun as early as third grade. It was during a sebolalrday at Clarks
Town elementary in Jamaica, West Indies that one of my peers challengedinaerstand race
and nation as two distinct identities. “If you were born in England, how come you'rehi@AM\he
asked. My eight-year old peer and | had withessed many tourists in coach buseg awive b
school, slowing speed only to gaze at us, Black children, on the playgrounds. The bedegHil

White people from “Foreign,” were like fancy mobile cages with windows and tloatrsever

! This well used term in race studies can be proatinn that it reinforce ableism. An exploratiohDisability
issues (and perhaps their relationship to raceddmiits own dissertation. However, while focgson race in this
dissertation, | am not neglecting the significantéhis discourse in the broader topic of sociatife education.

% Nieto (2000) describes the use of this term, peopkolor, to express important connections amdraon
experiences among groups such as African Amerigsian American, Latino, and Native or American buli |
use this term (or students of color, specificallypughout the dissertation interchangeably wilistang of the four
race/ethnic groups. At the same time, | am keanlgre that there is great diversity within this glemeration and
that the connections between them do not expragsronity and should not be used to hide rich diitgramong the
individual groups.



opened toward us. This made tourists seem at once special. They were set apaerinvarndt
behind the glass windows and towering metal of the coach bus. Then at once theyonstraraje,
alien beings, even bust like, looking at us with blank stares and expressiontessondrlapping
white economic privilege. As a U.K. born Black Jamaican boy, | was a bit of adevutsforeign
boy when | mentioned my birthplace. However, my classmate and | both knewobta® the
foreigners in the bus.

When | arrived in the United States one year later, race would becomeealoieme. My
teachers were mostly White and my fellow students were diverse but mastkyd@lthe first school
| attended. | would soon learn about Dr. Martin Luther King, Jr. and the Underground dRaricba
Sojourner Truth during Black History Month. Two years later, | would better uaddrthat Dr.
King was a soldier in the army for racial justice and the Underground Rhras a metaphor for
the journey of enslaved Africans who escaped their slave-oppressors likayunains toward
freedom. By middle school, my family moved to a more integrated town in New Yde@tare
the number of my White classmates decreased each academic year. (édrdrébout “white
flight” until college.) The diversity of my teachers increased but rerdamestly White. | thought
little of it, but did think about race often in my honors courses in high school. It wassm t
classrooms that | shared the most racially diverse academic expgendnch included Black,
Latino, Asian, and White classmates. However, most of my high school peers ackeaid
Brown (or Latino) students who did not share as many classes with White coristerpar
school’s racially stratified academic tracking system.

| attended a very large public university where the Black population wsathkss ten
percent. Latinos and Asian Americans also represented a small percerttegpagiulation. Native

Americans were almost invisible. The university was historically aedgoninantly white in its



enrollment and employment. It was in that setting that | experienced the negsirterpersonal
and institutional racism. Freshman year, my relationships with White ro@sapaickly
deteriorated as | felt racially isolated by them and witnessed th&nblgnorance and tokenism
toward me. When | became a leader on campus, | would learn more about the maghaityahd
stereotypes held toward minority groups as well as the structural disadvantagetsstudents of
color as individuals and members of cultural clubs and organizations on campus. | wwuld als
become civically engaged by participating in grass roots student nesisgtasome of these
concerns, dedicating myself to community service and learning about thedowaunity, and at
times engaged in student protests that countered the status quo. Yet, | was asdealaiop some
cross-racial friendships and associations with my peers and universitgysgwoogds. These
experiences helped me to consider issues of race and racism as complexirsniadaegotiate
and struggle against, while developing optimism for positive cross-racitnslaips and social
change.

These considerations informed my interests as a professional in the fielghef Hi
Education. | developed strong passions for work in critical multiculturalism aedsdy education,
as well as access and retention projects. These works deepened myimtieeesbcial construction
of race and social justice through education as | pursued the Cultural FoundationsatibBduc
doctoral program. However, | also recognized that my collegiate expesieth race and the
academic theories | was exposed to were somewhat different from panéeynideologies and
experiences of the millennial college generation. These students werkkelgre have heard and
learned about concepts like “diversity” and “multiculturalism” than | wasyrsetondary and
college years. Further, issues related to these concepts seemed to be mprengpged in

university curricula today; and, from my professional observations and discuissedsvith



colleagues from various campuses, cultural organizations seemed to beenevedlyg supported.
Therefore, | wanted to understand more about how this generation of college stueentsted
race. How did these students come to understand race? What contributed to thishaivaig?sta
How did students think about race even as they matriculated to college? Thistilisspresents

my academic inquiry and discovery on the topic.

What do you think about race?

“It's never really been a factor. I've never really thought angthof it, to be honest with you,
| guess. | don't, like | guess, | don’t know about anything about racevdrmeally sat down
and asked myself that question. It's not an issue for me, to be honegowittum, | guess, |
don’t know, | don't really know how to describe it...”

- Tom, afirst-year white student in the Pre-First Program

It may sound as though Tom does not have a concept of race. Rather, he has a certain caoedpabf
allows him to manage his privileged position in a racist society. The discourderntiadness is visible
in his talk.

“Race” disrupts. Many high school students, all of whom live |slegped by race, give it limited
reflection and critiqgue when they transition from high school to coli@pescarella, Edison, Nora,
Hagedorn, & Terenzini, 1996). This ethnographic study explores how studakésmeaning of “race” as
they transition from high school to Findings University, the pseudonym for a lavgesali predominantly
white, private university in the northeast. This project examinexaheeptions of “race” held by 25
students who identify broadly with one or more of these historicaltpgnized race categories in the
U.S.--white, Asian/Pacific Islander, Hispanic, and African Aia/black. Conceptions about race can
include identity, social relations, meaning, history, and origin. Theapy focus of this work does not
probe the particular racial category informants employ to iigethiemselves. That is, | am not primarily

8



interested in how students identify racially and their reasonddiog so as a major focus of this study. |
am, however, interested in how the students’ racial identificabotributes to the social location from
which they speak. This project has broader objectives than the dtudydents’ racial identity. It
highlights the vocabulary they use, the discourses that animateatkeithe examples they provide, the
issues they raise—in other words, the meanings they make aboatmmang and between themselves--to
understand its impact in society from their perspectives. Theaaings include the ways that informants
discuss their identities as well as race itself. | amanhow informants’ comprehension of race frames
their understanding of the social world and shapes their personal experiences.

Through participant observation, in-depth interviews, and focus groupgrofest collected data
in two phases: 1. During the students’ pre-collegiate summerierpe- the Pre-First program at
Findings, | conducted interviews as well as observations of studehtsiimesidence hall. 2. During their
junior year | facilitated 3 focus groups of 5-7 students each. Tégs®aches enabled me to explore
students’ interpretations of race between their first and juniarsyef college. This usually hidden
interpretive process will offer educators critical insigfas curriculum development and foundational
approaches to racial justice education. Additionally, findings beaysed to enhance opportunities for
positive cross-racial experiences.

| designed my study to engage in participant observation, in-dejettviewing, and focus groups
of a particular cohort of incoming students to the university, asking:

1. What ideas about race do students bring with them to university casfipisew did they

develop these ideas? How do they go about confirming or questioning them?

2. How do students negotiate the racial diversity of their categexperience with home

and past?



3. How do language and ideas from campus programs emerge in the studieets? What
kinds of collegiate experiences and environments do students find significant?

4. If students come to think of race as a social construction, whtiegdoegin to do with it?
Do they still speak of “race” as something “real” or do theyirbég say that there is no
such thing or that it does not exist? How do they attempt to constnecfor themselves?

How do they describe the real consequences of racism?

Chapter 3 of this document explains my methodology in detail.

CONTEXTS:

National Contexts:

In the United States, “race” is one of the most engaging and texhtepics. While diversity has
become a buzz word in several arenas, including higher educatiomena@@s a significant element in
the negotiation of collective identities and other social relatiddse notion of “race” is the essentialist
notion that people are born with a fixed identity, even a fixedidse#ity; and the essence of that identity
is shared with every person of that same race (Omi & Winant, 19®3¥)example, an essentialist could
argue that all Black people have or do X; and not to have or do X waadd that a person is not Black.
Biological essentialism can be found in the origins of the raneapt, generally referred to as “scientific
racism” (Malik, 1996). However, modern biological research has deratatstthe genetic variability
within the subgroups of human beings we call races, with most o@atiegtion foundwithin groups and
only about 2 percent variation between the major races (Graves, 2006#).fact has strengthened the

anthropological stance that race is a social construction, sométhingnly constructed. = However,
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essentialist notions of this construction may still emergadés of people are thought to involve some
common essence of being that other races do not hold. Social dissent@used on the notion of an
essence of behavior, can be constructed. A more critical understahdaog highlights the concept as a
“complex of social meanings constantly being transformed byigadlgtruggle” (Omi & Winant, 1994).
This study illuminates the meanings students make about mddeoa these meanings are transformed in
the college arena. The struggles and experiences that informaastbtm students’ interpretations of
race are revealed.

This study reinforces research that demonstrates a “colod”bBociety and examines the
persistent formulations of racism in contemporary America. 8tadegotiate the ongoing assimilation
and acculturation of dominant racial discourses in their everligdag. They discuss how family,
schooling, and popular culture provide platforms for various expressiomiitef supremacy and racism.
These expressions, though clearly providing evidence, are not understaoddys—Whites or people
of color-- as white supremacist but more ambiguously presented orstowtk as benign stories and
articulations. Yet, they shape and reinforce the racializedrierges of students on university campuses

across the nation.

Higher Education Contexts:

Higher education in the United States began with two purposes in rtonedducate civic leaders
and provide training for clergy. Hence, the earliest collegdsuaiversities -- which we now regard as
leaders in higher education -- were established with a focus omdke privileged classes of the U.S.
American citizenry (Lucas, 1994). White people have continued to bémeh institutional and social
arrangements in all arenas of U.S. American society wiitegation, like Plessy v. Ferguson in 1896,

supported notions and formations of race that denied educational anadmploetunities to non-whites.
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While the 1896 legal affirmation of “separate but equal’ discous averturned in 1954 by Brown v.
Board of Education, Jim Crow segregation validated the status quar (BaR8). Therefore, by 1960 the
higher educational landscape was still largely a white populatedpeise with very small numbers of the
racialized “other” on campuses, except for historically Blackegek and universities (HBCUs) which
began forming in the mid-1800s (Brown, Donahoo, Bertrand, 2001). Signifjear in the diversity of
American college and university campuses were not realizedthatiCivil Rights Movement.Some
estimate that only about four thousand Black students attended predomimbamdéiyuniversities in the
northern region of the U.S. in 1954, while approximately twenty thousarck Btadents attended the
HBCUs (Clotfelter, 2004). The proportion of Black students enrotiefll-time undergraduate studies
rose steadily from 3.9 percent in 1954 to 10.7 percent in 1998 (Clotfelter, 2004, p.53).

The Civil Rights Movement of the 1950’'s and 1960’s resulted in greateess for African
American and other racial and ethnic minorities to post-secondapataaiu (Seidman, 2005), allowing
for more racial diversity at predominantly white institutions. st recent available statistical reports
show that minorities (Black, Hispanic, Asian/Pacific Islanderd @&merican Indian/Alaskan Native)
compose 30.9 percent of students enrolled in degree-granting institutions (‘&iigektcation Statistics,”
2007) in contrast to 15.4 percent in 1976. Federal policy has been pagtimgadmental in this growth.
The Higher Education Act and other amendments of the late 1960’s iddlhelelevelopment of federal
TRIO (just three in the beginning) programs that assist in proyig@ccess and support to “disadvantaged”
students. Title IV of the Higher Education Act of 1965 delineatdbalegislative requirements for these
programs. However, the first of the federal TRIO programs,diguBound, which prepares low income
and first generation students for college, emerged from the Ecor@pportunity Act of 1964. Since
then the Student Support Services, Educational Opportunity Centers, RonaMcMNair Post-

Baccalaureate Program, and other programs were developed tsénaceass and participation in post-
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secondary education. TRIO programs provide competitive grants tmtiosis that demonstrate a need
and commitment to the program goals in their applications. Twagregat Findings University—the
Student Support Services and Higher Educational Opportunity ProgranFR#einitiatives. However,
beyond federally funded initiatives, predominantly white colleges @amdersities have employed a
number of localized recruitment strategies to diversify thident populations as well. The quality of
efforts will vary among institutions as does their interestrid anderstanding of diversity. Findings
University has been nationally recognized for its diversityatmntes and concern. Utilizing more of its
own resources and strategies than state and federal goverrmmmevitse, Findings has increased its
percentage of underrepresented students in recent years. Addifidmalliygeme of diversity is promoted
and engaged in many of the university’s initiatives and some otiitgcula. “Pre-First” is one of those
initiatives.

Pre-First is a six-week pre-freshman program that provides participaritspportunity to become
familiar with the academic, social and cultural life at “Fimgsi University” before getting caught up in the
fast pace of the fall semester” (program website). dhaating students take 7-10 credits, have an
advisor, live on campus in a residence hall, and engage in co-carractivities designed by the program
staff. There are three types of students in the Pre-pisiram—Higher Educational Opportunity
Program (HEOP) patrticipants, Student Supportive Services Pro&%8) participants, and “regular
admits” who choose to attend Pre-First. The HEOP is a prognaNefv York State residents who would
have met certain eligibility requirements, including being “afigi inadmissible to the degree program for
which they applied” and who have been economically disadvantaged. idadatscmust attend Pre-First.
Similarly, SSS has income guidelines that suggest assistinghttudem economically disadvantaged
backgrounds and first-generation college experience as a pri¢tawever, while SSS students would

have demonstrated need for academic services, they have nastad#mic requirements for regular
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admission to the university. SSS is a federal program and partisiat this university must attend Pre-
First. Both programs (HEOP and SSS) respond to the realijuchgonal inequalities in the pre-college
experience. Pre-First was of particular interest to this rdssabecause of the mix of students that would
be present- racially, economically, academically, and regionallystive

The Pre-First pre-freshman summer program requires TRIO8Igarticipation and welcomes
“regularly admitted” students to attend also. During the six-wRekFirst summer program, student
enrollment is about two-thirds students of color (underrepresentedhtsuatestatistical minorities in the
larger nationwide context) and one-third White. However, during thelae academic year (Fall and
Spring semesters), Findings University enrolls 72 percent VBhittents and only 28 percent students of
color in its undergraduate population. Hence, the Pre-First prqgesents an unusual Findings student
composition. In an effort to prepare all participating studentsherdemographic change they will
experience in the Fall semester, the statistical reafifyindings as a predominantly white institution is
discussed openly by Pre-First faculty and staff throughout the suseasion. African American and
Latino faculty make up 10 percent of the overall faculty. At FigdliUniversity, diversity is officially
recognized as a value of the institution and the campus discoursestsuttat the campus community
engages and struggles with related issues (such as race,,csdtxuality, gender, religion, etc.) on an
everyday basis. Since | conducted interviews and focus groupshegté students whom | observed and
interviewed in the Pre-First program during their junior yegbese elements of the university were

especially inviting for my research project.
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THE RESEARCH:

Phase |

Due to my interest in @rocessof meaning making over time, | collected data at two separate
intervals. Over the course of six weeks in the 2005 Pre-Fogtgm, | conducted participant observation
in the main lounge of the Pre-First program’s residence hall add2beih depth interviews, to allow for
more complete data than interviewing would provide (Becker &r,GE#67). Participant observation
helped me to contextualize the data collected in the interviews as | observedf sbenmteractions in the
common space shared by Pre-First students. From my observatoresse individuals who seemed
significant to talk to (interview) and after each interviewntmued in similar purposive sampling

(Cuadraz & Uttal, 1999).

Emerging Themes from this phase:

1. Students talked about race as groupings of people based on skin rableeflacted
some confusion about what it means. Some students, who were exposeti$sioins
about race in a seminar course, expressed some ambivalence atealityts Yet they
described racialization in high school until their first summerPas-First college
students.

2. Students spoke about racial diversity at the university as bothraatisgtt quality and

one that created some apprehension. While some informants, Whitetudedts of
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color, discussed being attracted to Findings University for itsrgltye they also
discussed the challenges presented by the need to find a racial nich¢ ladaodined
by one.

Some students described their parents’ racial ideology as anvield that students
saw as incorrect, outdated, or somehow limited in its contempagoafigation. All of
the parental views that were described as “racist” involvegdnents’ response to a
real or hypothetical friendship or dating relationship.

Some White students and students of color used colorblind stylesiriatiguage to
explain racism or describe racists, seeing racism and thos@eavpetuated it only in
extreme terms, “like the Ku Klux Klan.”

The discourse of individualism trumped race. This meant that, innithe students
wanted to feel as though race was not a burden to them. A strsgyafandividuality
was expressed by each of the students. They did not want tacgeas having the
potential to hinder their own aspirations or experiences. For ssudérdolor, race
shouldnot matter. For White students, radiel notmatter. They were not interested in

accepting any responsibility for race or racism.

These themes were interrelated. For example, some studenit® tkesexplore intimate

relationships with a racial other was both tied to their curiadityut diversity and their need to explore

individual independence, pulling away from parental ideologies. Tliegted the students’ perspectives

expressed in the interviews | conducted in phase | (participamvalise and individual interview phase)

of this project. These themes were analyzed and consideredh&iibcis group data from phase 1l of the

research.
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Phase Il

In the Spring and Fall 2008 semesters, | conducted the second phda& abllection which
utilized focus groups with some of the same informants from tbiepiirase, at the end of their third year
in college. Focus groups are important for examining how diveusersis produce and reproduce race
when they are together, and make gestures in speech about aacelbgect they reconstruct in their local
environment. | constructed focus groups that were racially diversemposition, without tokenizing
participants of color, to promote a robust discussion to get at (Bdstiacabularies among the students;
(2) points of connection and separation and how they negotiate threnitiés; and (3) how these students
negotiate their conceptions of race as a central theme of cahwarfom their diverse racial locations
and perspectives. | obtained their informed consent and protectédktitidy of each participant with
pseudonyms. The focus groups were tape recorded and transcribbdstr8egies (interviews and focus
groups) allowed me to follow up with emerging themes from tita d the first phase of the research.

The second, third, and fourth research questions provided the particular focus ofgbisfgha research.

Overview of the Dissertation

Chapters 1, 2, and 3 introduce this dissertation and set the foundation brtivehitata rest. This
dissertation draws on literature in critical theory, caitiace theories, critical whiteness studies, and race
and racism. After a review of the relevant literature, | natiny research methods and reflect on my role
as the researcher. Then | offer three data chapters thattpmeséndings from the individual interviews

and focus groups | conducted at Findings University.
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Chapters 4, 5, and 6 of this dissertation present the rich datadtedlland the analyses | made
that tell the story of students who entered college with paaticdleas about race. In Chapter 4,
Colorblind Entrapments| demonstrate how my informants reflect a particular frashecolorblind
discourse that minimizes race and racism as a societalhlese students also wrestle with postmodern
identity constructions and attempt to negotiate their famrigtsal discursive legacy, while denying their
own strivings with race and racism. ChapterTaJking Race, Racing Tallexplores the mechanics,
nuances, and challenges of race talk among and between grotydeots Relying on focus group data,
this chapter demonstrates persistent racist ideologies, ddénsaich ideologies and behavior especially
among White students, and how discourses are used to maintain comnafimé@ss group insiders, while
excluding others. White students engage methods of denial while stuafecdlor employ talk that
generates interrogation of identity and the social order. Iinakexamine the changes in students’
conceptions of race, their complex understanding of race identity, arekpleeences that shaped their
understanding of racism after two to three years in a divetisge environment ifRace: Shifts, Stays,
and Drifts (Chapter 6). | demonstrate how students’ core ideas abouttagted she same from their first
summer in college (phase |) to the junior and senior years (phase Il). Stafleolor tended to minimize
race less than they did years before as a result of theipus experiences, while White students
demonstrated more aggressive denials. Most students were fdbesigmificant identity constructions
and interrogation of their group identity race labels. Yet, Wtilelents in the focus group disengaged
from interrogating or considering the meaning of their identities in deeggs.

The final chapter (7) summarizes the dissertation as acptbjgt reveals students’ negotiation of
colorblind discourse and constructions of identity and racial meanifigs chapter underscores the
critical conclusion that students were still unable to talk abouepewplicitly, even as students of color

made references to power dynamics in their interpersonaloredaips and experiences cross-racially.
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Further, the implications of this study shatter notions of greajress in anti-racist education in diverse
environments and expose the impotence of higher education in this Stredents are making meaning
and maintaining the meanings they already have when thégcuhae to college. Racial justice

education requires a clear curriculum that does not take colorbladiger in its pedagogy and that
challenges all learners to do the hard work of seeing raniatstes of injustice in order to develop a new

order of equality.
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CHAPTER 2:

LITERATURE REVIEW

This chapter presents the collection of literature that provided a foundation ofrskipota
frame my dissertation work. This literature review covers four main topasarrace and racism; critical
race theories, colorblindness and microaggressions; college student developmsimeadjand identity;
and critical whiteness studies. Race and racism are two core conceptseskargh. Students often
conflate race and racism, or discuss their experiences with racism inconokerpret race. Recent
scholarship on this topic discredits scientific racism and examines raaastruction to be debunked
(Graves, 2004; Katayama, 2002; Olson, 2002; Omi, 2001 ). Hence, this dissertation apgh@ache
concept of race from a constructivist perspective. From this foundational vignip@ias important to
examine various race theories that provide critical insight to the operation&stations and
consequences of race as a construction. Critical race scholarship, includipgcifie body of work
called Critical Race Theory, provides a useful lens through which colorblinoudsss and other
contemporary racial manifestations can be analyzed.

| chose to reference college student development literature which proerdestdor the
college stage of life where my informants find themselves. This literatdnich explores theories related
to students’ adjustment to college and their development as individuals and groups in tlatroelpt=
me to appropriately understand the thoughts and experiences of my informants gueitkirapecific

interest in diversity related topics and concerns. Here my focus was on psydhisad@pment in
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terms of the students’ connection with the university, rather than internalotly gisychological
development. An example of this approach is to explore how students described thedemnitigs as
they relate to students’ interpretation of race and racial or ethnic comyrmemtbership, while not
relying on racial identity development literature and models. Such an appglo@s not center on the
students’ thinking about their own identity or focus on their psychological developmenni af
identity. My interest is not so much about students looking within but how they interpre¢scribe
looking out toward their communities and society. Hence, the scholarship | engdgedrploration of
identity is not focused on racial identity development, but rather the literbatrames how identity
itself can be understood or approached. For this reason and the critical obsdraatdmteness
dominates the institutional context of a predominantly white institution, | exeh@ritical Whiteness
Studies to help make the context as well as the actors in that context morarvisiplanalyses. The
selected literature reviewed for this and all the topics aim to explorel#tinship of individuals to
society, to examine the prospect of student interpretations.

Although I do not present an exhaustive review of the literature for these braadfre
scholarship, | present a concise review of the most important literature sxagétheir influence on my
dissertation research and writing. The literature presented here shoudd las selections from the
larger scholarship. Much like the very broad topic of race, which this dissertatibout, there are
narrower threads that can be explored and focused on. That is the approach of thre Ireanatv.
Throughout the dissertation, other literature is engaged that compliments the badiedeanpi this

review or refers to it
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Race and Racism

Race. It has been defined in numerous ways by social theorists, educators, phapsopher
sociologists, anthropologists and others. The great American sociologistsaidrfdgan American to
receive a doctoral degree from Harvard University, William Edward BudgiDu Bois (1995), described
race as a “vast family of human beings, generally of common blood and languags, @la@mmon
history, traditions and impulses, who are both voluntarily and involuntarily striving todettbe
accomplishment of certain more or less vividly conceived ideals of life” iadsay “Conservation of the
Races” over one hundred years ago (p. 21). Since then, race has been describedayothat have
suggested race is a biological fact. However, many scholars and ssigliteshave shattered the
biological “fact” of race as myth (Graves, 2005). Human genetic variatioot islustered in any
significant way for us to agree to the common non/sense of race. Race is a@wtiaict and so is
racism. Yet both constructs have material consequences in the lives of raced @ropand Winant's
(1994) description of race as “a concept which signifies and symbolizes socialteanilil interests by
referring to different types of human bodies” is central to this dissertation (pThE) definition
acknowledges the phenotypes that society uses to symbolize and embody theddustbacal
processes that define race. This definition neither essentializes ranenmoizes its social significance
as a simple “illusion.” Rather, Omi and Winant emphasize the social and higbooicesses that create,
inhabit, transform, and destroy racial categories. This is a projectahiewcial formation which is
linked to the organization and order of society. A racial project is simultaneowsiiyrabial dynamics
and the redistribution of resources.

Racial formation is both a macro-level and micro-level social procetsthe Anacro-level,

racial formation is manifested in legislation, governmental actiyiéied other dimensions of the social
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structure. At the micro-level, racial formation is people’s “common senseit@ace or their application
of various discourses that the structure helps to provide about different human bodiesipaer
people. Racial discourse highlights where people’s understanding of racefcomesiklen (1995)
describes discourses as “institutional ways of understanding relationstipsiea, and meanings that
emerge through language” and regulates people’s framework of truth (p.819umlesdetermine what
people can see and how they see it because discourses are concerned with meaeswgib&@dything
as an action is to engage in interpretation (Bavelas, 1994). People are ablprtet irsteial meanings
because of the notions provided by the racialized social structure that contitionsThere is a critical
and active link between the customs, laws, and impositions of the social structure contépion of
race that people develop. People are racialized. Races are the rebeltsoiaization process. The
racial classification of people or the racializing of people is a politetgBonilla-Silva, 1996). “Indians”
as savages, Europeans as “civilized,” “nigger,” “mulatto,” and “Negro” areaklsnventions for
political purposes (Allen, 1994; Berkhoffer, 1978; Graves, 2005; Marabel, 2003; Roediger, 1991).
Likewise, the current terms utilized for identification through box checking on thecehSus are
politically driven (Baker, 2004; Hodgkinson, 1998).

Racism has been defined by social scientists and other theorists and schvadessthat come
up short (Bonilla-Silva, 1996). For the past fifty to sixty years, most scholarshig ¢optic of racism
has defined the concept in dogmatic and ideological terms. One of the eafiigsbne of racism is “the
dogma that one ethnic group is condemned by nature to congenital inferiority and grmipes
destined to congenital superiority” (Benedict, 1945, p. 87). Graves (2005) outlinesléve gifilracism or
racist thought: (1) that biological races exist in the human species; €2)hace genetic differences that
determine their intelligence; (3) races have genetically determinedeshitfes that produce unique

diseases and cause them to die at different rates; (4) races have edetmanined sexual appetites
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and reproductive capacities; and (5) races have genetically determiieeendiés in athletic and musical
ability (p. xxx). Yet Bonilla-Silva challenges definitions of racism that focusbetiéfs,” “dogma,” and
ideology. He asserts that racism must be understood as a structural conceptracitized social
systems” (Bonilla-Silva, 1996, p. 469). Racialized social systems placeepadpérarchical race
categories that positions them as either superordinate or subordinate inghe siisese classifications
“partially organize and limit actor’s life chances” which developsatdpractices of opposition”
(Bonilla-Silva, 1996, p. 472). Whether these racial interactions are overt, covadrtpthey produce
economic, social, political and discursive practices that characterizegeissis “them.” With the
structure as a foundation, a racial ideology develops that serves as an ‘argaaiznap” to direct the
actions of racial actors in the society (Bonilla-Silva, 1996, p.474). This ineviesduly to “racial
contestation” or strife between the races.

Andersen (2001) has suggested that power and domination are central factors to our
comprehension of race relations and that analyses that focus only on ethnicityéruisk of eclipsing
the ongoing power differences that define groups’ experiences in the Unitesf §idt86). Hence, |
utilize a definition of racism found in the work of William Julius Wilson (1973) Wheflects racial
contestation within the social structure. Wilson explains racism as “apérgisocial domination in
which a group that is seen as inferior or different because of presumed laibtwgialtural
characteristics is oppressed, controlled, and exploited—socially, econgnaaoéiurally, politically,
psychologically—by a dominant group” (as quoted by Mubiru, 2008, p. 108). This definition
acknowledges structure, discourse, a system of unequal power, and various leveiyohsd@spects of
existence. While other scholars discuss various types of racism and widemiegtmons like “white
racism” and “reverse racism” (Blauner, 2006), the definition offered bgoWioffers a sober

understanding of the dynamics of racial structure and discourse that adldreggsain the racialized
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social system and further clarifies the motives and results of othertteatrtsave emerged out of racial
contestation. One such term, that | use periodically in this dissertation, éssupiemacy. | use this term
almost interchangeably with “racism,” as white supremacy is howmaisi manifested in the United

States. Ansley (1997) describes white supremacy as “a political, ecomamehicyltural system in which

whites overwhelmingly control power and material resources, conscious and uogsndeas of white
superiority and entitlement are widespread, and relations of white dominance armit&cmyordination

are daily reenacted across a broad array of institutions and socialsS€ing92). Further, white

supremacy as the manifested reality of racial dominance in the United B&tes “reverse racism” an
impossibility and an unsound proposal when non-White people do not have power as racial/ethnic groups

to control resources and do not have institutional dominance in this society.

Critical Race Theories, Colorblindness, and Microaggressions

This study draws on the critical race theorists’ theme af esmca “social and political construct”
(Guinier and Torres, 2002) using Critical Race Theory and other ¢seamid principles that expose race.
Critical Race Theory (CRT) views race as both a product oésttmjught and relations; and a product of
the dominant society’s endeavors to manipulate resources (Delgatiefaiacsc, 2001). Hence, though
socially constructed, race has material or real social coasegs that shape the experiences of different
groups of people within the societal structure. Another tenet of @BJoses that racism is an ordinary
part of social life and experienced everyday by most people of color in the Utdted.S

Critical Race Theory emerged in the late 1960’'s or early B971airgely led by lawyers, law

scholars, and activists who were concerned about the incredsiiggical shift in how race and racism
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were addressed by society and in particular, the law. &riace Theory started in the community of
legal scholars (of color) to account for the role that racismspiayAmerican law and the effort to
eliminate racism and all form of oppression (Matsuda, 1991). Ataaly movement, CRT draws on
diverse traditions such as Marxism, the Black power movementatddminism, post-structuralism and
postmodernism. It attempts to comprise an intellectual and gablipractice that is both “a left
intervention into race discourse and a race intervention into leftutise” (Crenshaw et al., 1995, p.xix).
CRT has extended its influence and appropriations into fields ldterij sociology and education, where
it challenges normative texts, traditional methods, and pedag@gacice while underscoring race and
racism in research (Ladson-Billings & Tate, 1995; Matsudayréace, Delgado, & Crenshaw, 1993;
Solorzano, Ceja, & Yosso, 2000). Specifically, Ladson-Billings (2008 car attention to how race and
racism pervades the history of U.S. American education and pdrsistanagement and methods of
schooling today. CRT helps educators to examine issues in educkéicassessment, desegregation,
school funding, and other policies.

The basic tenets of Critical Race Theory include: (ayma@s an ordinary part of U.S. American
life; (b) interest convergence describes behavior of the magmityp to tolerate racial justice when it
meets their interests as well; (c) races are soctahtions, derived from social thought and relations; (d)
differential racialization describes the ways that differamtority groups are racialized in society based
on current needs of the dominant group (such as labor market needbg (egtory and experience of
people of color with racism gives them a unique voice to share know{edigstories) that their White
counterparts could not; (f) anti-essentialism and intersectignedipture the condition of individuals
having multiple identities that may be overlapping and conflictidgldado & Stefanovic, 2001). CRT is

concerned with the law’'s role in social domination and illuminategdnscious racism” or colorblind
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ideology that maintains the subordination of non-White people in our g¢Dielgado & Stefancic, 2001;
Crenshaw, Gotanda, Peller, & Thomas, 1995).

The critical race theory frame is an important analytioal to bring students’ interpretations of
race to the fore, highlighting the dominant racial ideology’s immectall students. Although CRT
focuses on the operation of race and racism at the macro levels of steiatility for this project is in its
ability to illuminate students’ ability or resistance to plétemselves within the larger nexus of power
relations in society. One of the ways race and racism anetaime@d and reproduced at the macro and
micro levels is through the perpetuation of ideology that safeguards theastster

| draw on other theorists and scholars, who are not CRT, to furtHereobbw race and racism
work in contemporary society. These selected scholars includd&8iua (2003), Hall (1996), Moya
(2000), and others who contribute significantly to analysis | conduct snstody. InRacism Without
Racists Bonilla-Silva, a sociologist who studies race, demonstrates blm-lglind ideology is reflected
in the language of Whites in particular. Using a narrative survewillB-Silva examines ideology,
Whites’ racial ideology, and how it is “produced and reproduced in econuative interaction” (p.11).
Additionally, the author highlights the subtle linguistic stylestiafé ideology that color-blind users
employ within today’s normative climate. This work provides useful concejmolal for my own project,
which interrogates “gestures” through communication as well. [BeBilva sets out four principal
concepts or central frames that set interpretive paths éosttiacture of color-blind racism. They are
abstract liberalism, naturalization, cultural racism, and miration of racism. Bonilla-Silva’'s summary

of each is outlined below:

1. “The frame of abstract liberalism involves using ideas assatiwith political

liberalism (e.g. “equal opportunity,” the idea that force should b®tused to
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achieve social policy) and economic liberalism (e.g. choice, indivatagalin an
abstract manner to explain racial matters.” So when a stadgat‘You just can't
force people to live together” in response to questions about inequalibusing,
abstract liberalism is at work. Liberal language is useghask the stance, not to
oppose the racism of today.

2. “Naturalization is a frame that allows Whites to explain avweial phenomena by
suggesting they are natural occurrences” (p.28). We see thisadtedent might
say that “it's normal for a manager to hire someone that lbk&shim.” Such
statements are intended to rationalize racist behavior as n@xpalicted behavior
for everyone.

3. “Cultural racism is a frame that relies on culturally baseguments such as
‘Mexicans do not put much emphasis on education’ or ‘Blacks have too many
babies’ to explain the standing of minorities in society” (p. 28ultutal racism
employs old biological racist ideologies to denigrate culture and justifyl status
quo.

4, “Minimization of racism is a frame that suggests discritimais no longer a
central factor affecting minorities’ life chances (‘Ibgtter now than in the past’ or
‘There is discrimination, but there are plenty of jobs out ther§d)29). People
using this frame would accuse people of color of being too sensittvevauld

only see the most extreme cases of discrimination as racism.

These central frames of color-blind ideology wrap togetherrta fowall that shields Whites from

the reality of race and racism in the United States. Drafworg Bourdieu, Bonilla-Silva discusses the
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“white habitus” created by this wall that maintains an obscured efeace. Bonilla-Silva points out that
this wall is both “impregnable” and elastic (p.211). The eldgtaf the wall guides its impregnability,
allowing users to hold on to the central frames in a variety ggwacluding the use of exceptions rather
than absolutes, and both crude and gentle stylistic attacks. Rahaeproducing a racial stereotype in
absolutes, color-blind frame users may say that “Not all Blaskslangerous, but most are.” To make an
even more crude statement, Bonilla-Silva observes the ‘| am noded’ preface used to temper a
statement’'s malice. Other researchers like Garrett A.cBun(2002) explicate “liberal ideological
underpinnings” of care or “false empathy” (Delgado, 1996) appliedhbynore privileged toward
marginalized populations in research methodology and educational seDuoean notes the “pathology
language” that emerges in educational research, based onzegtiedlucation discourses that normalize
rhetoric of Black students (young people of color) as academically andlysdeficient.

Bonilla-Silva’s study also examines the impact of colorblind idgplog Black people. He
concludes that Blacks generally oppose colorblind ideology. Buimbre complicated than that. On the
one hand, they support affirmative action and view discrimination @ntxal factor that affects their
quality of life. On the other hand, they are indirectly affectgdctlor-blindness. Blacks sometime
invoke abstract liberalism to explain some racial phenomena andlimdtieel use of the rhetorical style.
However, their use of style is not to hide racism but to makeclisins between their perceptions of the
way things are and the way they should be. For examplekBtam Whites might both say “you can’t
force people to live together in the same neighborhood.” However, éhrings each group makes are
different. Blacks may go on to say “when we move in, Whites move expjaining that discrimination
still exists and needs to be overcome. Bonilla-Silva also glgmints out that color-blindness is the
dominant racial ideology of U.S. American society and hence the ingfats transmission to the

subjugated is reflected.
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Color-blind ideology insists on treating all persons “equally” withoedard to their race by
seeking to explain racial inequality in non-racial terms (Bor8§a+a, 2006). Thus, color-blindness as an
ideology ignores the history, consequences, and persistence of facontemporary U.S. American
society. Gallagher (2003) describes color-blind ideology as anmdeal perspective that “removes from
personal thought and public discussion any taint or suggestion of whiensacy or white guilt, while
legitimating the existing social, political and economic rageaments which privilege whites” (p. 1). For
example, a 1997 Kaiser Family Poll found that 64% of Whites did natvieethat White Americans
benefited from past and present discriminations against AfAcaericans. White privilege is maintained
by negating racial inequality while converting color to an expression ofatglalture for consumption.

Guinier and Torres (2002) outline three rules that govern the colomvbnid. First, colorblind
ideology recognizes race as all about skin color, a “false rcmtisin of phenotype.” Second, recognizing
race is viewed as an inability to let go of racism. Thirdpreblindness does not connect racism to power
and privilege within the structure of society; and relegates iitdividuals who are not so nice to others.
In other words, color-blind ideology ignores the institutional power agdne of power in our society
and the material consequences of the construct of race. Fuaticlrideology could be the result of
“interest convergence” (Derrick Bell) because people tend tevgelWhat is beneficial to them to believe.
For elite Whites, color-blindness benefits them materially. dtdnjugated people, like working class
Blacks, color-blindness may benefit them psychically. Yetarebehas shown that Whites and Blacks
endorse colorblind racial ideology to varying extents (Judd, Parky, Brauer, & Kraus, 1995; Ryan,
Hunt, Weible, Peterson, & Casas, 2007). The Ryan, Hunt, et al. studiesdstieat participants, who
were members of a diversity program, showed stronger supportidticultural ideology over
colorblindness than participants not involved. However, Blacks had a strtenmglency to endorse

multiculturalism, while Whites had a stronger tendency towareWaly colorblindness would improve
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intergroup relations. Still, these beliefs do not necessarihglate into anti-discriminatory behaviors or
intergroup togetherness.

In White-Washing Racg003), the authors outline three tenets of colorblind ideology tipdaiax
a rationale for those who adhere to it: (1) the Civil Rightsvénent was successful and Whites
wholeheartedly accept the principles reflected in Civil Ri¢hs (2) vestiges of racial inequality, if there
are any, only persist because Blacks have failed to take advaftdogeopportunities afforded them as a
result of Civil Rights; and (3) the United States is rapidigapeing a colorblind society and therefore has
little need for “color-conscious” policies like affirmative iact. These authors point out that while
colorblindness was championed by liberals in the 1960’s to oppose Jim tGdawy,it is used by Whites
to delude themselves and the entire society that race has besogméicant and there is no hierarchy of
power along race lines to examine. “It is power that confantsnormalizes the particular perspective of
White Americans (p. 64).” In a society dominated by colorblind idgglegme people even claim that
our society has encouraged black hatred (rather than white yashsuch an investment in racism has
increased the financial earning of Blacks while victimizindnit®s, who have been deemed far less
prejudice. Such arguments have been made by authors (journalisthalads$dike Jared Taylor (1992),
Charles Sykes (1992), and Dinesh D’'Souza (1995) who have contributed natitneal discourse and
interpretation of our race situation in the United States. Sucm<lare aided by colorblind discourses

that dismiss and perpetuate the subtle operations of present day racism.

Another subtle form of racism is microaggressions. Microagigressinderscore one of CRT's
tenets that racism is pervasive and an “ordinary” part efififthe United States and demonstrate one of

the ways racism is masked within a “colorblind” society. Rauiaroaggressions are defined as “subtle,
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stunning, often automatic, and non-verbal exchanges which are ‘put doiMAkicks” (Pierce, Carew,
Pierce-Gonzalez, & Willis, 1978, p. 66). They stem from unconscioisdat of white superiority that
reinforce Black subjugation. Microaggressions often escape examitegcause they are unconscious,
subtle and pervasive (Delgado & Stefancic, 1992; Pierce, 1974). Solof¥3@0) examined racial
microaggressions in education, especially in education scholarship dralthe re/produces stereotypes
about students of color. He called for the use of CRT, and an umdigngtaof microaggressions
specifically, in teacher education programs as a frameworkalbeage deficiency theories and examine
institutional, macro and micro, conscious and unconscious forms of ra8islmrzano and his colleagues
(2000) demonstrated how microaggressions impact African Ameriadergs’ academic and social life
on a predominately White campus (PWC). African American studefisit study described being made
to feel “invisible” in the classroom when their thoughts were bidated by professors or their peers,
being shut out or reluctantly invited to study groups, subjected texpectations from professors, being
watched as they entered various social and academic spaces, additio@al administrative hoops they
were expected to jump through to coordinate activities that theiteVigbers were not obligated to do.
The cumulative affect on these students is one of despondency and exhaustion.

Although many studies have focused on the African American exueriwith racism, other
studies have been developed to unearth the impact of racism on Asenicdn and Chicana/o people
(Lee, 2003). Sue and his colleagues (2007) defined racial microaggeeas “brief and commonplace
daily verbal, behavioral, or environmental indignities, whether intentimralunintentional, that
communicate hostile, derogatory, or negative racial slights anttsrtsward people of color” (p. 271).
Racism as endemic to American society and manifested thragisive forms is difficult to quantify

(Alvarez, Juang & Liang, 2006; Sellers & Shelton, 2003).
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College Student Development, Adjustment and Identity

Race has been an important theme in the broad scholarship about stlbbg@s. Whether such
scholarship is about the retention of students of color (Seidman, 2005udemistexperiences on
predominantly White campuses and cross-racial attitudes (Ag&irkéartinez, 1993; Alvarez, 2002,
Helms, 1994), there have been robust discussions that have sought te ttaptaried interpretations,
categorizations, approaches, and nuances to race in higher educagmaviBta & Jayakumar, 2009;
Echols, Hwang, & Nobles, 2002; Harper, 2009; Kuh, 2005; Museus, 2008, 2009, 2010; Villalpando, 2002;
Yosso, Parker, Solorzano, & Lynn, 2004;). Other race themed scholarshigher education has
focused on identity development among students from various rdumd/eroups. Another important
empirical project, conducted by Cowan (2005), examined the relaggsnahid interactions of students
across race and analyzed the number of inter/intra-group ind@I@mong groups at six southern
California State University campuses where Whites wereheatjority of students. Additionally, while
other scholars have investigated student perspectives aboutndioe diversity and campus climates
(Villalpando, 2002), few studies have examined how students interpeeticagss racial categories at a

predominantly White institution.

A critical race theory framework uncovers how ideas about raeelafe especially during the
college years. Previous research has demonstrated that peespabiout race are developed in early
childhood and that parents have significant influence in determiningti@wchildren will respond to
issues about race (Gollnick & Chinn, 1998). Chickering (1969) made smmifcontributions to college

educators’ understanding of students’ development and identity adjusts a critical process in

33



collegiate life through his theory which offered “seven vectors alfege student development:”
achieving competence, managing emotions, becoming autonomous, estgblidantity, freeing
interpersonal relationships, clarifying purposes, and developing iptegrithere have been numerous
studies on college student development that cover a range of topibgythight the various experiences
and factors that contribute to college student success (Astin, 1984, P@293rella & Terenzini, 1991;
Sanchez, Marder, Berry & Ross, 1992; Terenzini & Wright, 1987) Additigrthlere have been many
studies that explore college student development factors in raceffgthtomparative ways—from
faculty-student interactions (Ancis, Sedlacek, & Mohr, 2000; ColbecknZieie Cabrera, Bjorklund, &
Parente, 2001; Cole, 2006; Kim, 2006; Lundberg & Schreiner, 2004; Pascarékkrenzini, 2005),
roommate compatibility and conflict (Fuller & Hall, 1996; Grossmi997; Towles-Schwen & Fazio,
2006; Shook & Fazio, 2008; Sillars, 1980), family attachments and involvemenin@ & McEwen,
1996; Sanchez, Mardner, Berry, & Ross, 1992; Tinto, 1993; Tierney, 1992) and ftectamtions of
campus climates (Ancis, Sedlacek, & Mohr, 2000; Cabrera & Nora, 1994; Neo@ &l Auster, 1990), to
name a few.

Other literature highlighted the first-year experience msngportant period for the success of
college students and stages of adjustment to include “separatiorntjdraresid incorporation” (Gardner,
1986; Tinto, 1988), and the positive impact of diversity and multiculturadismampuses for all students
(Cowan, 2005; Gurin, Dey, Hurtado, & Gurin, 2002). Students on collegeusas may be exposed to
three types of diversity. Structural diversity represents ithple diversity experiences among students
that help to enhance critical thinking, degree aspirations, intergdmlipgue and relations, civic
engagement and cultural awareness (Bowen & Bok, 1998; Duster, 1993; Gurin,Ti&88y, 1993).
Pascarella, Edison, Nora, Hagedorn, & Terenzini (1996) further exanmesel implications to determine

how students’ openness to diversity and challenge is influenced dkgrband, academic and non-
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academic experience, and the environment of the institution heecateended. They focused on first-
year students and measured their “end-of-first-year opennssdiversity, as well as offered
recommendations for institutional policies that enhanced the instiditenvironment. Hence, an
examination of students’ interpretations of race using a crit@e¢ theory framework seems most
appropriate as they transition from direct supervision of theimpate more freedom, during the first
year of their collegiate experience when they are sulgetiet new environment of their institution. The
second phase of this research project aims to capture the stuperdgpectives when they have
presumably been incorporated in the culture of the institution.

Kuh and Whitt (1988) defined campus culture as “persistent pattemariois, values, practices,
beliefs, and assumptions that shape the behavior or individuals and graupsliege or university and
provide a frame of reference within which to interpret the meaoirgyents and actions on and off the
campus (pp. 12-13).” This definition highlights the broad complexity agmifisiance of institutional
culture. Research has demonstrated that campus cultures of prediynvitget institutions (PWIs) can
be especially challenging for students of color, who are often uksvand excluded (Gonzalez, 2003;
Museus, 2007). Often students of color report being excluded from setwadrks that their White peers
access and thrive in (Lewis, Chesler, & Forman, 2000). To help negotiate theie expegiences to find
a sense of belonging or positive psychosocial adjustment to godiegkents of color utilize community
involvement, family and peer support to assist them (Choi, 2002; Gujf2@aa3; Hurtado & Carter,
1997). Asian American and African American students at PWI'zetdthnic student organizations, to
create campus subcultures, to assist them in their adjustmdmd arger campus community (Museus,
2008). Students of color participation in these organizations are dfitsh step for campus involvement
and provide opportunities for these students to develop or enhance skitl®g$ercultural interactions

(Harper & Quaye, 2007; Sutton & Kimbrough, 2001). Rather than culsuraide through complete
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detachment from their communities, these connections foster cuittegtity and help these students to
persist (Tierney, 1999; Kuh & Love, 2000). However, while student organizatelpsto make large
campuses feel smaller by providing more intimate experiermestddents, not all of them encourage
more diverse experiences and support the implementation of diversisytgatinstitutions may have.
Research demonstrates that some student organizations, partitMlatey Greek-Letter organizations
(WGLOs), reproduce systems of dominance and exclusion (Morris, 88@dnius, Van Laar, Levin, &
Sinclair, 2004; Torbenson & Parks, 2009). Many fraternity and sorotityitees encourage homogeneity
and have negative impact on interactions with diverse student(haeéds 2005; Muir, 1991, Sidanius et
al., 2004).

Locks, Hurtado, Bowman, and Oseguera (2008) made a significantociotni to the scholarship
on student adjustment and my work in terms of understanding campus climate and gpeterice with
diversity. Research has shown that students have a greateoSbakmging on campus when they have
had positive interactions with diverse peers (Bollen & Hoyle, 1998ffnthn, Richmond, Morrow, &
Salomone, 2002; Hausmann, Schofield, & Woods, 2007). Locks et al. affirmeschakarship and
further demonstrated that these positive interactions have a stedfegg on sense of belonging than the
cumulative amount of time spent socializing (Hurtado et al., 2007). Her atvords, the quality of
experiences with diverse peers is more powerful than simply pe&sgnt on a campus where diversity is
represented statistically. Of greater significance towagk was the finding that precollege experiences
and predispositions also have strong influence on the collegiatdenqeewith diversity. Specifically,
the proportion of Whites in precollege environments influenced studentsy dbilhave positive cross-
racial interactions. For White students, it was more diffitmlhave these positive interactions if they
grew up in neighborhoods or attended schools where Whites were acaignifnajority with few

experiences with peers of color. Whereas for students of color, credsnteractions were easier and if
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their precollege experiences reflected situations where thhiteVpeers were the majority. A major
factor in students’ decision to engage with the other is feadbasxiety (Stephan & Stephan, 1989,
1996). The current research found that students (White and People @) @Gblo grew up in
predominantly White contexts tended to perceive less raciabtensThe research of Locks and her
associates also reinforced the idea that college studemsealisposed to continue the same interactions
they had in high school, whether or not their social interactions iretldoerse peers (Saenz, Ngai &
Hurtado, 2007). These predispositions are accentuated over time lale ithe selections students make
for classes, activities and venues of involvement, peer groups. aodkker associates also found that
women in their study had a strong predisposition to being involved in diversityiastivit

Perry (2002) discussed the “currents” of racial identity foionafior White students based on their
proximities of association with other racialized people. Inwak, Shades of WhitdPerry presented her
research on White students at two different high schools; one Wwbrogenous (or predominantly so)
and one multi-racial. White students who had little to no associaitbnracial difference constructed
their identities as “normal.” The White students in the muttialaschool who had more contact with
difference were challenged to define “white” more frequentlynddethey either searched for ethnic pasts
or adopted what Perry calls “postcultural” selves—a present or future oriseléddncept that dismisses
all relevance of and indebtedness to the past” (p.93). Yet, both ssmcbnments yielded “white is
normal” discourses, whether because of homogeneity or in moresaliwguations where white is

rationalized as a normative cultureless-ness.
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Identity

Outlined here are some of the analytical tools or theoretical framevnatkshiape conceptions
of a racial identity. Norton (1997) refers to identity as the way “people uaddrtheir relationship to the
world, how that relationship is constructed across time and space, and howynelgpstand their
possibilities for the future” (p. 410). ldentity cannot be understood apart from $argjal networks and
relationships, which may be unequally structured (Bourdieu, 1977; West, 1992). Most of the aagument
about identity began with two streams of contemporary thought about race idettitglp to define it in
either essentialist or non-essentialist terms. Essentialism, svitbtibns of fixedness and universality, is
heavily critiqued by feminist scholarship as an imposition and exclusion of iddiftésence and
“otherness” (Harris, 1990; hooks, 1991; Jhappan, 2006; Williams, 1991). Other scholars hesle arg
against cultural essentialism or what Appiah calls “racialism” (Appiah, 198&yan, 1998). These
arguments have been made with postmodernist thought as the better altdnaatiients identities as
fragmented, “conditional, lodged in contingency,” (Hall & Du Gay, 1996, p. 3) “faedcand
constructed rather than self-evidently deduced from experience” (Mohanty, 1997, p. 203).

Stuart Hall (1990, 1996), a sociologist and cultural theorist, offers importantabdeasthe
fluidity of identity that is significant to my research. In an introductesag to a reader on the topic of
Identity, Hall (1996) discusses the ambivalence of identification thatgesat the intersection of the
subject and discursive practices. Hall critiques the interiority of ideamitysuggests that identities are
constructed through difference, within the “play of power and exclusion” (p.5). tlderdre constructed
within specific historical and institutional sites where the subject lschtirough discourse. This process
of “interpellation” presents temporary points of attachment where idsngiteeproduced. In his work on

“Cultural Identity and Diaspora,” Hall (1990) suggests that we should think oftidasta “production”
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that is always in the process of being represented or re-presentedti¢tistbesis, that identity is
constituted within representation, also engaged the notion of diasporic idengognition of hybridity
in identification. Cultural identities, which are unstable productions within hiatarmd cultural
discourses, present and respond to positionalities and narratives. There is no onéeestyiand
experience.

An epistemic status of cultural identity validates the significance ofriexpe—varied and
ruptured. Moya (2000) explained that physical realities will inform the consmar€ontexts of theories
and knowledge in profound ways. Using realist theory, she claims that people whibave been
oppressed havepistemic privilege-“special advantage with respect to possessing or acquiring
knowledge about how fundamental aspects of our society (such as race, clbdsy digander, and
sexuality) operate to sustain matrices of power” (Moya, 2000, p. 81). This is bdtaybkave
experiences that can provide information we need to analyze structures in, soalgeople who are not
oppressed in the same way usually lack these experiences. Individual andxgerignees will
influence a person’s cultural identity. How the person interprets the expriericdepend on what
theories and/or discourses s/he has access to. Hence, colorblindness willgleays’ gxperiences and
their interpretations of those experiences, ultimately shaping thegssipns of identity.

Further, the literature | have reviewed thus far underscores the idsfeaf colorblindness
and discourses that deepen the effects of oppression. To clarify, colorblind disemrkseshide
realities of white supremacy or racism in the United States. These domirtantrses, that impact all
people within the society, strengthen their views and interpretations of raceobdleause
colorblindness does not allow for racist acts to be named and interrogated erg®lgfna pervasive
contemporary reality in society, but only to be interpreted as occasional lwé&ache well ordered

“post-racial” society. The dominant discourse of colorblindness reintema@st realities as rare outliers
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from an otherwise just society. Hence, Whites, with the privilege of a seoekyng in their favor,
would only and continually view society from a solely individualist perspedtaevtould not allow them
to interrogate their exclusive race-based privileges that they receavgraap and would otherwise think
of as normative. (See the next section on Critical Whiteness Studies.) Als@& pkoplor could adopt
these discourses and interpretations, and be limited in their ability to provide doames to
colorblindness, the racial structure it upholds and vice versa. That is, withoutitz¢ engagement and
appreciation of experience, particularly the epistemic status of the ogptesselyze the oppressive
structure, resist it, and provide information that can offer reinterpretabonarious agents in the
structure. Hence, contemporary social realities, including racism, and doris@nirses like
colorblindness create tensions that inform the interpreted experiences e$\afidt People of Color and
establish the messiness of these identities while providing subjugated people ¢P Eabbe) with an

anchor to negotiate meaningful social identities.

Critical Whiteness Studies

For almost two decades, Critical Whiteness Studies (CWS)bbkas a growing area of
academic inquiry into the construction, consequences, and responsilafitighite identity.  Critical
Whiteness Studies scholars include Ruth Frankenberg, Cheryl Haoes,Idshatiev, David Roediger,
Peggy Mcintosh, T. Allen, G. Lipsitz, Zeus Leonardo, Kincheloe, andsthentical whiteness scholars
can be generally classified as preservationists, who exploretasgechiteness that can be preserved
without privilege and oppression and seek to rearticulate whitéAggde, 1998; Winant, 1997); and

abolitionists, who believe that whiteness cannot exist without velpeemacy and should therefore be
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abolished (Ignatiev, 1995; Roediger, 1991). Roediger has called foi@bolitwhiteness by noting that
“It is not merely that whiteness is oppressive and false, foithing but oppressive and false.” The
construction of whiteness in the United States began with Whées were not—slaves and Blacks—and
further developed into a collection of elaborate strategies ameth of existence that avoid identifying
with a racial group or experience, and further deny racism tanieégacy (Frankenberg, 1993; Harris,
1993; Roediger, 1991). Whiteness involves position, worldview, property, poweiegei and
discourse. “White” as a description of people is distinctly bfie from, though connected to,
“whiteness” as a collection of strategies and discoursesatlasupported by institutions and material
practices that benefit White people and oppress others. Although whitisnast easily defined in a
concise way, it is understood to benefit people who have it with enornmou&edatively exclusive”
access to the privilege it reproduces (Chubbuck, 2004). Whereas ‘@gstas racial discourse, “White”
people represents a socially constructed racial identity (Leonardo, 2002).

Frankenberg (1993) describes three dimensions that comprise the térwhiteness. First,
whiteness is a location of structural advantage that afforddeges to some people based on their racial
identity as white citizens. Whiteness then is a location ofctstral advantage socially, politically,
culturally and historically. White privilege is maintained it a system of dominance that renders
whiteness unnamed. Drawing on feminist theory, Frankenberg desthdesecond dimension as the
position from which White people see themselves and others, caltetpsint. Standpoint highlights the
connection between one’s societal standing and his/her perceptionshir@ildimension of whiteness is
the set of cultural practices that are usually unmarked or unnafieese cultural practices are often
“invisible” in the sense that they are considered normal; which reflectothaance of these practices.

In “The Souls of White Folk,” Leonardo (2002) draws on similar importiats of whiteness

discussed by Frankenberg, but as a global phenomenon that accomfmbaesapitalism. One of the
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traits of whiteness that obscures its globalization from veeits “unwillingness to name the contours of
racism.” This trait underscores people’s denial of racism wheadf with the truth about inequity and
their diversion to any other factor but racism or what White pe@pié institutions) have done. White

denial has formidable strength because of all the assumptionsleaslthat are taken for granted (Van
Dijk, 1998; Wise, 2004, 2009). Also, the minimization of the legacy @émais a trait that neglects the

barbarity of the past and disconnects it from present inequitibs miinimization and neglect of global

white hegemony obscures the shared history of distinct White nadimhsheir oppression of Black

nations. Leonardo aims to help us see that current globalizatoots eiewed in historical context tracks

the worldwide moves and effects of whiteness.

Cheryl Harris (1993) uncovers the historical construction of wisterend its critical
characteristics as property. Race and property were tmhtlarough the system of slavery that treated
Blacks as property and constructed Whites as not slaves. Wlita marker for freedom, while Black
meant possible enslavement. Whiteness then is a legal right t iddantity that offers all a person’s
rights, including inalienability, the right to use or enjoy, ragioh, and the right to exclude. With these
rights, whiteness developed with entitlements, the ability texperienced and used to exercise power or
will, status or value, and the ability to exclude others frbase benefits. Further, the Naturalization Act
of 1790 restricted citizenship to persons who were White and otheetaugd to maintain such privilege
for the first 200 years of the United States. With legigbatthanges that have removed explicitly
expressed white privileges, Harris argues that whitenessgetd'consolation prize” that ensures that,
rather than Whites will win, Whites will not lose by not bemg the bottom of the hierarchy of races
(economically and socially).

Whiteness as a position and exercise of power has a certairigthsmao” or “alpha and

omega” status (Rimonte, 1997; p. 42). Such claims to superiority armbtatiivine status, centers
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whiteness as an ideal and orders the Other to the marginsti@céiba. This allows whiteness to avoid
positional interrogation and to present itself as the socially nmddr morally accurate, and logically
desirable perspective. Whiteness is global. Leonardo (2002) argues thatamstaldranscends national
boundaries, multinational whiteness is engaged in a process of glabalindereby there is a neo-
colonization of nations and domination of (non-white) Others. This global of whiteness also allows
for greater interrogation of the monolithic whiteness that U.&igrants, such as the Irish and Jews, are
said to have adopted. Goldstein (2006) argues that Jews “becana Withitgreat difficulty in the pre-
World War 1l era; and that although they have become a part oftite mvainstream in the United States,
Jews still wrestle with whiteness as it conflicts with sdkey elements of Jewish identity. The “price of
whiteness” may be a loss of self.

In communication studies, Nakayama and Krizek (1995) contributed to éneogdtion of the
discursive space of whiteness as an invisible, normalized, and ulzeit position. They propose that
the central space that whiteness holds allows it to make igslile and invisible while exerting
enormous influence on everyday life. By looking at whiteness througbuitse, we can avoid the trap of
essentializing it. Whiteness is constituted through its stcatbgtoric of universality and invisibility.
Nakayama and Krizek identify six strategies of the discoursghtteness. There is the naked truth of
whiteness tied to power as the “majority,” while it hides histdrconstruct of itself. The power of this
“status” remains stealth. Another strategy affirms whaenghen Other-ness is negated. White is the
absence of other ethnicities or color, so it becomes the defaultex&omple, “White-non-Hispanic.” A
third strategy makes white a simple scientific categatiiout any meaning; it is just a label. Historical
and experiential knowledge of whiteness remains masked. Anothtgstis to confuse whiteness with
nationality, i.e. “white” means “white American.” This conflatioh race and U.S. citizenship has

significant discursive political power. The fifth strategyphasizes individualism over subjectivity by
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resisting the term “white,” which denies any ethnic heritage and mdkesinvisible again. Other ethnic
heritages become labels while white is not and simply assurk@thlly, a discourse that embraces
“European descent” as a label demonstrates a symbolic ethhaitgamouflages or does not necessarily
recognize power. These discourses demonstrate the dynamicofatméeness that presents and masks
itself at different moments (pp. 298-302).

In the field of education it is important that whiteness is reegl for the power inherent in
its operation, the unearned privilege it bestows on Whites, as watk ssystem of domination and
oppression of other people. Further, White people must recognizthbpwre “implicated in systems of
oppression and privilege” and learn how to engage in the “fact adl ram@quality” in our society
(Applebaum, 2007, p. 455). Much of this awareness could be developed insgreata to prepare all
students to be agents of anti-racist change (Blum, 2002; Delpit, 1288ence & Tatum, 1997).
However, classrooms reify the construction of education for good whidielle class students while they
pathologize Black students. These constructions must be challengecialespe teacher education
programs where the next generation of teachers is trained féebeve educators. Case and Hemmings
(2005) showed how White women teachers utilized color blindness and naicalityeas distancing
strategies to not confront race and racism. White complicity asatter of being, with or without any
intentional action or behavior, demonstrates the hegemonic systenetigitdall Whites (Applebaum,
2007; Bartky, 2002).

Chubbuck (2004) demonstrated that whiteness is difficult to disrupt—amongdunmls and
institutions. Whiteness is often “enacted” in a way that’s intertwinéd pérsonal identity. This can lead
to stated intentions and meaning well to be anti-racist while repiragluacism. Further, knowledge of
racism and cultural understanding do not necessarily “disrupt” thisteeise effects of whiteness among

people. Also, within institutions where people function, abolitionists andseprationists/
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rearticulationists can re-center whiteness while attemptingrque their approaches to dismantling it.
Hence, educators must be vigilant in their interrogation andmdgfef solutions. Chubbuck recommends
that whiteness must be disrupted in a community where “honestingtr and “challenging
accountability” are essential aspects of support.

Applebaum (2010) has made significant contributions to CWS with her IB®kg White,
Being Good: White Complicity, White Moral Responsibility and Socialicéus?edagogy She
thoroughly critiques “white privilege pedagogy” for its simpisinalyses that encourage White students
to offer solutions to racism that disregard the privilege constitit their being white. While White
students’ acknowledgement of systemic privilege suggests a pasipen learning, rather than denials
of such privilege, awareness does not go far enough. White privilelggaqgy, Applebaum contends,
works to protect “white innocence.” She explores how “white ignoraactpe of white privilege that
safeguards such privilege with a sense of authority not to know andst@mimtinknowing as knowledge,
helps to reproduce white supremacy and racial injustice. Such igeommrfwillful” not necessarily
because of intention but because it is in the interest of Whitascept the benefits of it. White ignorance
“parades as knowledge” and develops a “refusal to consider” othelddgevor perspectives. Hence,
white complicity in a system of white supremacy is denied amaibre and common sense. This
manifestation of whiteness protects White people’s moral innocence in discutmahsage.

Applebaum argues that white moral “response-ability” for mcan be taken by White
students when white complicity is understood as a form of striabjuatice. This responsibility can be
taken without taking liability as traditional models would suggedte fbcus is not on blame or guilt.
Drawing on Iris Marion Young’'s Social Connection Model (2006), Applebargues that Whites must
take responsibility for their complicity as agents who by theirons and their being (White) contribute to

the structural processes responsible for injustice. So, White pdidpiet necessarily have to be there at
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the inception of white supremacy to take responsibility for ithim present. These ongoing, rather than
terminal, structural processes continue to produce injustices thiggd/¢ould potentially lessen by doing
whiteness differently (Warren, 2001). This difference in whitenespplebaum argues, involves
understanding that white complicity manifests through white bodiesdesulirsive practices, being
vigilant about how whiteness seeks to maintain its invisibility, and listening tdheeanger and criticism
from Others. The white complicity pedagogy that Applebaum ogtlaens to present an effective
approach to help White students do whiteness differently without befingned to believe they have

arrived.

Summary

This literature review discussed the significant literatbheg serves as a backdrop to the work
of this dissertation—to explore the meaning students make abeut Hahighlights scholarship on race
and racism, the philosophy that undergirds identity, colorblindness andmatsifestations in
microaggressions, and critical whiteness studies. The spieifeture engaged here works to provide a
foundation for the central topic of race. Race is a social andcpbldonstruct, with formations at the
macro and micro levels. Racial formations and processete craaalized social systems around a
principle of domination. This principle is clearly expressed inUnéded States as white supremacy.
Then the literature provides frameworks and lenses through whicltaadee analyzed and its meanings
made visible in the discourses that students use or interagnveitime way. Critical race theories expose
the normative reality of racism in society and how colorblindcalisse is used to maintain the

subordination of people of color through various strategies.
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The select scholarship of this literature review demonstréias race, as a concept and
process, is dynamic in all its manifestations. From idetdigxperience, race is contested and convicting
of human bodies and the environments in which these bodies act. The approadarstanding identity
must not be removed from social relations or networks, but examirgethassy concept that is shaped by
experience and structure. Student bodies present learners in ddglvational contexts who engage in
the process of interpreting their own racialized selves asassatither selves while finding membership
within a university community. Universities, especially PWIfeoe white dominance present in society,
even globally. Whiteness as property, denial, and power shapes persepid seeks to maintain its
invisibility, presumed normalcy, and supremacy. The literaderaonstrates the ongoing process of race
and the struggle for subjugated people to live meaningfully and justyracist society. This society is
dominated by whiteness and maintains white supremacist inclinations aaikeng itself with colorblind

discourses.
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CHAPTER 3:

METHODS AND PROCEDURES

In this chapter, | articulate the methods and procedures | utilized foesigarch project.
First, | offer important considerations for the methodology of this work asthit§ficance for
research in education. Additionally, after the methods and procedures aretelelamshsome
research challenges are reviewed, | offer insights about thealeseand his experience that
enhances the methodologies employed in this project. My experience with this pifejeckey
insights for other qualitative researchers who may conduct similar work ieoeut Finally, |
present a brief summary of the chapter.

My interest in this study was to explore how students make meaning of the object-
“race.” | was particularly interested in how they assign meanings o maw they make various
gestures about race to one another, how they have interpreted the gestures ntaats tuy ot
them about race, and how the constructions and negotiations of these meaningsantéract
specifically within the context of a multiracial yet predominantly whiniversity. Hence, | was
interested in conducting a qualitative research project that would uncover gmsags. | did
not remove myself from this process of meaning making and recognized that meaniddpe

made during the course of my research as véjl.social location was important to this process.
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CONSIDERATIONS FOR MY WORK

According to Bogdan and Biklen (1998), qualitative research involves fivatedse
characteristics: 1. it is naturalistic, having an actual setting whemsata is found; 2. it is
descriptive; 3. there is a focus on process rather than outcomes; 4. data enalgaive; 5.
“meaning” is the essential concern. Hence, as a qualitative reseamhsrgconcerned with how
people (and in this case, students) make sense of their experiences. Thestyaexsihe
meaning participants make of their lives, were central to the analysis argteted results of
this study. While all research involves some imposition of the researcher{atations on
the researched, understanding the research participants’ point of view loéfezadt distortion
and privileges the informants’ perspectives. Context was also criticalirédlés capture the
perspectives of the students themselves within their social context.

Much of the development of qualitative research was influenced by GeorgetHerbe
Mead’s conception of symbolic interactionNhnd, Self, and Socie($934). This contribution
was important for my project that was primarily concerned with meanikghgwevithin the
context of the college/university. In Blumer’s discussion of symbolic interasin (1969), he
summarizes three premises of the concept. First, human beings act tongsdththe basis of
the meanings they have assigned to these things. Second, the meanings of themgzeare
from the social interaction between human beings. Third, the meanings are dnodifie
otherwise managed in an interpretive process used by the person who intelattiesei things.

In summary, symbolic interactionism sees meaning as a derivative dffgociesses, rather
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than being inherent in an object itself or only in the mind of an individual (psychdlogica
perspective).

Meanings have material manifestations as they determine action atidnr@athe world
that human beings share, interpret, shape and are shaped by. Symbolic interad¢henisis
highlighted by “gestures” and response to the meaning of those gestures. A ge€stuyeart
or aspect of an ongoing action that signifies the larger act of which it i$’dBlamer, 1969,

p.9). Thus, speech and the vocabulary one chooses to use is a gesture. Symbolic interaction
involves interpreting the action of another. Mead (1934) offers a “triadicenatumeaning”

that: 1. signifies what the person to whom it is directed should do; 2. signifies whatsie per
making the gesture will do; and 3. signifies the joint action that will be produced bygtthef

both parties. In the context of my research, | wanted to understand how students wadsl expr
the interpretations they made of race from their experiences on a collggaescéiow they

would respond to those experiences based on their interpretations, and how they would make
meaning together from their articulations of those meanings in focus groupiatyea

methods are particularly useful for my project, which draws on Critical Riaeery (CRT) and

its support for storytelling to “analyze the myths, presuppositions, and reces@aing that

make up the common culture about race” (Delgado, 1995, p.xiv). CRT’s view of race as a
product of social relations and social thinking provides a lens by which | could vigwoitess

of race “construction” in my research and analyze the data through that Esrsind. on CRT

and other theories helped me to think critically about my analyses and makemhport
connections between individual thought and action, and larger social phenomena; Hpehb#ica

persistence of race in our society.
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My work is also informed by a post-positivist philosophy of research which guidéd me
explore the worlatonstructedby my informants rather than discovering a world fixed in any
particular set of facts (Lather, 2001). My critical inquiry into higher educahrough this
project, while not a feminist project, draws on feminist approaches to researtteprdeor
example, | approached my work with a strong sense of the complexity involvedyites
angles to consider, and with constant questioning or reflection atyqlace as a subject in the
research. In other words, | drew on feminist methodology within my reseasutiteough | did
not undertake a feminist project or employ feminist methods necessarilgingi&t987)
distinguishes method as techniques for gathering empirical data while metiodekcribes the
theory and interpretive framework that directs the project. My methodologgtexflframes and

lenses through which | approached and viewed the procedures and methods of my own project.

STUDY DESIGN

| designed my study to engage in participant observation and unstructured intey\oéwi
a group of incoming students to a large university in the Northeast region of thd Siaites.
Due to my interest in procesof meaning making over time, | wanted to collect data over the
course of 2-3 years. | was also interested in the transition from high schodége col
Therefore, incoming students who were participating in the Pre-FirstaPnogere of great
interest to me.

After speaking with the director of the Pre-First Program and receiviiigrvr
permission to conduct my study, | prepared and received approval for my IRB prdpasicd
that Resident Advisors of the program be informed that | would make visits teitienee hall

where they were housed. Resident Advisors were to inform students at thadiflowoti
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meetings that a doctoral student would be in the residence hall. | obtained prodesialsrend
information about some of the activities that would take place during the initebd#ye
program. | passed by the registration process that took place in the studentreantez|ted a
student who was the younger sister of an old friend to move in. These actilotresdaie to
enter the world of these incoming students subtly. Then | prepared for my fiistthayfield.

My plan was to conduct both participant observation and interviewing to allow for more
complete data than interviewing would provide (Becker & Geer, 1967). Participantailuse
would assist in contextualizing the data collected in the interviews. Hendeshpriority was
to simply observe. | spent my first day in the main lounge of the residence hall,fosttteor,
and soon chose this as my major site for observation. It was in the lounge that stagedts pl
pool, studied, ate snacks, napped, watched television, talked, sat, and observed each other. From
my observations, | would choose individuals who seemed interesting to talk to (injeawid
after each interview, continue in similar purposive sampling (Cuadraz & Uttal,.19@@uld
choose people based on the emerging themes surrounding my interest. FBeedtieres
section for more details.)

After this first phase of data collection during the six week programnhpthto collect
data a second time during the students’ junior year at the university. Betwemsitidhdata
collection and the second phase, | would begin to transcribe and review the tapelrecorde
interviews and type up my field notes. The second phase would utilize focus groups with key
informants from the first phase of interviewing to discuss experiences ahitversity and their

interpretations of “race.”
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PROCEDURES

SELECTION OF THE UNIVERSITY AND PROGRAM

In the U.S. American context, most colleges and universitiepradominantly white and
serve as spaces where our nation’s racial ideologies and disscane engaged or even performed.
Hence, | was especially interested in a predominantly whitgutish (PWI) with a significant level
of diversity that might offer the potential for a very dynammteiface of race constructions and
negotiations. Findings University has been nationally recognizatsfdiversity initiatives. Through
its own commitment of resources and strategies that complinveat the state and federal
governments provide, Findings has increased its percentage of undemtgatestudents in recent
years. Additionally, the theme of diversity is promoted and intedran many of the university’s
initiatives and some of its curricula. “Pre-First” is one of those initiative

The Pre-First Program at Findings University offered me a unique opportunitgages
students in the midst of their early transition from high school to college. Thistanpperiod
in the lives of young people has been given less attention in published higher education
scholarship, especially due to the spatial challenges of these students not legihgrdngh
school or college campuses during the traditional academic year. Yet, tieghosthool
graduation summer before full-time college matriculation is criticaiudent development and
retention (Arnold et al., 2008; Attinasi, 1989). Hence, as a transitional prograndlooade
college campus, Pre-First was perfect for facilitating my initedfivork.

During the Spring 2005 semester, | approached the Pre-First Program dinelctor a
discussed my interest in conducting an ethnographic study utilizing Rtesfeidents as
informants. The idea was well-received, although the director might have beemierested

in a study that would provide more immediate data that could be used for the prograetits b
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sooner. In the meeting, | clarified the longitudinal nature of my researcinagesighe
sociological and educational issues | hoped to understand. With the directori'sspar

prepared to begin my work in July of that year.

DATA COLLECTION- PHASE |

During the first phase of my research, | engaged in participant obearaathe
Roosevelt Hall, where Pre-First students were housed. For six weeks, | gpeéntsix days of
each week at the residential hall observing and interviewing my informanisafsproximately
6:00 p.m. to 11:00 p.m. or 11:30 p.m. from Monday through Thursday. On Fridays, | attended
for a few hours starting at 4:30 p.m. On Saturdays and Sundays, | spent several hourseduring t
day and later in the night, depending on the schedule of residence hall programsienste
with students. | also attended some social activities of the hall such as “Qpbinghts.”
Although | sparsely visited the cafeteria, | spent the balance of my timenmaihdounge of the
residence hall. This participation in the lives of the students helped me to share in thei
experience, becoming changed while remaining unchanged by it (Bruyn, 1963).

| focused on building rapport and gaining the trust of potential informants durifigsthe
week of the program. | did this by being visible, showing up everyday and spenung ti
reading, writing and observing the main lounge of the residence hall. | also hunghmut
lobby and sometimes just outside the hall where two short rows of picnic tablgatétgmall
group gatherings. On a few occasions, | played pool with a student when the loungeasffi
light. Although | worked on campus from 8:30 a.m. to 5:00 p.m. (4:00 on Fridays) in the Student
Affairs division, | was able to avoid Pre-First students while in that fbles meant adjusting

some of the work assignments that would normally require me to present workshops to the
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students within the first 3 weeks of the program. | am grateful to my supeidumeing
gracious with me during these arrangements. | was able to dodge sisigansnts until the

5™ week of the program when | presented workshops for two class sessions in treeEngi
school. Otherwise, | quickly returned home after work and changed out of a shirt, and tie
casual attire (often jeans, t-shirts, short-sleeve casuals, khaki's, shedgers or sandals). As |
learned from reading other ethnographers, conducting research about studentg peppla
required thoughtful strategies to share in their experience (Dolby, 2001; EckertF&g§@son,
2001; Perry, 2002).

As | engaged in participant observation, | noted the frequent use of the lounge. Some
students played games or watched television. Others studied there as a wiang@hea
friends as well. Males and females flirted with each other. Groups began tbubwith
tangents or bridges to other groups. Sometimes the concentration of people in the lennege se
to favor one group or another—more White, more Asian American, more Black, more male,
more female—but such majorities never lasted. Mostly, there were ustadbrcultural student
interactions taking place.

After several days, | began to ask various students who | saw often in the mainifounge
they would be willing to participate in my study by allowing me to intervieem. Observing
helped me to understand the students’ context, but talking to them would help me to understand
their lives and how they made meaning of their experiences (Kvale, 1996; Seidman, 1998). The
responses | received were always positive. The challenge we faceddwag fime to sit and
talk for 45-60 minutes. Many students expressed that the Pre-First progsantemse and they
wanted to do well. | always expressed that | had respect for their timevatt be flexible in

finding a time that would work for both of us.
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My first 5 or 6 interviews were with African-American or Black student&hdugh |
had begun to build some rapport with a more diverse set of students, | intentionally began
interviewing people who shared the same “race” as | did with the thought thah&lydye more
comfortable discussing race with me than other students who identified differewbuld
observe from the experience that there was little noticeable differenemfort levels among
my informants. This continued until | had spoken with 6 Black informants. At this point, |
began to evaluate the direction of my study. Did | want to explore the meaningtatitat B
students made of race in higher education? Did | want to focus on male studentsutapart
Could my study just focus on Black and Latino males? Or did | want to focus on male and
female students from multiple racial categories as | anticipatedeoefy first day in the field?
As | considered my options, | reflected on the unique opportunity | had with tierBre
Program to engage a diverse group of students who were not yet fullyutaéddcn a full-time
credit offering semester at the university in discussions about race. tiwes loly the desire to
understand the various meanings students make from diverse racial backgrounds. Anladditiona
consideration was the importance for me, personally, to engage in work about ras@anated
my reach beyond Black subjects only, especially as a researcher whokis Bince, |
continued my work as planned. The total 25 informants that | interviewed reflecteanAf
American/Black, Asian American, Hispanic/Latino, and White raciagmies.

Each interview began with my inquiries about how the student was doing or their
schedule for the day. | always expressed my gratitude for the studdhiigneiss to participate
in the interview and offered an overview of expectations. |informed participamtyg a@bctoral
student status, the interview as part of my research, the tape recorder’s porpasecribing

the interview, and the importance of being open, relaxed, and honest. | also shared that they
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could terminate the interview at any point if the discussion seemed too uncomfoA#&blethat
preliminary discussion, the interview began. | attempted to make it an alraodess process
between the overview and the interview itself and simply suggested that neauldebe
recording.

The following chart describes the racial/ethnic composition of my infotsna

African American/Black Asian American Latino White
Male: 5 2 4 3
Female: 3 3 3 2

Portraits:

The following are portraits of my informants, using pseudonyms. As each imfboisna
introduced, the racial description that is presented will reflect theirdszltification and other
details they shared about high school demographics and where they lived prior togttendi
Findings University. Hence, the ways that | describe their race may nonhbistent in terms of
the academic, legal, or politically correct categories for desgritne’s race in the United

States.

Amy is a Chinese American Asian female student. She attendeddthool in Brooklyn, NY.
She described her school as largely White with about 50 Asian éansri “perhaps 2 or 3”

African Americans and “very few Mexicans.” Amy is an Engineering major

Angela, a White female from Long Island, New York, played lacrosseewstile studied at

Findings. She intended to major in Communication and Rhetorical Stud@sever, she did
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not return to the university after her first year. She repattat 50% of her high school
population was White, 30% Black, about 5% Hispanic, 10% Asian, and anotheh&%eve

Indian or “Hindu.”

Ariel is an African American male from Northeast City, majorim¢gsociology. He attended a
predominantly White, private religious high school. There wereocappately 100 Blacks, less
than 10 Latinos, and approximately 13 Asian Americans out of the @@8rgs at his school.
Ariel reported that his school offered challenging “social pneess for many of the Black males

who attended. Ariel acted as a “big brother” to many of them.

Billy, a Caucasian male from Amherst, New York, was majoring inrieeging before he
transferred out of the university. He reported there being “pipld® or 15 Black kids” in his
mostly White high school, with a graduating class of 400 studenlly.isBa skilled guitarist and

singer, which allowed him to become well known after the talent show at Pte-Firs

Brian is an African American male student from Patterson, NeseyerHe attended a religious
high school which was predominantly Black with few Asian Americ&asinos, and Whites.

Brian is majoring in Political Science.

Choon-yeiis an Asian student. She sees herself as distinctly Asidr@rithan Asian American.
She attended a predominantly White high school in Oregon, whereasheddhat to even say
“race” was taboo. Choon-yei (or Choon) was born and raised in Soutla.K@hke is very

outgoing and frank in her discussions about any subject.
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Christine is an African American female student from White Plains, N$he reported that her
high school was “very mixed” with Chinese, Japanese, Korean, Indiaok,BlVhite, Spanish
and Muslim students. She is majoring in African American StualelsPublic Relations. She

sings, writes and recites poetry.

Deirdre is a Black female from Patterson, New Jersey. Her Cabberitage was important to
her. Deirdre attended a Black high school. She reported that “tge\Vdnites were the

teachers” and that the six or so White students who were prekentshe began high school
were all gone by her senior year. Deirdre returned to Naeey after her first year to study

Nursing, a program that was discontinued at Findings.

Don is an outgoing White male, from Union, New Jersey. He reporgcit high school was
75% White. The other quarter of the population was Hispanic and Blattka small Indian
representation (of about 5 percent). Don was an intended Chemiafoy before he left

Findings after the first year.

Geoff is a Caucasian male from New York City. Geoff was egtyd in all visual and
performing arts but he is focusing on Photography for his major studighe diversity at
Findings and the campus location on the east coast were two imgactans that helped Geoff
to choose the university. He said that he “needs” to have a lotesdy. He reported that the
students at his high school represented 50% Whites and the other half‘miaorities,”

including Blacks, Hispanics, and Asians.
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Jennifer is a Hispanic (female) from Puerto Rico. She reported tlesé tvere only Puerto
Ricans at her high school. Although her high school peers reflectededif shades of skin
color, they were Puerto Ricans. Jennifer was a Broadcast Jsormahjor at Findings before

she returned to Puerto Rico after her first year.

Jossetteis a Latina (female) from the Bronx, New York. Jossett@agoring in International
Relations. She decided to attend Findings University because divédrsity statistics, which
she reports being “higher than most colleges.” High school wesse, but predominantly
“Black and Spanish,” according to Jossette. She was president ladtthe-American Club in

high school. At Findings, she is very active in a “multicultural” sorority.

Julia is a Latina (female) student from Bronx, New York. She agdraldiverse Catholic high
school that, when she began there, almost seemed to share an ecqertiagerof Blacks,
Latinos, and Whites. However, by her senior year, she reportetedMere only about 10
percent. Then there were slightly more Blacks (45 perchat) Latinos (40 percent) and a
scattering of other ethnicities and cultures in the rest opdipeillation. Julia’s parents exposed
her and her siblings to their racially diverse group of friends,ssid, and as a result Julia has

sought cross-cultural interactions at Findings. Julia is a majoring in brogmoazaslism.

Leslie is a Black Asian male from Queens, New York. He identifiesenstrongly with his
Black racial heritage. He reported that he was “one of twBlagk people” and 15 Latinos at

his high school. “It was Asians and just Whites; that’s it.” Leslie is ai¢al&cience major.
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Mei is an Asian female student. She recently migrated withdmeilyf to the United States (a
year before matriculating at Findings). She belongs to a &hiethnic minority group. She is

majoring in Finance.

Natashais a Black American female from Patterson, New Jersdye &d Deirdre are best

friends and attended the same high school together. Natasha is majoring in Sokial W

Richard is a Latino male from New York City. He was valedictorfan his high school
graduating class. Richard reports that his high school was diweitbe\Whites, Blacks, and
“Spanish” students representing a “pretty equal” portion of the populaRachard struggled as

an Engineering major and changed it to Information Studies in his third year.

Rolando is a Latino male student. He was born and raised in Ecuador untiignated to

Queens, New York four years before matriculating at Findingdis high school was
predominantly attended by students of color, mostly Black and Hispaiticsome Chinese and
Indian students, and “maybe one or two” Whites. There were ciznfletween some Latinos,
specifically Dominicans, and African Americans in his high schod®olando majors in

Engineering.

Terrence is a Black male, Sports Management major from Northeast City.attended the
same predominantly White, religious high school as Ariel; and idbescit as a “fancy” and

“preppy” education. Terrence shared that he wrote a lettapmeal to enter the school fdf 9
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grade after one of his"8grade public school teachers “inspired” him by telling him thet

would not amount to anything.

Tom is a White male student from New Orleans, Louisiana. Hedsteprivate school before
matriculating at Findings University. He reported that he cltosdings so that he could
experience more diversity than the “mostly White” schools he prdyi@tended. Although
financially privileged, he said that he was raised not to think rakéif as “better than anyone
else” because of his family’s resources. He is active inainéhe National Inter-fraternal
Conference fraternities on campus and lives in his chapter house. Tom is majbistgry and

Political Science.

Tyson is an African American male who took great pride in beingffigial student athlete
during the Pre-First Program. Tyson reported that he attendeddanpnantly Black high
school, with some Whites and a couple Asians. He was undecided abmajdndefore he left

Findings to attend another university and play football.

Wes is a Latino male student from New York City. He is majoiimdndustrial Design. He
attended a diverse New York City public high school that he perceéovdse more or less
populated by a similar number of Asian Americans, Blacks, and g/hiten a smaller number

(10 percent) of Hispanics/Latinos.
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Wilson is a White male from Sarajevo, New Jersey. He reportéchihdigh school was very
diverse with 40 percent of the population being White, about a thirdBlea&, and the others

were Latino or Indian. Wilson is a Chemical Engineering major.

These portraits present details that explain the socididocaf each informant in terms of their
race and/or ethnicity, hometown, and the diversity they were exposedschools prior to
attending Findings University. These details were importahelp this researcher understand
the perspectives they shared and an appropriate analysis of their intenpsetat

The interviews covered a series of questions that moved from personal to more
thoughtful and perhaps risky. They end with thoughtful questions about the future. These
guestions were designed to provide background information about each student artdheielici

thoughts and experiences about race. A sample of the questions that were askddsdg:

1. Why did you choose to participate in Pre-First?

2. What do you expect from the Pre-First experience?

3. What do you think about the racial diversity of students (and staff) in the program?
4. How does this “diversity” compare with your high school experience?

5. How do you identify yourself in the multicultural context?

6. A. What do you think about “race”? B. Have you always thought that?

7. What do you think your parents think about “race™?

8. How does race matter in college?

9. How did race matter in high school?

10.How does race differ from culture?
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11.What were your friends in high school like?

12.Tell me about your friends in Pre-First.

13.When you are not in class, how do you spend your time here?
14. How are you growing in this new experience?

15.What do you think your first semester will be like?

DATA COLLECTION- PHASE I

The second phase of my research utilized focus groups to gather data during my
informants’ junior year at the university. In this phase, | aimed to understandudemts made
meaning of race over the course of six semesters in college and how they vpoeks ¢ese
ideas in each other’s presence. Morgan (1996) defines focus groups as aliresdarique that
collects data through group interaction on a topic determined by the reségucthi@0). This
definition highlights the importance of focus groups as a research tool andethieines's active
role in developing the discussion. The increased use of focus group in research ambng soc
scientists points to the benefit of data collected from group interaction. Focyss dnelp
researchers to explore topics of interest, validate findings, and clarignt@amains (Smith,
1995; Strickland, 1999). As the researcher, | gave critical consideration to groupuires of
the group membership, and location of the focus group to accommodate eye contact and a
comfortable level of intimacy. These important elements should be considereccesnuhde
made based on the goals of the research (Duffy, 1993; Knodel, 1995; Ramirez & Sheppard,

1988). As was the case for interviews, informants were invited to speak openlylyhamest
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clearly for the tape recorder to capture the discussion. | tested th@erelgefore we began each
session. Also, | offered water, juice, and snacks if the group desired to eat.

Ideally | wanted to have three focus groups of very diverse informants-rgamdieace.
Further, | had hoped for particular informants to be present. However, | knew th#ieve
course of three years, | risked not having all the informants | took speeiashin for
participation in the focus groups to be present on campus or desire further involvemgnt i
study. This risk proved significant in terms of my ability to gather focus groupgafticipants
and with my key informants. However, with 25 informants from Phase | in my pool of pbtenti
focus group members, | was still able to gather groups that worked out well.

| conducted three focus groups with 5-6 members each, including this researdter. Ea
group was diverse in its own way. Group One: one Asian American female, one &atina
two Black males. Group Two: Two African Americans (1 male, 1 female), one \féhitale,
and one Asian American female. Group Three: one White male, one Latina, one Asian
American female, and two Latinos. Each focus group lasted 75-90 minutes with robust
discussion among its members. My key informants were students acrossahspesatrum who
provided nuanced data and interesting stories about race, or who demonstrated kgghnnter
sharing experiences and views.

The focus group interview protocol is below:

1. How have you connected with other students since Pre-First?

2. What has happened with the ideas (about diversity) that you learned about during Pre-
First? Where do you talk about those issues now? What is that talk like?

3. Given your grounding with Pre-First, what kinds of challenges have you fa@draup
since then? When? How?
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. How have you come to see people’s racial differences since Pre-First?
. How do you identify yourself by race?

. What kinds of interactions have you had with students who are different from you
racially since Pre-First? How have you thought about those interactions?

. What kinds of extracurricular activities have you gotten involved with? Are aiinesé
activities based on race or culture? If they aren’t, how do issues of radéuog arise in
your activities?

. Some of you have said in your interviews that race is a human invention or simply
differences in skin color and geographic background. What is RACE to you? ltemas be
two years since | first interviewed you during Pre-First; areaware of how your ideas
about race have shifted since then?

. Have you experienced racism on campus? Have you experienced racismpaf$ cam
since you've been a student at Findings?

10.What is the relationship between race and racism?

11.How did the Pre-First experience shape the rest of your time on campus?

12.How do you talk about race when you talk about it? Who do you talk about race with?

How do you talk about race differently in different spaces? In class? Ouss? clith
friends? With others of your peers?

By engaging triangulation of methods—patrticipant observation, interviewspansl f

groups—I obtained rich, thick data that would strengthen my understanding and repoasentati

of the participants’ perspectives (Biklen & Bogdan, 1998; Denzin, 1970; Dobbert, 1982). That

is, | desired to understand the realities of my informants from their point of iewyay they

saw it. Participant observation allowed me to understand the environment and conteghin whi

my informants lived their daily lives during the first phase of the research ancitmaged in

that social interaction. Interviews provided each informants’ viewpoint andfsbon past to

present. The focus groups allowed me to understand viewpoints as they intertictseral
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others after more time and experience had developed. All three methods deepeneuribal

possibilities of my study.

DATA ANALYSIS

Data analysis actually began during the first phase of my researobcasded field
notes and conducted interviews. After each session in the field and each intervent tinsg
thinking about my informants, their environment, and the data they provided. These important
moments in the research process kept me engaged in a dialogic way \eithettggng data and
guided me in my efforts to understand how students interpreted race in their evegslay

Interviews, focus groups, and field notes generated approximately 400 pages of
transcriptions and notes for analysis. After phase | of the researchctitvtadghe interviews,
included my observer comments, and developed a list of general themes thatlemsrpe
listened to interview recordings and read the transcriptions, | thought aboutanehtthemes
that connected the language and interpretations of my informants. Thess tesmees helped
me to formulate the interview protocol for the focus groups in phase Il. Similidyphase I,
| transcribed each focus group recording, included my observer comments |ectédedn the
emerging themes.

Themes in the data reflected the “regularities and patterns” (BogdakléhB1998, p.
171) and subjects that helped me to see the story that these students were tellimes The
emerged through comparisons of informants’ statements and observations hrtiedield and
created categories and subcategories (Bogdan & Biklen, 1998; Charmaz, 2@86r &la
Strauss, 1967). Many of these codes focused on perspective, ways that studentaliootight

race, context, social structure, etc. For example, some informants egdghessperspective
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that race is used to create divisions. Others expressed how race is handiretheittfiamily
situation or structure. In phase I, strategy, activity, social streicamd process codes were
especially visible and interesting. For example, rich themes Abawgome students talked
about race, their involvement on campus, informants’ explanation of student socialebquett
campus, and their changes or maintenance of the same perspectives they hafirgt yieair
emerged in focus groups.

Codes, categories and sub-categories were developed and written on lintdearahrds,
as | worked through an understanding of the matrix of themes present. For exaitgdleodes
included items such as: “race history,” “white talk,” identity,” “frataasf’ “interracial
dating,” “expectations,” “divisions,” etc. However, throughout the process ofjangimy
codes, larger themes emerged as | came to understand various ideologiesdbeseeant.
Hence, there are many codes within larger themes that express thegaeaade by informants
and by the researcher throughout the interview process, recording of the intandew
interpretation (Holstein & Gubrium, 1995). Therefore, my first data chapter s®dpghese
sections:

I. Colorblind Discourse and the Minimization of Race

Il. Family Portraits

A. Friendship and Dating Frames
B. Negatives
lll. Wrestling with Whiteness, Asian Ambivalence, Black Reconnaissance
Homes, safe houses and host bodies
A. White Resistance

1. Homes and Safe Houses
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2. Host Bodies

B. Asian/Asian American Ambivalence—Finding Home

C. Black Reconnaissance—Conflicts and Conflations

Drawing from the students’ language and perspective, | creativelylfated titles for sections
that expressed the interpretations of my data and hopefully provoke furthpratagons by my

readers.

The two phases of my research guided my approach to writing the “ralishtd |
researched (Van Maanen, 1998). | decided to write one chapter on the descriptove ttiat
colorblind ideology expressed in students’ discourse from the individual internepiase |. |
would write a separate chapter on the data from the focus groups. By hakiaggroach, |
would demonstrate the role that time played in the meaning making processifdommants.
However, | began to see that “talk” about race was increasingly significamt coding scheme.
My informants were not only sharing their reflections about race talk amondriéeds and
classmates, but they were talking race in very interesting ways duringeheews and focus
groups. So, | decided to write a separate chapter on this as well, thefdightiigg some
processes of race talk and some challenges to engaging in that proceisal tlaga chapter
explores how race shifts, stays, or drifts in meaning and construction forrtfarssants

between phase | and phase Il of the project.
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CHALLENGES

The challenges to my research process included my job, the duration of my pnalect, a
student life schedules. As noted earlier, during the first phase of myctes&as working full-
time on the Findings University campus. Hence, | was not able to be a participameobs
during the hours of business- generally from 8:30 a.m. to 5:00 p.m. Generally, studerits wer
classes during those hours. However, | wished that | could have observed them at lunch and at
other times and locations during the day. This was not possible. Additionally, by pbisyy |
project, some informants’ awareness of diversity education as an aspectofkmgn campus
may have influenced their willingness to participate or “chilled” somehait\they may have
wanted to say. For example, some informants may have been more politiaabt cotheir
statements because of their awareness that | was not a “graduat€’ stlgebut a university
administrator who had some connection to the facilitation of diversity on campus.

The duration of the project, spanning three years, may have contributed to a loss of
motivation by some informants to re-connect and participate in focus groups. W¥brieants
seemed interested, schedules presented difficulties for finding a comneoto tmeet and some
informants did not seem to be as motivated to follow-up with me as | coordinated gtiedogfi
these focus groups. | also noted that the everyday schedules of these juniors eéectjait
Many of my informants had jobs and were active in co-curricular actofi¢he campus.

Hence they were quite busy. | conducted one focus group during the fall sevhéstesenior
year because a couple of the informants participated in study abroad the gear bekre were
others (3 White students in particular) who were no longer on campus. This was digagppoint
for me as researcher because it really limited my ability to have thddstbdemographic mix |

had hoped for in all the focus groups.
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STRENGTHS

However, the longitudinal nature of this project was important and beneficial for my
research by providing data about the ways students made meaning of race ilegjeeaceha.
Beyond phase one of this project, students had more time to experience collage fifere
interactions with their peers from diverse backgrounds. Students also had more opgsttunit
engage in academic and co-curricular learning experiences that migaha# their thinking
about race. The longitudinal approach of this project allowed more time for sttalesftect
on the subject of race and make connections to their everyday experiences.ombigpbase of
data collection allowed this researcher to analyze change in perspatibigsace or to
understand more clearly how the university’s structure and efforts neayirhpacted the
meaning making process of my informants. Additionally, this researcher qpurubah
working with focus groups with the benefit of already being acquainted with thegeants.
Data from phase | offered background information that helped to shape the direthiericzfus

groups without taking any additional time. The project was worth its challenges.

RESEARCHER PERSPECTIVES

| am the researcher and the research. | approached this researchwptioj@ct
awareness of mgelfas a subject in the process. As | engaged others in conversations about
race, | knew that “I” was a part of the terms and methods of the conversatias.nbt the
neutral and invisible researcher. Instead | was very much the raced huntawlbe belongs to
the “raced people” (Dyer 1997, p.2) we call African-American or Black. Heneas hlways
conscious of the fact that each of my informants was having a conversation abautac

Black man. | was aware that as a Black man, | might be perceived asrimgand dangerous

71



or anti-intellectual or patriarchal (hooks, 2004; Hutchinson, 1996; Mudhabuti, 1990). | was als
aware that African-American or Black informants might think thatdaay understood their
perspectives because of our shared race while other informants might thinkalsgudging

them because of our race difference. Whatever the perspective, racesed pecause we

were present, even before we spoke the word- race. For example, | wadgrlrti

conscientious about my first interview with a White male student. My strodgsise was to

obtain useful descriptive data, so | wanted to negotiate my racial identityag that would

allow my informants-- and especially non-Black ones-- to be comfortable ermsphre

openly.

This negotiation of my race presentation was important. | could not and would not
change the color of my skin, but | could somehow portray some kind of neutrality. This meant
wearing clothing that did not particularly reflect my culture. | did notrvxshirts with political
statements, of which | had many. | kept my clothing simple—a basic pair oeblug khaki
shorts, plain t-shirts, casual shirts, sneakers, and sandals. More than anythinig(imyolca)
seemed to make me “cool.” | kept a light tone of voice and was careful to prpserand
relaxed body language.

Yet, | was a part of their race talk. A section in the “Race Talk” ché&p}elescribes
how | wasinvolvedin the talk of a focus group with students of color. The shared sense of
understanding about culture and our experiences with race/racism shaped ouatonvers
that case, it was a matter of comfort. However, in another focus group wiceaed\NTom
shared lively discussion about racism, the shared understanding that causekthange
stares with me as he argued points with Tom was particularly uncomfddabie as the

researcher. As a Black man, I intuitively understood the stares to mean/inaata the
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following at different points of the conversation: (1) Can you believe this? (2sdBasthing!
(3) Am | making sense? (4) Help me out hereY(®)understand what I'm saying, right? In
return, | communicated nothing. Looking away to view the tape recorder or ngtiatank
stares while allowing the exchanges between Nic and Tom to continue weraitlikelyling to
Nic, but helped me to obtain rich data for analysis. However, it also left me fegfiray that |
had betrayed Nic in some way. This was the most unsettling feeling duriresearch
experience. |long for and resist the opportunity to share with Nic timmtdrstoodvhere he
was coming from.

Additionally, there were other moments, especially during intervievioses&ith my
informants individually, that | pondered how | might be perceived by every one of thene. Mor
than my attempts to suspend or play down my race, were my efforts to connect with my
informants as students. This was an important reason for utilizing participantatioseas a
research method also. |introduced myself to students (potential informants}uadeat”
conducting research. | was a “grad student” or a “doctoral student.” | talkedtladout
dissertation as an “assignment” that | was required to complete to eaPhniy™ This use of
shared language (student, assignment) and the connotations | impliedrfieahs more
powerful than | was making me do something to get my degree), seemed to resdniatg wit
informants. Many of them wished me luck and cheered me on after our talks. | digbesse
“hard work” involved in accomplishing this assignment and they engaged me in colversati
about my educational journey. Yet, | wondered many times if my role as “dasticalant” and
researcher, and the ways that | presented my self made me “concephitdly(Ladson-
Billings, 1998, p.9) in their eyes. How might this conception impact the ways that student

spoke with me? As some informants told me about their families and views thideddmald
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about race, | wondered how visible my race was to them. | wondered if my cohceptua
whiteness had been at work or their use of “distancing strategies” to defermirthéantiracist
self concepts” (Case & Hemmings, 2005, p.607). These considerations would direobimy pr
guestions and add to the ongoing analysis within the process of the interviewdwbemshis
additional labor to understand how one is being raced within a research process absut race
particularly significant to this work. It is what | cafleta-race labar This labor includes the
work of analysis without offense, the ongoing work to suspend identifying witblhoysseeing
myself in relation to others. It is an interception of identity and individualitys placing a
pause on my positionality, while considering its potential for prejudice. Afarober who has
had practice with this through other projects during my studies, this labor somleticoeses
less conscious and in that way less difficult. However, the labor of analyziagdlysis and
the analyzer requires a particular kind of energy and multi-layered thinRimglistened to
informants, | considered their language, their positionality, my positionédgyinterface of my
race and theirs, the related discourses and narratives that contextinizeteaining, the
response of my suspended yet un-dismissed racialized self, and what alhoédhisfor my

research. Such labor continued throughout the duration of this project.

SUMMARY

This chapter described the methods and procedures | used for the research I¢démducte
this dissertation. It explained the two phases of my data collection duringetfi@$trsummer
program and the junior year of my cohort of Findings University students. Utiljzialifative

research methods allowed me to collect descriptive data that exposed the mstaniegts
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make about race. My methodology also allowed me to offer critical insigttie aesearcher
and research’ in this process. This project draws from post-positivism, synmbetactionism,

feminist methodology, and Critical Race Theory.
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CHAPTER 4 [DATA CHAPTER]

COLORBLIND ENTRAPMENTS

This chapter explores discourses, the understanding and organization of knowledge that
emerges in spoken (and written) forms of language and is used as socieg fvaobd & Kroger,
2000, p. 19). I use the vocabulary of social practice to describe what people do. This chapter
highlights the discourses that are present in students’ language to show hoontteyct
meaning about race. | especially demonstrate how some students mingaiaedaacism
through their “discursive formations” (Foucault, 1972) and how they negotiateidacitity and
post-racial dreams within the dominant context of colorblindness.

Foucault (1972) presents discourse as a way of representing knowledgeirgrart
historical moments as an exercise of power that regulates people’s umdiagstnd behavior.
Further, language in discouraets;it does something and has force (Hall, 1996; Potter &
Wetherell, 1987). Discourses discipline people’s thoughts and actions. As Biklen (1985) note
discourses are institutionalized and “shape how people understand the world andethergfor
they act in it” (p.81). Discourses determine acceptable ways of thinking, rspeaki behaving,
while restricting other practices that do not fit those acceptable ways(1B@6), drawing from
Foucault, describes discourse as “a group of statements which provide the dafiogakging
about...a particular kind of knowledge about a topic” (p.201). So, for example today | ederhea
a conversation between a group of friends—three men and three women—wheiiapart
discourse of masculinity was presented. The group had a brief debate about the umopied'J
the Broom.” One of the men maintained that it was a “bad” movie while another imedhtiaat

it was “a good movie that dealt with issues.” The man who suggested the movie weasafthad
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the other man: “You cannot say that was a good movie or other brothers will think goft.te
Hence, meaning is constituted through the practice of language, through discowrserkhi
through a shared relationship or pattern of the language used, the style and mdbkgage
statements-- or discursive formation. It was not clear to me whether threngppeaker who framed
the discourse was aware of how he may have silenced critical dialogue aratienadf various
themes from the movie being discussed or how he presented a particular kind of ntyassulini
acceptable or that he made a particular discussion of a movie a subject thateamidem
masculinity; but all of those actions were taken in his phrasing of what thenmdiherould/not
say in order to be thought of in a particular way. As Foucault (1984) has noted: “Remple
what they do; frequently they know why they do what they do; but what they don’t know is what
what they do does” (p. 95).

The discourses that shape the talk of 18 informants presented here offecabticsight to
my understanding of how students negotiate and construct their own meanings of ikesze. T
discourses reflect the U.S. racial hierarchy that places Whites attieg, ceakes them the norm,
or locates whiteness as the highest ideal, creating and perpetuatingavhitence over all
Others. These discourses also articulate colorblindness that pervadesedyr Sainpson
(1993) states: “Talk is constitutive of the realities within which we live” (p.12%hat
Sampson means by this is that talk or the language of discourse is not just sipnpdgier but
that it shapes the way we understand our lives. Hence, | explore these discounsiesdgtand
the lived race realities of these students. The discourses that students drasoostérgive of
their everyday lives. All the data in this chapter are from the first phamg stfudy, where each
informant was interviewed individually during the summer preceding theimfafticulation at

Findings University, during the Pre-First Program. In this chapter, dataganized to highlight
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the themes of contemporary and color blind notions of race, as well as the spectruams of ide
reflected in the students’ responses to questions about race, the diversity prédse Pre-First
program, race matters in college, and how their parents/family members thinkadsout

In this chapter, | argue that students are negotiating various construétrane and
racism. We see this through their use of colorblind discourses that minimezanccacism, how
they frame relationships through family portraits, and how they expregdgydertheir
aspirations for identity. The first section of this chapter presents datiethanstrate students’
articulation of colorblind discourse and desire for a “post-racial” sociehe second section
reveals how race is made visible and confronted by the myth of colorblindness within
relationships. In the third section, the data exhibit the ways that Asian Amgriglack
Americans, and White Americans wrestle with or affirm their idestineresponse to the racial
environment. In this process, students’ talk reflects and re/produces postmodeiseraes—
fractured and destabilized. The students articulate re/constructions of wieaiis to be
identified with their race category and their desire to take charge ofarestractions. These
identity and discourse constructions reveal how Asian/Asian American studgotsate their
place in the Black-White binary of U.S. racial politics and how Black studgatsiee the racial
landscape in search of a new blackness, in their attempts to negotiate colosblintinese
constructions also reveal how White American students resist their wisi@naswvay of
imposing colorblindness. Before | move to the first section, | give an oveofiealorblind

discourse.

Colorblind discourse asserts a race-neutral society where race doestteot ifferences

associated with race should be ignored as unimportant. In this context, people wpbtattem
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discuss race or the inequalities that result from racism are stegad@Bonilla-Silva, 2001, 2003;
Crenshaw, 1997). Yet, colorblind discourse allows for cultural explanations to rbpbggcal
explanations for racial disparities. Several studies indicate that colodiicmlrse is
prominently used and sanctioned by educators in diverse school environments asalmibsts “
white” school environments (Lewis, 2001; Pollock, 2004; Schofield, 2001). This approach
disallows any productive attention to race and diminishes the realitiesi@ifl§eand evidences
of patterns of racism or racist thinking and their reproduction in schools.

Bonilla-Silva (2006) argues that “frames” comprise one element of ras@utse.
Colorblind racial discourse has a frame or “path for interpreting informatinat’minimizes
racism (p. 26). This frame suggests that discrimination is no longer a cectivatiiat impacts
the lives of people of color. Within this frame of minimizing racism is a styatédownplaying
race as a significant social element within a system and society geapetually racist/white
supremacist. By downplaying race as a significant element in sacidtyocial relations, people
can minimize the discourse that comes with it, i.e. racism and its real consedfeerscdjugated
people in the racial hierarchy of this country. The racial hierarchy isadrmrconfused. Power

is masked by colorblind discourse.

|. Colorblind Discourse and the Minimization of Race

One aspect of colorblindness is a discourse of sameness that trumps all diffeagnc
racial hierarchy and history have created within the experiences of pdaopidentify differently
across the race categories. For example, opportunities for acquiring a edilegéion and

substantial wealth are presented as equal opportunities for every Amegaetiass of their race.
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The history of segregation and unequal labor laws and practice based on racedagrtaving
no impact on the present. Hence, with the presupposition that there is equality irs¢mé pre
(which is not true), neglecting the past suggests that we are all the séinomiwiportant
decorative differences. Similarly, acknowledging a racist past @hilging its legacy in the
present or its contemporary persistence superimposes a fantastical noticaldfgth over
current race realities. Our social reality of race is reduced to theaayhiariances in skin color
among different groups of people. Colorblind discourse insists that it is the acknavwed g
race that creates differences or divisions among human beings. In thisrsfutiyants from all
racial backgrounds tended to minimize race in their initial responses to disemsboughts on
race, or to identify themselves racially. This is what is expected ine@tysoeliant on colorblind
discourse. However, the meanings of this minimization differed for students degpendheir
own racial identities.

In this section, | explore the discourse eight informants used to minimize hese T
students, who represent a cross-section of racial and ethnic backgrounds, desrtalisahout
race as an arbitrary social element that does not or should not matter. [Rechaliaut race as
inconsequential. Others talked about it as something that is “overemphasized,” nomenit
be dismissed as inaccurate and passé. They used common themes of race as anmtihétoglorta
to categorize people, or referred to the sameness of all people. Yet the mehtiiege
discourses are not common among them. Many students took a defensive approach in their
comments and others, who attempted to embrace difference, demonstrateagr@ramitments
to sameness and difference. Students of color attempt to neutralize racisyolayng the
humanity and inherent equality of all people. White students attempt to diminish by isi

race and minimize the present reality and effects of racism, usioidpliotiness to maintain white
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dominance. The informants’ narratives amplify negotiated discourses dblouloess. These
discourses are so pervasive and dominant in our society that every individual musatenéugn

in some way.

We’'re just human...

Rolando lived in Queens, NY four years before matriculating at Findings WitiweBorn
in Ecuador, he lived there until migrating to Queens, NY. Rolando, whom | observed as having a
lightly tanned complexion, described the racial mix of the Pre-First Progftadents and staff as
a “good thing” because it provided an opportunity to learn “more about the world, more about
other cultures, more about other people.” With these global interests, Rolando took alistiversa
approach to identifying himself racially. By universalist, | mean thecgmprthat sees all as one,
without individual differences. Rolando identified himself “as a human being.” Hata@ésace

as an identity marker for himself, stating

I don’t think race can change you, can make you different. | think that eeeryo
is similar even though we speak different languages or have different culturés. We

still human beings so...

Rolando seemed committed to humanist, universalist notions of race or racelesshess, a
continued on to say that “Your skin color don’'t make any difference. You're still beinganhum
you're still a person, so it doesn’t matter.” However, when prodded to share what ¢jiet thfou

race more directly, he responded:
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| think that it's something that defines an individual. The culture, the customs hsagnet
like that. | guess it's that. Or something to separate human beings, likatatse
different races, like White people, Black people, Spanish people. Like something jus

used to separate people.

Rolando saw race as a social instrument with the distinct functieepafatingor categorizing
people. He frowned on this idea of making distinctions between people. Although Rolando was
the only one to identify himself as a “human being,” there were other informants \pboded

that race was somethingedto separate people. That would be racism.

No big deal...

Bill, a Caucasian male from a “really white” suburb outside of Buffalo, N, als
minimized race as a social element used to create distinctions and divisensteH briefly that
race “kinda divides people a lot” and he tried not to separate himself from imgnath others
who are identified racially as different from him. For Bill, race wasongér significant because
he did not allow it to separate him from people with racial identities differemt tis own. His

thinking about race is connected to his ability or the ability of others to intezabty.f

| like to mingle, so | don’t see [race] like obstacle as like, like it used to ize. | kead
history books and stuff about segregation and divisions in schools and all that kind of stuff,
but um. I don’'t know. I tend to get along with all different kinds of people so it's not a big

deal for me in my life.... I think it's not a big deal anymore.
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Bill described race as something that is no longer a “big deal” because ledb#i@t it no longer
segregates people, solely based on his desire not to allow race to prevent himtdracting with
difference. He sees race as having a historical past of dividing people withoefffeat in the
present, based on his choice as an individual to mingle with others. Hence, race geno lon
significant, Billy claimed, because he was able to legally and canistisly interact with people
of color. Billy relies on colorblindness that presents contemporary rademslas a “new day”
of erased racial differences and harmonious integration. He speaks from hispewaree,
shaped by white privilege where race is “not a big deal for [him] in [his] lifel}y Eflected on
the abolishment of segregation and the amicable cross-cultural interdxtibas experienced as a
post Civil Rights young person as symbols of the end of racism.

This theme of race no longer having significance was the most pervasive in the
interview data. Most students (from diverse backgrounds) expressed that sata waportant
to them personally and that it no longer mattered in society as it did in the padtth&lse frames
were used to minimize race and racism in contemporary society. The follesingnses

demonstrate this view from a White male perspective:

...It's not an issue for me, to be honest with you. Um, | guess, | don’t know, | don’t

really know how to describe it. It's just been a problem. Like, there asostpes,

granted, but | don’t think much of them...

Well, | think in Pre-First [diversity is]...probably overemphasized. All of dasses

have like a theme of dealing with race and like | don’t think that's a bad thing &bpeci
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at a school as diverse as Findings.... Cause | guess it's good but | think it's just
overemphasized.

- Tom, White male

| think race is, | think race is an exaggerated issue at times. |think a lot o geapl

too much thought into it. In the end it’s like, if somebody’s cool they're cool. You

know? Who cares, I think, ah, I think there’s a lot of racism in the world and it kind of
makes me sick at times ‘cause | never had, um, not friends but a lot of people who | know
| hear them throw around racial slurs and, um, it, | don’t really say anythingndotite

it kinda just makes me look at them like they’re ignorant.

- Don, White male

Don and Tom talked about race as an overemphasized topic in the Pre-First Progréhoilvhi
White males also recognized the perpetuation of stereotypes and the ongoihiaaise slurs,
they minimized these realities and suggested that less discussion and atteramveoutd be

best. This kind of double talk to minimize race and racism is further explored in Chapte

In the past...

Geoff, a Caucasian male from New York City, used similar language as Hed=uhhis

ideas about race.
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It has history to it, um, | think the more we move on, | think race is becoming less and less
of a, is more and more of a non-issue...It's a really dead issue... So you walk around and
it's just, race is just, it's like another word almost. (laughs) And it mightedigust be,

become a sound, not even a word. It doesn’t mean anything.

Geoff’'s language suggests that race did mean something at one time. But it nad&sgelt has
“history” but now it is “dead,” meaningless and hardly utterable. This idea ofygiaoe
utterance becomes an important theme in some informants’ talk, which kpldre in chapter 5
(Race Talk). Geoff later gave examples of the “non-issue” that escbdtome, citing the
interracial dating he has experienced and associations he has made wahpgeae that
contribute to his cosmopolitan friendships. Geoff stated that he “needs” diversitisbedew

York City has always offered that to him.

This discourse of race as passé was presented by Black informants dsowgh

expressed differently, from a different stance, and with other motivations.

| know the past about race and prejudice and all that stuff, but | say, you know, let the
past be the past. And race, | see you as a family member, you know... If yoliirg wil
to sit down, you know, [converse] with me, | consider it like a friend, a family menhber.
don't’ look at your race no matter what you are...

- Terrence, Black Latino male
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Race, | just see as something that...It's just a word. Like, ok, you're Blacke

Spanish. But what are we after you look past that? What are we? People. Andowe all
the same things. A lot of us like the same things no matter what color, what raoe, wh
(we) come from. We like to do...a lot of us play basketball, softball...whatever the cas
may be, we like to have fun the same way. And of course we've got a fewdueaswe

like to do different things. But same things, it’s just the color of our skin. We justrappe
to have more melanin than some people, but that’s just how it works out.

- Natasha, Black American female

Terrence expressed his blindness to color and his desire to develop autheiuinshates
with anyone across racial categories through dialogue. He spoke about racguatidepas a
past reality. He talked about race as a static symbol of past injubitdsms no relevance today.
Natasha, a Black American female, shared her thoughts about the insmpeifafaace as skin
color. She emphasized a discourse of sameness shared by all human beings. VEharsaldta
that race is “just a word,” she explained that she views it as nothing more tlagrnt@label or
categorize people based on skin color. Natasha chose to focus on ways that tiéfeeshbf
people are the same, for example in their appreciation of sports and fun. Whilkrsheledged
difference, she maintained that people of different races as we undehsiandre only different
(in perhaps a visible though insignificant way) because of skin color. Melanin isugeafahis
difference; and Natasha’s use of the term reflects some understanding loiblagy is used to
affect people’s thoughts about race generally.

At first, these discourses of race as passé and insignificant terminologgdseebe only

wrapped up in the discourse of colorblindness that pervades society and the educational
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experience of these students. Not only were White students impacted, but Btexk, dred

Asian American students as well. This demonstrates the power of colorblind desciours
discipline the ways that these students talked about race. However, there aasea nu
difference in the way that these students of color, including Rolando, spoke abouténéion

and desire for colorblindness. Terrence urged us to “let the past be the pgastiewitemory of
historical American racism that positioned him as a less-than-humantsarijeg threat to overt
white racial power. So, he talks about “friendship” and “family” as present passstagainst

the backdrop of color as an “enemy” of whiteness, racial purity, and ciVilikewise, Rolando
asserts humanity to discount the dehumanization of people of color based on their darRérehue
humanity and commonality among human beings to socialize and enjoy similéaresctire
presented by these students to defend their equality as persons, rather than thisdnequities
produced by racism. “We just happen to have more melanin than some people” is anstasgme
can be read as resisting racism and white supremacy because it acogoees a shared
biological substance among human beings (melanin) and suggests that thg agugimts of it is
what some have used as a foundation for belief about “races” of people. Preselaimg asea
common element in biology and the amount of its distribution as a minor effect incgenet
processes, makes racial determinism and white supremacy seem pe#g.sitldents are

delivering a neutralizing, pro-equality message that asserts humanityosger

Essentially Speaking...
Even when students could acknowledge race, they simplified and minimized it in

essentialist ways. For example, two informants talked about the dividing oatsggpéunction of
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race without negativity. However, they viewed differences between groups oé preopl
essentialist ways, believing that that there is some essence shasetbbg groups of people that
should not matter enough to make one race better than another. This view is repredantted by

Amy and Jossette, who spoke of race in essentialist terms.

| think it's very distinguished. It's something that's part of you, but it's nothag t

should impair any kind of judgment [of people]. Like, | have huge respect for everyone,
for all life.... To me race is not an issue. It should not be an issue. It should be something
that identifies people not the other way around where it's stereotypical ahal’s what |

think.

- Amy, a Chinese American Asian

Race? Distinguishes who you are. | like going to things like | don’t know. Astn a
like Chinese food... Ah, | don’t mean, like, | mean food distinguishes like each other,

like culture. Like, you know, dancing, or hip hop, you know what | mean?

- Jossette, a Latino and American female

These comments were grounded in the idea that race as a charactadstitityfthat
sets one individual apart from another; that race does the wdrgtimiguishingsomeone.
Essentialism suggests that race has an essence, some fixed, object tiadsdlseone “race”
essentially different from another. The ideas Amy and Jossette exp@ssteasith an

essentialist approach to understanding race. Much of the critique on racekssefticuses on
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fixed notions of race established in biological science, i.e. skin color (Omi and Winant, 1994;
Moya and Hames-Garcia, 2004). However, race as essence can be appheddbaracteristics
as well. Jossette, who was president of the Latin-American Club in high school tbéglx
about culture as she tried to make sense of her thoughts regarding race. Sher pessgdutive
on cultural artifacts like food, dance, music and lifestyle to explain how we camgdish
between the races. In her comments, Jossette conflated and essentidliredvitblas race.
This approach is problematic because it raises further questions about race éhe csad as a
tool to uphold racist ideas. Is an individual less Asian if s/he does not eat or canlcisine?
Do dancing and Hip Hop allow us to determine if an individual is Black?

Jossette did not essentialize race with skin color as many of the otheranfsmlid. She
suggested that cultures provided the difference between races. Howevemtsbe teaeinforce

the sameness discourse even as she acknowledged difference.

Ah, it doesn’t distinguish them because we’re all, you know, the same...But, | kean |
diversity can be, you know, it would be boring if everyone was just one thing. Like, every

distinct, not distinct, but it makes you different, in a good way.

Like Amy, Jossette believed that these essences of difference are “gdosticauld not make
people treat each other differently. The struggle to negotiate dissairsameness on one hand
and race difference that celebrates diversity on the other hand was appassséite$ comment.
This struggle to make sense of race as a concept without an essence but raiaiduastion
(significant or not) seemed to be the critical activity for these informeaftecting the tension

between unity among and division between groups of people. Yet, the students wetbaware
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constructions of race are built on skin color, geographical or national origes,testture, and
customs, among other things.

In this section, | demonstrated how informants from across the racitiuspeuxinimized
the salience of race. They employed discourses that upheld the notion of arambkobiety.
These discourses included discounting the social significance of race bglounan the
humanity of all people, viewing race as an artifact of society’s past, andatihg race as a
positive descriptor of cultural essence. Some students of color used similagatizata/Vhite
students employed in their minimization tactics, but for the purpose of neutrahzisg
discourse. The informants took an individualized or personalized stance regaeding th
significance of race and presented sentiments of race insignifibased on their desire to project
a self-image that was “colorblind,” though with mixed motives. Their langualgeted a
discourse of post-racial desire (all informants) and present racial famiaémselves and society
(especially White informants).

Minimizing race and racism is just one of the colorblind entrapments demedstrahe
discourse of my informants. In the next section, | will show how dysconscious yadnsch |
will define below, operated within family portraits of these informants to maiatéess visible
racial hierarchy of eligible associations and relationships. The faackgoounds of these
informants reinforce racism and reveal the racialized picture of the iafdsnthemselves. | will
also show how racism, when internalized by people of color who claim colorblind parspeist

contorted to meet the demands of colorblind discourse.
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Family Portraits

In this section, | present informants’ representations of racism througétsiafgparents
or family members as they were portrayed by the informants. These amisrprovided the
richest data and compelling stories about their family’s or parents’ \abwgt race. Their
comments were in response to my question: What do you think your parents think of nace? T
themes that emerged from all the informants’ responses are captured in {eskatded here. |
have chosen to use the motif of portraits- negatives and frames- to convey underiyieg the
about thepicture of race, through the informants’ eyes. The critical conclusions that ava dra
must center on the informants themselves. While providing a snap shot of theitsfarmilys,
the informants widened my view of their racial pixilation which includes taaily discourses
on race matters. How informants negotiate these discourses animatewtheicial
constructions. | assert that the informants reflect “dysconscious taamshiinternalized racism”
in their family portraits (King, 1991; Watts-Jones, 2002).

King (1991) describes dysconsciousness as “uncritical habit of mind” tlegitate
existing order of things or the status quo and dysconscious racism as a forisnoftinat “tacitly
accepts dominant White norms and privileges” (p. 135). This form of racism does moa haek
of consciousness but an uncritical identification with the social order. This kincishredoes
not allow subjects to recognize injustices in the world much less to acttagaims Such
dysconsciousness also serves to hide beliefs that govern interpersonal dyramasafuation
as racist, even if there are messages that counter such beliefs, i.e. coldeuliadies.

Watts-Jones (2002) describes racism as the “institutionalized emotogaitj\ee,
behavioral, and social policy practices that assume and/or promote the chitlogiical, and

socioeconomic superiority of people of European descent (p. 592).” Watts-Jonestsspggple
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of color may either actively reject racism or internalize it. Irgkzed racism can be described as
the identification with or the incorporation of racist beliefs, white norms and &utracviews; as
well as accepting negative messages about subjugated people in the eeaniehhi(Akbar, 1996;
Fanon, 1963, 1967; Jones, 2000; Watts-Jones, 2002; Yamato, 1998). Though the term is mostly
used to describe the phenomenon experienced by some people of color, racism carabeadtern
by Whites as well (who are commonly called “racist” when this intezatdin is evidenced).
Internalization of white superiority for Whites suggests belief and commigne racism as right
and natural. For Whites, internalizing racism may be empowering and e jopamever, for
people of color it leads to self-degradation, assumptive inferiority, and sedtihadence the
internalization of racism has different consequences for Whites and for peaplerpf
consequences that have severe repercussions. Examples of internalinedmamig) people of
color include engaging in risky health behaviors as a result of devaluing@éti-attempting to
look or act more white by bleaching the skin or disconnecting socially from attedethnic
group members, or implementing “colorism”- the social stratificatiograglations or skin tone
(light to dark) in communities of color (Herring, 2004).

These issues are present in the family portraits outlined below and oigrégalysis of
the informants’ views. Negotiations of discourses, ideologies and worldvievltiarinated as a
result. This demonstrates the ongoing racial formations and constructiong themero levels

of society.
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A. Friendship and Dating Frames

Here | introduce the portraits of 3 families as described by the studentsfielcteceon
friendship and dating codes in response to my inquiry about their parents’ views aboun race
section A, | present data from three informants (two White males and ona)hatio describe
their family’s or parents’ view about friendships or dating relationships. Thewctiors®, |
present data from three students of color who interrogate their family’ semtgariews from a
particular generational stance. Rather than a response to direct questionsexintajt f
boyfriends, and girlfriends, these comments were offered as key piecadarfoe to (un)frame
their parents/grandparents as racists. The family portraits examirgeddmonstrate that the U.S.
American racial hierarchy dominates people’s psyche in conscious and dysgsngays that set
parameters for friendship and dating relationships within family practfegendship and dating
frames,” as themes of my study, suggest that these relationships wkte deéne the picture of

race that these informants developed with their parents.

Don’s Family-
Don’s discussion of the views of his parents revealed his own views and refitected t
types of social interactions that were acceptable in his White familye Was framed in binaries

and a false notion of a purity that should be protected to perpetuate the familposczt.

My parents, | think, ah, that some of my parent, my, um, my family is a littledw ra
but my parents, no. My parents, ah, my parents just have one request, | don't, it's not

racist it’s just | think they want a similarity in the family and one reguas, don’t bring
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a girlfriend of, um, pretty much the opposite color. Don’t bring home an African-
American girl. That's pretty much my mother’s only request as faa@sgoes. She said,
you can be friends with them, all kinds of races but when it comes, but, you know. | want

some grandchildren who will remind me of me. So, that’s what she kinda said.

Although Don described his larger family as being “a little bit racial,” heaposed that his
parents are not so. Then he described the “one request’” made by his mother to pehgetuat
family’s racial legacy. He continued to qualify the behaviors in his narrattheodifiers such
as “it's not racist it’s just,” or “pretty much my mother’s only requesh&3e modifiers were all
part of Don’s strategy to minimize the power of his family’s racism in tnggt he shared.
“Don’t bring home an African American girl,” his mother said. | asked Dort Wwaahought of
this view. He replied that he agreed and that he did not prefer African Americamworhes
mother “didn’t really have anything to worry about.” However he continued to expsainciure
of preferences that reflect a system of racial and color hierarchyfianhiy that he tacitly
accepted. Don “preferred” White women and told me that he could “possibly” date aiElispa

woman. He explained that his preference was based on “similarity.”

The majority of people I've seen in my, as growing up because, you know, you grow up
at home with brothers, sisters, parents of your same, um, of your same racehamdl so t

think you can actually develop a greater attraction to that race.

| believe that on the majority scale, um, you don’t see too much of white interadtion w

black when it comes to dating. Not that there’s anything wrong with it but it eigas
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common but when it comes to Hispanic, ah, people from Hispanic descent they can go
traditionally, tend to go either direction. | mean sort of like, like neutral, likeimaile

race thing. Pretty much has never been judged of going either way.

Don attempted to present a normalized and uncritical view of “allowable” ict@rdating. He

tried to explain that same race attraction is based on familiarity, theaseclined to reproduce

the racial composition of his family in his dating life. Yet African Amanis were the problem.

Don was mystified by blackness. He claimed not to see White-Black coupleslssiother
interracial dating scenarios. He viewed Hispanics as a “neutral” etlmip grat is allowed to

date the racial polar opposite groups: Black and White. However, Black-iWeitercial dating

was off limits.

Before | asked Don what he thought his parents think about race, | asked what he thought.

Don diminished any significance of race in his own life in terms of relatipastith others.

| think race is, | think race is an exaggerated issue at times. | think a lot o¢ geaptoo
much thought into it. In the end it’s like, if somebody’s cool they're cool. You know, who

cares...

Supposedly, Don didn’t care about race. However, after he shared his parents’ vielws, whi
reflected his own, and | asked for other thoughts he might have about race, he said healid not
much else to offer. This talk demonstrates how Don not only exposed but shifted hissfamily’
code regarding race but also used this code of conduct to frame his parents as the overe w

more concerned with race than he was. In actuality, he used his parents’ viewigte ime own
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racially narcissistic ideas. Although Don demonstrated dysconsciousness aljantl )
family’s racism, he sought to negotiate these ideas in the context of a soxletgmpus program
where colorblind discourse dominates political correctness. By doing so, ltetaidistance

himself from racial exaggerations that are white supremacist or iratngir construction.

Jennifer's Family

Jennifer, a Latina raised in Puerto Rico, framed her mother in a differgthaaDon
did. In Jennifer’'s case, her mother’s views did not match her own and created prabldras f
relationship. However, similar to Don’s parents, Jennifer's mother had cleaal®asa racial

hierarchy for Jennifer’s dating life.

My mom is the only racist person in Puerto Rico | have ever met...

And we had a lot of conflicts because of that because I'm a very open person axxd my
boyfriend was Black and yeah a little bit of conflict there. She says, shatsafgsny
what she says, she says, I'm not racist but | don’t want to see my daughterBiatck

guy. Well what are you then? You know?

Jennifer called her mother out as a “racist person.” Later in the conveysknmifer also shared
that her mother is “open” with Black men in friendships but when it comes to romantic
relationships, “she doesn’t let it pass.” This was a similar stance that Dorsgratdmts took,
permitting interracial friendships but placing clear limits on sexual oanbiminteractions. As a
Latina, Jennifer's mother adopted racial ideologies and discourses thatigkd tdiset social

parameters for herself and her daughter. Noted below is a thread of the atmvénsit
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demonstrates the recurring theme of racial hierarchy and colorism ghasent in the Latino

community.

| asked: How does your mom feel about that, if you were to have a white boyfriend?

She’d be great with it. The first thing, it's weird, the first thing she asked/mea, before
| had my boyfriend well I'm going out with this guy. The first question she wakKdree
is, is he White, is he Black, is his, is his hair? ‘Cause in Puerto Rico we say dx@mtois

his hair bad?

But what kind of hair would be bad?

Like her definition, like straight hair would be good and like curly hair would be blkd. Li

that, bad hair good hair.

This theme of “good” and “bad” hair is an old recurring trope among people of Afrisarrtde
and racial/ethnic groups that serves as identity marker, status and rditg migitics. A Latina’s
rejection of curly hair as “bad” demonstrates a rejection of Black acakfrconnections and
preference for White. These comments only affirm a hierarchy and normaldyitef $Mperiority
in notions of beauty. Jennifer's mother even displayed a racial aesthetic phblei@hoosing of
a dating mate for her daughter and herself. Jennifer's mother’s isdeetekfin internalization

of racism, which Jennifer rejected.
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Geoff's Family-

Finally, Geoff discussed the dynamics of his family around racialabeimcluding his
White grandfather’'s and mother’s responses to his Black and Hispanic friswes] as his
grandfather’s relationship with Geoff's Jewish father. In this caseinddtat although he
recognized the racialized frames in which his grandfather operated,r&eefted from
challenging his grandfather on his angles of racism. Further, Geoftresadting his family
members racist and used more neutralizing terms that helped him negbtiseahtionships he

wished to maintain.

My mom, though, who'’s influenced a lot from my grandfather, who’s 93 who she
basically, yeah her father. Who she basically nurses, he’s so conservative. iLikert
have, I went, I'll bring, ah, I'll have a few friends over, black and Hispahiatewer and
he’ll say to my mom, which my mom will relay back to me, that | had some thugsoover

the house...

Geoff chose to characterize his grandfather’s stereotypical ctinati@an of his Black and
Hispanic friends as “conservative.” He went on to provide a specific example béanot
interaction between his grandfather and one of his friends where his frienceveasygted again.
His example demonstrated his grandfather's commitment to seeing young ptoglor in a

particular way, framing them as people of the streets- gangsters and thugs.

If I'm not at the house and my friends, this actually happened, this one friend of lmine, a

he is Columbian. He came over to my house in a pair of jeans, like a big jersey, like a
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throwback jersey, you know, style and a, um, and a baseball cap on. | come home like 5
hours later, he was told that | wasn’t there. My grandfather who lives with us, hiegum
told ‘em I wasn’t there but | come home and my mom says, your grandfatheretolchim

a gangster came over here looking for you and I'm like, and that’s no shit, likeng)Jaug
First of all | don’t know any gangsters and secondly, how, when | do find out, when I did
find out who it was he was talking about when I realized it was my friend Todd. | said,
how can you generalize my friends especially him who, who of all people is not like
closest to the streets of all the people | know. How are you gonna call himstegang

Like, he just came here looking for me. | called up Todd, what did you ask, what did you
say when you came to the door? He said, | just asked if Geoff was there. Begdiese h
was intimated when my grandfather was at the door. An old white man, like, I'm not
sure, I'm not trying to make it a race thing but my friend from Columbia from Queens
comes into the city walking in the neighborhood where | live coming into the apartment
where | live, having the door opened by an old white man is not the most welcoming
thing. So, | was like, | went back to my mom and | said, you have to tell him something.
You have to tell him not to, not to generalize people like that, like that's not. He’s not a
gangster, he has no reason for him to think he was a gangster. He didn’t ask for any
money, didn’t have a gun in his pocket he didn’t do anything. He just, he was not trying

to do anything but find where | was.

Geoff described how the grandfather stereotyped his friend as alstrg@&tithout reason (except
racism). Geoff shared that most of his friends are Black and Hispariat{oo). Therefore, his

mother had to be exposed to them as Geoff participated in a variety of actiutidsssWriends.
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After one of his spring break trips with his friends, his mother actually thanketidn letting me
see what they're really like.” However, Geoff's grandfather’s “coregere” and racist thinking

seemed to be well internalized.

| don’t know what my mom thinks anymore, | mean after that, whatever. (laughs) It

it's really, it's not brought up too much ever at all. But | know that my grandfatee
old-fashioned as hell, he’s 93, old-fashion as hell. He, ah, very conservative. Aleke car
about is White, Christian, straight people, that's about it and I just don’t know where my
mom is. (laughs) She’ll sway back and forth, sometimes she’ll agree witltohietismes

she’ll agree with the rest of the world. She’s a White, Christian...

Geoff painted his grandfather in interlocking frames that suggest a narrowivigace, religion

and sexuality. It seemed Geoff's mother shared similar views. The dgtserdfias “old-

fashioned” and “conservative”—coded language for a man who maintains old expdicigit

ideas that he vocalizes. Geoff is unable to admit this, however. Geoff's mothefluescded by

the ideologies represented by her father and embodied in her person as a WstiEn@twman.

This is especially important to Geoff's family experience when we canidehis father, the

man his mother was once married to, is a Jewish man. | picked up on this and encouraged him to

say more.

Yeah that came up, well my parents are separated for reasons relatingrematfather
and again my grandfather. My mom takes a lot from my grandfather, meanitaksba

lot of his views... she’s very easy to manipulate. | remember the almost lilesthigne
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| really saw my mom and dad really together in an official marriageay& she called
him a kike. | found out two years ago, they've been separated for like 8 yearsadl

like two, 12, 10, years, | find out two years ago that my grandfather, my mom’s dad
wrote my father a letter back like 15, no. Like, a couple of decades ago, it washekie
first got married or whatever and he told me the contents of this letter wareh w
ridiculous. He said, um, you’'re marrying her, okay that’s cool. | just wanto/&ndw

that 1 don't like it and | said, he would come over, he’d come over for my, my fathe
would go over, we all go over to my grandfather’s house, Christmas, like, whatever. My
grandfather would just basically slight him supposedly. He would say thingsdike re
nasty stuff there in front of everybody in my mom'’s family almost making héceae,
making him, like. You might as well put him in the,um,a____like in the street
having his head in arms locked up, tomatoes thrown at him and stuff like that. He was

making him a public mockery...

Geoff's comments provided a clear sense of how these views have been sharetthevitmily
and their impact on the current family structure—of major consequence to GedfadHbeen
witness to racial epithets shared between members of his family. Ra@e@nthad been
present in the family’s history and exhibited at family gatherings. tdisdjather was actively
anti-semitic toward his father and made a spectacle of him before the. f&baibff's response

and awareness demonstrated his retreat from confronting all that his graneifatnaally
represented. He would not take a stand for his father or his friends, while he framed hi
grandfather’s old-fashioned, “conservative” views as persistent, pentane perhaps too strong

to do anything about. These perpetually racist views were in the fabricfahtilg structure, like
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it IS in our nation’s history; and perhaps the best way he thought he could handleoit was t

negotiate his postmodern and liberal ideas around them.

He was making him a public mockery and like, whatever | don'’t, | don’t think that. |
don’t believe in “an enemy of a friend is an enemy” and all that stuff. An enemg f m
an enemy, a friend of mine is a friend, that’s all it is. So, |, I just, | let gbthirtk about

it and | just realize that people, people are gonna be the way they agbs)land that |
just react to it, I'm not, I've learned not to let my grandfather see thefithat | bring
over sometimes. I'll say to my friends, run into my room, don’t let him see you Iasica
and. But as far as my mom and my dad, my dad it's again like race, it's a nohkisste

doesn’t matter to him so much. It's just my grandfather.

By framing his grandfather as the only person with an issue, Geoff absolved lantsethers of
any responsibility in the manifestation of racism. The cost to his friends @ather was not
measured in any way. Geoff was dysconscious about the injustices his fathmresotat suffer.

He denied complicity and collusion. The issue was not named, but excused. Although it may
have been difficult to negotiate the dynamics of family relations, Geoff tpaksive position in

all the stories he shared. Families create environments for children ghdhatuare difficult to
challenge. Although Geoff expresses some disdain for the racism that hisatirandbmetimes
demonstrated, he was unable to confront him directly without compromise in some way. He
settled it with “People are gonna be the way they are.” Therefore, wherehdsfcame to visit,
Geoff hid them from his grandfather. Seemingly, Geoff protected his friesrdsthe

grandfather. Or perhaps he protected his grandfather’s emotional sfaduhitizis friends. Yet
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another possibility is that Geoff protected himself from the work of uncovandgismantling

the racism within his family’s psyche and micro-interactions with others

. Negatives

“Racism is a principle of social domination in which a group that is seen asimtfedifferent
because of presumed biological or cultural characteristics is oppressedll@dnand exploited-
socially, economically, culturally, politically, psychologically- by a doamhgroup.” - William
Julius Wilson

It is important that | revisit the definitions of racism that I utilize fos tissertation to
properly articulate the concept I introduce in this section. Racism as gf@iotdomination
underscores the element of power that provides the context for relationships add share
understanding of race. This important element of power does not find a place in thes fami
portrayed in the following pieces. However, the internalization of some aspeatssof is
manifested in the stories that are told. These students provide insight into thestandieg of
race and racism as they reflect on the views of race they believe thdiedamoid.

In photography, “negatives” are those film strips that capture the imaxgear reversal,
making light images appear dark and dark areas appear light. | use this comice ptegfative to
explore the family views as represented by the informants in this section and tte@®énse of
the skewed comprehension of racism and prejudice by students of color. | takdaokratfthe
picture of racial discourse portrayed by the families of three Africanrigareinformants--
Clayton, Leslie and Natasha. As | explore the views of their parentspgrants or other family
members, | work to show the ways that generations experience and intem@atdats racism

differently.
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Clayton’s Family —

Clayton discussed his parents’ views about race, locating their views gleicgily and
temporally. While time and place were reflected in ideas about race foaireists’ generation,
Clayton did not use these elements to let them off the hook but continued to question their

perspective on the matter.

Well, okay, like my mom is like, not my mom, but family, ‘cause the family thiegge
that they’re from the south, they experienced race, racism is deep in the soutla, And s
you know... they will say, oh, that’'s a Black man or a White man, you know, they see their

face. They see difference.

Clayton seemed to understand that his family holds a perspective that diffefigrbased on

their experience with race and racism in a region of the country that hasrg bfovert
discrimination during the 1950’s and 1960’s. Clayton captured the particular brand of southern
racism as “deep.” Clayton’s comment that his faradgshe faces of Black and White people

and sees the difference made a statement about his aspu@tiorseeace. He had been

impacted to some extent by colorblind discourses. However, | still wanted totandersore

clearly what he meant by seeing difference and more about his parents’ vies ahdahow it

has influenced or shaped his ideas in some way. The following excerpts of the atomvevil

explain with greater accuracy just what Clayton meant.

[My family] knows what race is and it does play a part in their judgments ofgedpl

does. That's what | mean by they recognize what race is and they know what rAbe
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there’s... That's a White person, a Black person, a Japanese person. You know? They

will recognize it, they don't just see it as a person.

Is that different from how you see race?

Is that different from what | see? Yes, the simple fact is I'm reatthg myself not to see
race. I'm trying to change myself not to see that, that’s just a white perdom expected
to be at this level and they need to be here. You know? Or that's a Black person, expected

to be down here or, you know... still typical thing about race.

Clayton’s family saw race by their application of racial ideas, juelgs) and discourses to those
raced persons they saw. Clayton did not simply wish to ignore race, but he wished not to
internalize the dominant messages that accompanied the racial hierataBycountry—
messages that placed him in an inferior position. In contrast to his familypClaghted to see
race without seeing racial status or associating people with racstoflevho they are and the

kind of life they lead. He wanted to disentangle race from racist views. Haregfurther...

Well sometimes like, you know, sometimes my mom will see, not my mom, my parents,
my family would see, you know, a typical Black person and say well “Maybe he’s a
thug” or something like that. Or they see a certain White person and say “Maglze he’
businessman” or something like that. And | said, what does that mean? | mean, what is

that, and I'm trying to re-educate myself. No, that's not White, they could be opposite
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you never know. So I'm trying to re-educate myself and sometimes my mosewil

that but most of the time, you know, she sees other things...

Clayton clarified that his family does not simply make judgments about differeat groups, but
that their judgments are reflections of a racial ideological structdare than stereotypes of
racial groups, Clayton’s family members adopted binaries of good vs. bad assukes. failing
or superior vs. inferior. These values are aligned with a system of whiensacy and racism.
Clayton’s family members have internalized racism and Clayton desirecatodwy from that
kind of thinking that reflected an internalization of racial discourses which anaitie status quo.
This self “re-education” was about seeing others and himself in waysdhafnee of unfair and
inaccurate expectations. Clayton went on to explain that he had many eye oppennegs

that helped him to reevaluate some of his thoughts about race.

Leslie’'s Parents-

“Sometimes they are racists.” Leslie portrayed his parentmdardio other people who
describe their experiences in racialized ways and who are in factstdomsn his view. What

did this mean for Leslie, an African American and Asian male, to stathithpérents are racists?

Well, for them they’re the ones who taught me that everybody is different. Like,
sometimes they, they are racists like they'll say like. They’'ll gg things like don’t

chill with these Black kids, they're bad influences and stuff. But, | know wher&dhey
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coming from ‘cause I've seen like some of these kids join gangs and stufidiksot |
see where they're coming from but like they're just like everybody else Kilika they

still make those stereotypical comments and stuff, but, | understand misekperience.

Leslie both accused his parents then excused them when he said that some of thehksds that
parents warned him to stay away from actually behaved in ways his paremtsoweerned about.
However, it seemed that either prejudgment or the simple acknowledgeinao¢ was “racist”
for Leslie. | wanted to understand more about these judgments, so | asked: “Whprdakbe

those stereotypical judgments about?”

Like Jews. Like my father he works in the supermarket with Italians affcaetl they
promote all the Italians even though they’re not like proficient in the knowledge of their
jobs, they’ll promote them ahead of them....So, sometimes we make stereotypical
comments like, “Italians they stick together.” And it’s just from expege It's not like

he’s saying it out of nowhere. He’s actually experienced this racism sois@néke

my father he’ll make some racist comments. My mom, she’ll tell peoplstikElike
“Germans, they're, they're hateful people but they pay well” ‘cause sHeswath, for

them as, ah. She’s worked for them as a nurse’s assistant. So, she’s worked fa¥ a coupl
of Germans and she worked for lots of different people and she’s telling me like this
group of people are nice to us while those groups of people aren’t as nice to us kind of

thing. So, you pick up on it sometimes.
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As Leslie’s parents shared their interpretations of negative and positikgetides with different
races of people that they worked for or with, they presented ideas in waysshatihterpreted as
generalizations that suggested whole groups of people were a particulaceshig. recognized
the personal experiences of his parents while resisting the temptation rtaligertbese
experiences as expectations he should have for any particular group.tifrgbtdse at once
acknowledged that his parents experienced racism and he denied the conclusioresiasyadr
result. Leslie sees them as racists.

It seemed that neither Leslie’s parents nor Leslie had the vocabuléegarty describe
being victimized by racism and responding to that victimization without beingedias
perpetuating racism themselves. As subjects in a society where colorbtindrde is dominant,
this family had not yet figured out how to talk about the reality of racism in tleatsar
experience, the relevant and similar experiences that Leslie couldiglbtemtcounter, the reality
of contemporary racist manifestations, and the possibility of progressive chaggje did not
use the term “prejudice” to describe his parents’ responses to their experiéssée did not
understand or consider the reality of some group’s historical and perpetual ppwrei(
identification with whiteness) to oppress other groups in contemporary societyevi#sl racism
as an activity that everyone could equally participate in, yielding the samequences (the
Crash-syndrome). Yet, he demonstrated commitment to resisting sp@®atyd generalizations
that he heard from his parents. As a post-Civil Rights era student of color in thblowaera,
Leslie is not sure how to interpret race or racism. Colorblind discourse suggleststhat
everyone, including his parents, has fair opportunity to be racist even by simply &kgogy

race or racism.
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Natasha’s Grandparents-
Natasha did not call her grandparents racists. However, she presente@wseasvi
markedly different from hers. Similarly to Clayton’s assessment of thertance of history,
Natasha placed the views of her grandparents in the context of Jim Crow ttzetishramatically

shaped their lives.

Since | grew up around my grandparents you couldn’t really take in wiyaddlte

because of the time that they grew up in. You know they saw things differently from

how somebody my age or somebody your age or you know, old enough to be my parent,
which is like a second generation compared to my grandparents. We’'ll dig up things that
are totally different because they grew up probably around the time of slhegryee

things differently (chuckle). So they still on that type...they still on that agfbect

blaming the person that is White for their downfalls and stuff like that. But, how | see
things you can’t blame anybody else for what you can’t achieve right nose ceght

now, you know, it’s still some racism going on out there, but we still have opportunities
to make ourselves successful just as well as anybody of a different rade. dddsn’t

really matter. But they still on, you know. But they're still on [the idea gmatlknow,

the White person got it and | didn’t because they’re White and this and that. And the
reason they're raising our taxes is because we’re Black and stuff ltkeSbat’s like

you got the wealthy...White people still seem to be the wealthy ones, so you know,
they're still blaming White people for a lot of things that | don’t think that shatiat it

is right now.
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Natasha described the age of her grandparents with some humor, as they were nontwer a ce
old to have experienced slavery. However, she created a picture with her words thgegdrer
grandparents’ views as old, even archaic. Yet she seemed to respechtearmgats’ views that
“blame” Whites for barring their achievement in the past while challgrthiat such a view could
not be true today because there are greater opportunities now. She invoked the discourse of
individualism. Natasha spoke as a post Civil Rights generation member who betie\es
access to new opportunities that were not available to her grandparents. Hovees&t st
analyze the current state of racism, although she admitted to itsyegisted impact on her
generation later in our discussion. Natasha mentioned White wealth but seemed notstanohder
that wealth translates to economic and social power. Neither did she understandaesrues
of White economic entitlements and maintenance to other people. Like Lesédshhl&s
ambivalent about race and racism today. By contrasting her experience todat of
grandparents, Natasha attempts to position herself as more racially relgpandibetter able to

succeed on her own merits as an African American woman.

The family portraits that we have just explored illustrate how “colorbktalients
reproduce, resist, reinterpret, and reflect their family’s thoughts ansl ateyt race. The
constructions they made of family—whether “good” or “bad”—are within the coofex
colorblind discourse. This discourse guides how students frame family memb@adss or
“racial” or not; and serves as the catalyst for casting themselves asghib@smore enlightened
or progressive way. Black students especially attempted to accommodaalitigeof a
particular kind of racism that shaped the lives of their parents and grandparté&eis own

narratives. However, past challenges or even current challenges gkttegits are interpreted
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through the lens of a “new day,” when racism is not how it was. Race is differgngéathePart
of the difference is the lens of interpretation. This younger generationak pdaple isropeful
for a post-racial society that moves race from the center to the periphbgerraxperience.
Colorblindness is the discourse of the day. Its impact reaches every gthiiluih the borders of
the United States. The silent claim all these informants make is that theyttionkaif race in the
old and barbarous ways of their parents or the rest of the world. Hence, studeiés! wigst
identity scripts and development of a racialized self within a society that recial power

structure that it denies with its racial ideologies.

II. Wrestling with Whiteness, Asian Ambivalence, Black Reconnaissance

Homes, Safe houses and Host bodies

In this section, | explore how some informants negotiated identity in their sisnas
about race. | demonstrate how students from different race locations positioaltesms
embrace, reconstruct, criticize, or suspend identity. By this | mean thatrifeseaints vacillate
between a self-determined racial identity, connected to and distanced $tonrchl and
collective identities, or resistant to perceived parameters, or fixed dadiitions. In so doing,
these students helped to articulate a postmodern theory of Blackness, WhitsiaasgageAs that
illustrated contemporary struggles of race formation within a colorblin@tyocEach subsection

will explore these identities and communities as they were approachedibyants and the
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definitions/theories they articulate. | highlight the thembarhes, safe houses, and host bodies
derived from the informants’ own language to elucidate the students’ persootatiegs of race
politics. Racial identity offers a “home” or “safe house” for some, wixilkng others to a

foreign body. Home is the central place and argument that suspends or reforraalatédentity
for others. The complicated nature of identity and politics in the racialigtsted identity is

revealed.

White. It is usually unnamed in discussions about race and left in silent domindhee as
normative element by which Others are marked. Frankenberg (1993) arguesitina¢sg has
three linked dimensions: a location of structural advantage or race privilegadpant from
which Whites look at themselves and the world, and a set of usually unmarked or unnamed
cultural practices. Whiteness is also property in the traditional sense abisgnewhich value
can be attached and that provides rights to its owner; and in the modern sense as a host of
intangibles that define social relations (Harris, 1993). Hence, whitenesdetecained one’s
legal status as a free person or slave. Today, whiteness is accompanssd bfyexpectations or
privileges for those who own it. Further, white privilege, as a bi-product of thetades of
white supremacy, reproduces black subordination.

The white “standpoint” or worldview is often not accounted for by Whites themselves
They do not acknowledge seeing or projecting a white perspective. Studies havetidgetbns
that White subjects struggle to find an ethnicity except to claim “Am&ri¢zhinney, 1989).
They simply claim their perspective what is normalizing their view as the natural state of all
things. Ironically, this white supremacist perspective often leads touthffior Whites to claim

a racial identity.
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In the following subsection (A), | focus on two informant¥¥son, a Chemical
Engineering major from New Jersey and Angela, a Communications and Rh&traias major
from Long Island, NY-- who present perspectives that highlight tensions @i destourses.
They talk about race in ways that push against the borders of whiteness Wying rhiteness
and racism. In both cases, identity is an important element in my analysidatdrend the
critical messages about race that they reflect. They demonstitatertiastudents take a self-
determined approach to the concept of race, seeking to create their own definitiohsreing t
illuminating how one is raced and their resistance to it. That is, they do not mé&cesshbrace
the common (non)sense of race that would identify them as White students. Ratbestuithests
present fragmented, anti-essentialist, and rearticulated notions ozextidentities. In part, they
take a postmodernist approach to race that denies social location and power. On trendther

they reify whiteness with denials of it.

1. White Resistance- Homes and Safe Houses
The Color of Feaf1995) was produced by Lee Mun Wah and records a focus group of
racially and culturally diverse men as they discuss their fears abamrand other forms of
oppression. Wilson, a White male, Chemical Engineering major from NeeyJshared his
thoughts about the importance of holding on to identity as a “home” or “safe housdieaftes

exposed to the documentary filime Color of Feain one of his Pre-First courses. | find it
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necessary to place most of the relevant portion of the conversation here withbreaksyto

demonstrate Wilson’s standpoint in his discursive construction.

How do you identify yourself racially?

Uhhhm. How? | mean, after watching the “Color of Fear,” I've always faist lswas
American. But after watching that you realize American is too much assdavith white,
and how, | mean as horrible as it sounds, it's true, you know. When anyone says they're
American everyone first thinks white. So | don’t know. | mean my dad was Ger, wa
Austrian. My mom who is European, she’s part Polish with Latvia. So, | mean if you
wanna ask, that’'s where | come from, but I'm not really sure now wheretlidlc

verbally state | am...

But if you were to say that you were a race, what race would

I'd have to say | was American. | was born in America, that's my, | meamdaal’'m
mostly German so | could say I'm German, but. | mean, nowadays, | mean trdiok 't
it's as separated as it was in the past. So nowadays there’s so many peopte that a
different things, you really can't classify yourself as one racepeirgy, because | mean
you've lived in America your whole life, in the United States your whole yibeI've

adopted that culture. That's part of your culture as well as what you come fsam. S
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So, if we were both born in the United States and lived in the United States for our entire lives,

would we be the same race?

No because you carry identities from the past as well. And | carry idsiitti® the past

as well. We share a common, like, do you wanna think of it like a Venn diagram. | mean |
think that's the perfect, the two circles are there the middle is shareds theeeshared

section. But you can’t look at a person and say I'm the same as you. Becausd ifs, par
me is the same as part of you. | mean, we have things in common but you can’t $ay that,
don’t think you can really say that anyone here is the same. Cuz there’s muchanbve

that’s going on in the world.

What do you think about race?

| used to think that it caused boundary lines between people. But after watching the film
and thinking about it a little more and, having to separate myself from whexe ugrto a
new area and a new environment and mixing with everyone, | think actually it’s kinda
good to hold on to them. | mean I've always thought why can’t everyone just say they're
American if that's what you are. But, that's saying that everyone shouldeasate and
everyone, that's almost forming a utopia. But I think when you acknowledgeyainat
you're. If you feel you're strongly one race over another, and that’'s whatxpoess. Or

if you're gonna express all of them, it kina sets you up as an individual, as one person
working in one unit. So | think it actually helps us because we’re not really iagrdt

per se, because everyone still has their identities. So | think it moreiegtepatirself as,
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it almost gives you a home. It gives you all your homes. You feel likealithost like a
safe house that you wanna go back to. If you wanna call America your safe housge. Y

in one. If you wanna travel somewhere else, you can go to another safe house.

Wilson speaks from his social location as a White American male. He aldatitgeetused to think
that race created boundaries between people, but he is saying more slyetifithe used to
think that acknowledgingtherraces than White created boundaries. He says, “| mean I've
always thought why can’t everyone just say they're American if thatd wu are.” Wilson does
not consider the fact that many people of color claim their American natit@maity and
distinguish that from their racial/ethnic identity, while others do not view theomand race in a
disconnect or distinct way. In his earlier comment Wilson also shared that mstaaddrom the
Color of Fearthat the term “American,” for many people, is associated automaticatly w

“White.”

... When anyone says they’re American everyone first thinks white...

Yet, Wilson refuses to say that he is White and that there is a differencengndierace identity
between him and me (Black). But Wilson seems to be in a new phase of awarenesscabout r
He codes his need to maintain an identity niche, while sustaining connections to adsrarsd i
in this case nationality — “American.” This would be the “home” that he speaks aboweveét,
he resists naming his whiteness and still suggests that race itself be hiddemaditya For
Wilson, nationality serves as refuge, a “safe house,” for normative whitendssheot

acknowledged. See my next question and his answer below:
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So for you, your safe house is?

My biggest safe house would be the United States. Another safe house of mine would be
if | wanted to go to Austria and look at it. Another one would be if | wanted to go to

Poland and look at it...

To be sure | understood Wilson correctly, that his listing of countries was indeezttshto his

idea of the “safe house” as metaphor and not geography, | asked:

So you think race is determined by where you live, where you're from?

| think race is determined by the individual who specifies it. | mean, it's thedodi’s
views of what, of what they are, who they are. You can't just, | don’t think you can
classify race as anything. It's one of those things that’s just up airthed, how you

wanna view it is totally different than how | wanna view it, | think.

Wilson found refuge in postmodern thinking about race—erasing differences and digmissi
varied experiences based on social location—but with white supremacistiptiosc He
suggested that race could be constructed in whichever way an individual chose. HHthigeise
an especially advantageous ideological position for a White male to hold. Rrbesause
whiteness is the dominant and normative racial identity in the United Stated)adies are

inescapably racialized. Wilson’s “safe house” is a strategy of whitialdsee Chapter 5). This
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idea of a self-determined racial identity was not unique to Wilson, however. Sstudents
suggested this philosophy of race determination in their discussions. Some ssatdehthi
explicitly as Wilson did and others made it implicit. Angela’s story sugdesté-determinacy

implicitly as she describes race as something more than appearance.

2. White Resistance- Host Bodies
Angela is a White female Communications and Rhetorical Studies major andbeentm
the lacrosse team from Long Island, NY, where she attended a predominarigyhiyhischool.
She describes the demographics of the school as 60/40, with Whites dominating and tyen most
Blacks (25%), Asians (10%), and Hispanics (5%) making up the other forty percegglaAn
resisted her whiteness by constructing its (in)significance as dexsgin covering. She did not
re-conceptualize whiteness, but suggested that she did not meet the standarddadntitytas
she understood it. When | asked Angela about the diversity represented in thestHPesgnam,
she made a quip about there being “a whoooole lot more white people” during her cdfitaus

visit some months before. She then went on to say:

And I'm the type a kid who doesn’t hang out with the white people. | hang out with the
Black people...So | like it here. Cause basically, | consider myself Blaadr White
skin. No, seriously, because that's who | hung out with when | was in high school, cause |

relate to them better than | relate to the White people.

Angela is a visibly White female with blond hair and blue eyes. Her self-igehtBlack under

White skin” was stunning to hear initially. But what did she mean? Was this sampdgue of
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social comfort from her high school years? Had she applied the proverbidd Bia feather
flock together” statement to race? What does it mean for a White girl to e’ B&ire

continued...

Because the white people were always stuck up on like “do-you-have-thebiges the
latest clothes.” Black people are just like...real. They don’t care whighgee or don't

have.

Angela generalized Whites and Blacks, as she reflected on her own experikigteschool.
However, she described a clear association of race with class and rela¢sd Varther, she
identified with Blacks because she wasn’t scrutinized (at least not Feoifddy those Black
youth she knew in high school, as she was by Whites. At Pre-First, Angela samshst riends
were Black, although she “talks” to everybody. | asked her to say more abouhematant by

this identity she embraces.

Basically that like my ways of viewing people and viewing situations i lsigits Black
people use to view them. Um, this school, they weren’t as motivated as the white people
But like with materialistic things they didn’t care what they had, as lotigegshad like

clothes on their backs, food, and sleep in everyday. They didn’t need a car because they
had bus transportation. They don’t need like the newest type of fad or the nkevest li

outfit out there.
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Angela believed that she sees the world as Black people do, shares Black iperapdotalues
that were not fixated on consumerism. As she continued to talk, her ideas become more
problematic. When | asked her to recall the first time she started to consggdf besay that she
was “Black,” she recalled that she started to think of her blackness when sektstagbel by
talking back to teachers or “giving trouble.” Angela equated rebelliousness withBiack. She
associated negative behaviors- missing class and talking back to teactreesstvwg Black. For
her, giving trouble is “Black.” These ideas are problematic, as they aieealsstereotypes and
pathological discourses about Blacks in schools. Angela appropriated and perfenaeatymts
of Blackness. When | asked how her only sibling, a brother seven years her setésriagdiar,

she responded-

| don’'t know. Because | used to dress like with big baggy sweatshirts and big baggy
jeans and like a matching t-shirt to match my shoes and like a hat, and like a ah bandana
or like a head band. And he’d be like “why do you look like a thug” (she gives a goofy

sounding voice) or like “why do you dress like that, why can’t you dress liké?a gi

So, how did you respond to that?

I’'m just like this is who | am. This is how | relate to people. I'm not gonna e and

pretend I'm something I'm not.

Performing some aspect of blackness provides a privilege to Angela. Shetcratdée

to people, certain people, through her behavior and ways of representing hergetfdcl The
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clothing she describes can be either artifacts of Hip Hop lifestyle in populiare; street “thug”
culture, or masculinity. Her brother’s use of the term “thug” is not neclyssaminal, but
gendered- “why can’t you dress like a girl.” At the time of our interyimgela wore a large t-
shirt, athletic shorts, and sneakers.

When | asked Angela directly about her thoughts regarding race, she invokedrtae the
of sameness. However, she went on to reinforce performance or acting dsctierarker of

race identity.

| think everybody’s the same. It's just that there’s black and white skin. Ando@abry
has the same red blood. Everybody has the same heatrt, feels the same thing. Everybody
has two feet, or most people have two feet, two hands, arms. We all breath the same

air...

So, as you believe everyone is the same, then how do you make sense of being a blonde blue eyed

lighter skinned, according to you ‘Black’ person?

Cause none of my friends had cornrows and .... It's how you act, it's not how you
look...Um, physically, like how you represent yourself. ... And the people who live in
my town, well, the town that I live in is predominantly white. But the people in my
school were made up with like a lot of Black kids... So um, like the neighborhood that |
live in, people, they dress like, live with their money, act with their money.ikégshey

use everything, and that’s like who they are is like determined by their moreepn he
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other hand, | act how | wanna act, ----- people who understand me. | don’t cargowha

have or don't have.

Angela underscored the point that representation is more than what one wears, but hdsy one ac
what one does. Again, Angela associated Whiteness with materialism and moolkyesiavas
liberating for her, giving her the freedom to act however she wanted withouticdocpeople’s
material possessions. Angela was committed to the idea that the extersigrdicant, whether

it was a body or other material. Angela viewed her body as host of a differ@hsedf than what

her biological traits suggested. She contended that her ways of thinking, behaving, and her
clothing expressed blackness, as opposed to the whiteness she saw demonstrated &pund he
others with similar bodies in white skin. However, Angela also relies on thekiemgrvilege

she denies in order to represent herself as Black. She denies the power she emt@tiedes

in her own skin that pronounces her “black” performance.

B. Asian/Asian American Ambivalence—Finding Home

Amy’s clarification of what it means that race is “something that ifilenpeople, not
the other way around” is in clear contradiction to Angela’s notion self-detetmacel identity
within whatever host body one occupies. Further, Amy’s explanation may hdiprimdte how
the “safe house” and “host body” concepts contradict what it means to have ay mferiigin

that one claims, although both concepts highlight Angela and Wilson’s resistaniciteniess.

So when you say that race should be something that identifies people, what do you mean?
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As a person, as a heritage, as the culture. That's what it should be. It should not be | am
Chinese, but | like, for example, Italian: | embrace that culture, llacthiat culture, and

you, know, and | want to be in that culture. No, I think you keep your own origins intact.

| think you should keep some respect for it because that is something that is passed down

to you.

Amy, an Asian American woman, sees a certain respectability and rdspiyrisi owning one’s
origins. This idea is aligned with Wilson’s first phrase about race as a home waystibat
race “actually helps us because we’re not really a melting pot percseiseesveryone still has
their identities. So | think it more identifies yourself as, it almost gpeeisa home.” Though
Amy conflates race with culture here, she is clear about the notion of ragpao#’'s own race as
home. Amy seems to advocate “visiting” or sharing different homes, but carrygggance of

identity with you.

| don’t mind, you should open up to other cultures, but you should also keep your own.
It's just | think it's an identity. It's part of your identity. So it's likerae people want to
run away from it because there are problem like racism and all that stufthink you

should be prideful even if there are other people that don'’t like or think a certain way.

Amy and Choon-yei, a Korean student, discussed their perspectives about race ttineg, @rld
the American viewpoint that suggested they were wrestling with notions of “haorde” a
attempting to locate themselves intra- and inter- racially. This impottaggke to locate

themselves within the U.S. American matrix of race and race relations mtaseckon their
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orientation to “home,” the translocation of home, and how they expressed home as a point of
origin. Specifically, both women had to negotiate their identities around theirgslagéh—in
an Asian nation or in the United States. The importance of nativity for Asiandesmgremerges
from and is complicated by the fact that they are racialized as “unkaésenforeigners” (Pyke &
Dang, 2003). In attempts to receive acceptance from the dominant cultureAAssgicans may
engage in expressions and behaviors against their coethnics to deflect stigmagsarpfered to
as “defensive othering” (Osajima, 1993; Schwalbe, Godwin, Holden, & Schrock, 2000).

One way that defensive othering is expressed is through languagecafigcime
calling or categorizing. Amy explains “FOB” (Fresh Off the Boat) ahBC” (American Born
Chinese) as terms that are used intra-ethnically among Chinese AmmenchAsian Americans.

Asian Americans’ use these phrases as defensive othering.

Ok, with Chinese people there’s this little acronym thing that goes um one® ‘AB
which is ‘American Born Ching’ or ‘Chinese,’ Ching for slang. And then theredsher
one that’s ‘FOB’ which is ‘Fresh off the Boat.” And within the two they have diftere
ways they approach people, the way they act. Because ‘ABC’ (couldn’t amdhrst
would be, you know, the general population where you were born here and you would
hang with people who were like cool you know pool buddies, ping pong buddies, more
into the techno and rap, a little bit of rap, and um pop music...like the stereotypical
response... And plus we are considered disrespectful by it. ...and then there’s the
immigrant group where they are very silent, they are very personal...THae you

noticed some people, sometimes people especially they're just very, veryisiy

don't like to talk to people unless they're introduced. Because in China, that’'s how you
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meet people. You don’t jump into a conversation like | do, but...and they have a lot of

respect for a lot of things like nature, people, so on so forth.

Amy provided an overview of the stereotypical sub-groups of Chinese and Chinesealmeri
people. Chinese people (who were born in China) are assumed to have traditional cultural
gualities, as a generalization. In contrast American-born Chinese and adre AAwericans have
other “American” qualities, including disrespect for their traditionalucaltways and lack of
discipline, attached to them as generalizations. Amy discussed how she eddbéage intra-

ethnic categories.

I’'m like a fusion of both. Like | have a lot of respect [for people] but meanwirle

very open with a lot of people, so yea. And then, cause people they...yea | got asked the
other day by one of the immigrants...she’s and immigrant, but she’s been hgzarfr

like 3 years, 5 years | think. And she’s like, “Are you, ya know, like an immigraaite

you like from here?” And | said from here. “Oh, that’s interesting.” Cause,rarlké

what do you mean it's interesting. She’s like, “You got a lot more respect &nd sel
discipline for your own work, you know like your own priorities more than ABC’s.” |

was working. | don’t know, | guess | don't fit the category. | don’t seem amfit

category, but | don’t mind not fitting into category, so...

Amy expressed feeling confident about her identity although she felt thdidshet fit into the

bifurcated categories that were presented to her. She was a fusion of botlegacizos from
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both. Choon-yei, who was born in Korea and lived in the United States for three years prior to

Pre-First, described her sense of what the American-born Asian Ampacson experiences.

Um, | have some friends who [are] born in America but they're Asians. | kindthean

going through like harsh times because umm | heard that they have more friends who
were white when they were young. Then as they grew up, they just stick around, like
Asian people. | don’t know because | never been in that situation. But | think they are
having hard time identifying themselves because some of their friends arAdramnd

they are bilingual but they’re more fluent in their language. They arridam but like

how they look is Asian, and the kinda culture they have is Asian because of their.parents
So I think they are [having a] really hard time identifying who they areaugscfor me,

I’'m born in Korea, my parents are Korean, | just came here to study. So, I'm not
American. | could just Oh I'm Korean, but for them, probably they call themselvas As

American I'd say. But probably nobody calls them that. They just call them.Asia

Choon-yei described the challenges she saw her U.S. American-borss faeirdy as they
negotiated their identity within the Asian/Asian American collective. Ch@s-American-born
friends must negotiate birthplace, language fluency, and the U.S. Ameasieanas of race that is
ambivalent toward them. Choon-yei appropriately noted that her friends are viewsohipyJ.S.
Americans as not having a home here. American-born Asians struggle witmmdilef identity,
not being American enough or Asian enough by traditional standards of their cultea@awMIe
some Asian immigrants are ambivalent about seeing American-born Asietie&sequals.

Further, intra-racial conflict and confusion exist because Asians/Asiaridans must fit within
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an American schema of race, even if it doesn’t make sense to them. Chooneggtissteay
experiences that demonstrated to her and to me that race was complicatexyeadl il many
ways. One story she told was about a visit to one of her professor’s office hoetrsuto g

explanation of “minority” and “majority.”

And basically what he said was they just consider minority [in terms of treusaace]
populations in the world. But, you know, | kinda disagree with that because there are a
lot of Black people in Africa too. | don’t know how many, like what'’s the ratio of Black
and White and Asian. But, so when they say minority they combine Black and Asian
people. So | was thinking, you know there can be more of Black and Asian people so
they should call us majority. But in America they are called minority. Sa dtijds’t

understand....

Choon-yei attempted to understand U.S. American language around race and howsdackt
explain these ideas and conceptions. For example, one of Choon-yei's professqtedtte

explain “minority” in terms of the number of people associated with the group lglolbidwever,
Choon-yei didn't find this explanation to be satisfactory. With these explanatiorsyigijig to

find a place within the discussion and to locate her own experiences as an “AsiacaAine

subject. She soon discovered that her experiences would not be quickly acknowledged by other

racial subjects, even in academic environments.

And then in my writing class they also talked about race but | was the onlyiAdizere

and there’s not many Asians in Pre-First but | kinda felt like when theyasaythey
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think it's White versus Black. Then there's Asians, so I'm like “Ok, then, wihele

belong?”

The Asian/Asian American experience is further marginalized witlua discourses, as
the group is often viewed as the “perpetual foreigner” or the “model ming¢ktgi, 1999; Wu,
2002). They are placed within the racial hierarchy of the United States, kepttbetwhite
mainstream; yet also suspended from general discussions about race and Taeismrmbivalence
with which other groups approach Asian Americans contextualizes theitimgéstdemonstrate
a grounded identity and position within the national discourse of race that so often becomes
polarized by White and Black concerns and constructions. Latinos may be fétasthwvilar
challenges. Yet the bipolar racial categories of White and Black can basti&estood when we

consider that White represents a power that has positioned “Black” as the wohaitineer.

C. Black Reconnaissance-- Conflicts and Conflations

In contrast to the resistance demonstrated by Wilson and Angela to their owneshit
there were two Black students who discussed race in terms that suggesteeréhieyentionally
examining race and its socio-historical meaning to understand it and thesreeheeialized
subjects. Both students, African Americans, discussed their interpretdtiace @and its social
significance with themes of conflict and struggle. These students wigrerighged in a process
of learning about race and Blackness beyond discussions in the Pre-First seorsar

Christine is an African American woman from White Plains, NY. In her diMeigh school

where she could always see a fair mix of African Americans, Asian Aames; Latinos, and
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Whites, race only seemed to be an issue in the classroom. Christine discussed late/ separ
Regents Exam Preparatory classes had a segregating effectagletiges. Additionally, she
described her experience in Advanced Placement (AP) courses as both an opportatito
know a more diverse group of students as well as a situation that made her dveang af
“minority.” Her classes would be filled with mostly “Caucasian” studeuritis approximately 4 or
5 African Americans or Latinos.

Before describing her racial identity, Christine noted that “a lot addihsit back and
say, what is race?” On the day of the interview, a portion of the<die- The power of an
illusion was shown and discussed in Christine’s seminar class. This helped Christine te be mor

thoughtful about our conversation.

My thoughts of race? (pauses) When I think of race, | think of conflict, um. Based on that
movie that we just saw, basically.... Most scientists, | guess back in tlibedayhey

based it on. Basically they took your race | believe in that was [whatihepd slavery

and labeling of the based on your race, like. It's the myth of your brain is fedrera

cannot hold as much sand as the Caucasian, you know, things of that nature. | think that,
ah in general, caused a lot of conflict and | think a lot of people especially this day and
age cannot accept what is different. Like, | don’t think the problem is seeing people who
are different, | love seeing people who are different cultures, different iggs)iand

who come from different countries. But, | think where the problem comes in is that
people can’t accept that people are different. You know, you always have to other
someone because they're different. Like, you can’'t say they're diffendrthat’s okay.

They're different, but I'm better, you know? That's, that’s the notion that okayr&ou’
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mocking his turban, oh, he’s this, that, I'm better.... People cannot deal with differences
and it's sad that when you see someone who'’s different than you or, you know, comes
from another way of life. You automatically have to put yourself on a pedestal as

opposed to embracing them as well and | think that’s, that’s the problem.

Christine demonstrated an awareness of the functions of scientific racishedadttthat
biological myths were used to foster particular notions of race and racism.s8laelatowledged
and complicated the discussion of difference by suggesting that acceptaneetimnref
difference was the key challenge. Christine suggested that some people egtddfezences
and subjected those differences to various judgments of value such as better or arerse |ess
superior or inferior. Further, she implied the issue of superiority/inferiortty tiwe word

“pedestal.” She goes on to explain further her thoughts on racism, which she samitlatece.

| think it’s still an on-going issue, um. | do think in terms, racism is such a strong, a. |
mean you can talk all day about racism and its effect but I, I'veBezaking the Chain

of Psychological Slavergnd that really opened my mind. I'm like, oh my gosh, because
that | guess it, wow, it’s just so deep. It explains, um, the, the effect of\slave
African-Americans, and | think in terms of, of race and racism | do think that has

contaminated our, our heads | believe.

Christine explains that notions of race and racism have “contaminated” the pgycbbpeople.
Specifically, she draws our attention to the impact of slavery on the Africami¢an psyche.

Racism has contaminated Black thought to adopt Christine is fairly welbreenatters of race
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and/or racism as a student entering her first year of college. Througbanitettview she

mentioned various other books like éllie Lynch Letter and the Making of a Slaaed others

by Jawanza Kunjufu, a prolific educator and consultant on issues that impact the dent&pne
schooling of African Americans. Many of these books were a part of her mdtheaty and she

took an active interest in them. Hence, Christine expressed herself with a semsiedehce

about what she understood and believed as a young student. She was comfortable with the idea
that she was “different” and saw the “problem” of race as an issue of aceeptatiference

within society.

Similarly, Clayton, an African American male from New Jersey, #dthreading some
literature about race because he finds it to be a “deep subject.” His reatlidgdfitace Matters
by Cornel West an#Bacing Up to the American Dreahy Jennifer L. Hochschild, which he was
reviewing for a paper. Clayton presented the most complexity in his respohsejteestion
about race— noting the politics of race in education, home life, dating life, poétc He

emphasized that race permeates our society.

| mean it's very important, um, I think race plays a lot into everything. Um, you know,
W.E.B. Dubois said, the problem of thé™gentury is the color line and he is so correct,

um, light, light versus dark and so race is in everything. Race is a lot, admissions
counselors, admissions to the college, race is, ah, that are the schools, reeesisnraur
homes. | mean you see a white couple and a Black couple or a Chinese couple akd a Bla
couple or whatever it is. It's inter-racial things like that you take a seocokdt because

just 40 years that Black man would have been hanged, that Chinese man would have been

hanged, you know. During the civil right movements 20 years ago we just come out from,
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you know, dogs being unleashed on and stuff like that. So, race plays a very impagtant rol
into everything. It's in our politics; it's in our Declaration of Independengeufwant to
say. If you want to go that detailed. Race is in everything, | think race and vaipée pe

think of other people, you know, kinds of intertwine with how we are today...

Clayton explained that race permeates our society in significant wayscbllege admissions to
romantic relationships, from politics to social psychology, with changes over tsr€lagton
continued, he emphasized the permanence of race in our society. He saw rgqectakanent
residency in people’s minds. He suggested that most people struggle with bigotry in thei

thoughts by acknowledging race.

But | understand a little bit and | take away from this that race will aveayin our

minds. There’s no way of getting out of it. The only thing we can do is we can educate
ourselves about it. We can’t stop it. We can try to but deep down inside sometimes race
will always be there and we will always sometimes be looking at, oh, hek &hal he’s
White or something like even though sometimes we train ourselves not to but we still
look at it. We still see it, it's something that is always seen throughout tie avat we

can try best not to acknowledge it and that’s great. | mean if you can say, yduhesia s
and say, I'm not a racists. I, seriously I'm not a person who’s a bigot or | won't have
bigotry in me, that’s great, that's good and you acknowledge that you try to sgguhat
don’t have it. However, in some instances you're lying. (laughs) You know, you might

say that you don’t have it but it can still be in there with you. You just don’t acknowledge
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it as much as other people do and, you know, acknowledge as much as the Klu Klux Klan

or the Knights of Columbus or something out of that organization.

Clayton articulated a perspective that emphasized race permanence asiy@eacesm. He

asserted that race is always present in people’s minds. He suggested thataade observed

on a continuum. Most people have it at some level and then there are those on the extreme end,
i.e. the Ku Klux Klan, who focus on race in barefaced and flagrant ways. Howevery&sCla
continued this thread of the conversation, he said that he did not want to try to tackle “tbfs idea

what race is.” When | asked why, he responded-

No, because sometimes | refrain from trying to say what race is bdi@usew I'd be
shooting myself in the foot...that's why | read Dr. Cornel WRsie Mattersl want to,

| mean not fully understanding what race is, you know. I've experienced rdeiem,
experienced racial division within our people. I've experienced racial diviswartls

others but | don’t understand and you can'’t put it to or conceptualize what race really is
and, you know, it’s just too dangerous for me right now. So, | will be trying to do that

over in the next couple of years.

Clayton was clear about hexperiencevith race and racism, but he was not certain about how
race is defined. He knew that race is real, that it matters. He knew that dsgpleaenced racism
and witnessed others being treated in racist ways. He could reflect on tiendithsit race has

created between and within groups of people. However, he was not yet willing tot @mm
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opinion or interpretation to something he did not fully understand. He recognized &t rac
complicated.

| suggest that these students attempted to articulate a postmodern theackoé& in
their comments as they reflect pushback against their generational race thoulgatcontext of
a society claiming colorblindness and a generation seemingly lessmmameath history and
historical attachments, these students were seeking to comprehend raceandtilack people’s
struggles. While they sought to resist stereotypical notions of blackness ard esniew
realities and possibilities for their generation, they were readergtlre of Black scholars that
would help them to understand their historical connection and its meaning for the present
future. Their approaches reflect the postmodern blackness musings of bell hooks (#®94) w
discussed anti-essentialist, decentered blackness, commitment to the sadgritia Black
community, critical thought connected to finding new strategies fokBimaggle, and a
“yearning” for all of these. In their comments, | sensed a yearning arnesg two informants to

find what “Black” could mean for them in this era.

Race is. Race is not. Race might be. These conceptions of race and réagendent
taken up by students in a variety of ways. The White students in this section tendest to re
naming or embracing whiteness. In Wilson’s case, he reinscribed whiteresssafe house” of
nationality as he attempted to negotiate new information about race he leactessi Angela
reconstructed her racial identity as a Black girl hosted in a white booyeVr, the Asian/Asian
American students demonstrated “respect” for an identity space of orilgid teome” where
traditions are honored. Home is a contested concept for Asians/Asian Amertansaestle

with finding or maintaining it in the U.S. American society that holds them in esdignuially.
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Finally, Black students demonstrated their desire to deconstruct race and ifindithtéy
through inspection of history and experience. Both Christine and Clayton began to explore
notions of hierarchy and the legacy of oppression based on race. Black recooedimstnese
students meant reading to understand the historical impact and present anti€atace, as

they sought meaning for themselves as post-Civil Rights young people.

CONCLUSION

In this chapter, | have explored the discourses used by a portion of my infomaant
offer critical insight to notions of race and racism as they see it. Coldnigiss is apparently
embraced by many of the informants and is manifested in their language apictiatmns,
including their understanding of race as a construction as well as their compelwdrvents.
This was demonstrated by their minimization of race and racism, how theysgid¢hsir family
perspectives relative to their own, and the ways in which they negotiated consegfta racial
identity. Colorblind discourse, though present in a cross-section of the informagtgdge, is
not uttered with equal motivations or aims. Some students of color utilize minonitattics as a
way of neutralizing white supremacist or racist discourse. Black students embicice
colorblind discourse in the same ways that their White peers do, but they aresohipaittand
negotiate colorblind discourse for their anti-racism assertions. The elefy@wer is elusive in
most of the informants’ explanations, reflecting the colorblind discourse and elppooa
addressing race and racism. Further, informants expressed a lack of madeysabout different

beliefs that make terms like prejudice, stereotypes, discrimination, asthrdistinct. | also
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explored the family portraits of some informants that exhibited their own rdess and how
they responded to family racial discourses. Through family portraits, wehaavacial hierarchy
and various race discourses that were either racist or denied racisnefiemted in dating
preferences.

In the last section of the chapter, | explored the meaning of race foufaarindividuals
from their point of identity, which revealed how rdaactionsdifferently for people, based on
their social location and ideological leanings. White students seemed to beotakiagmented
identities that resisted white confinement and embodiment, disconnecting thes fooati¢heir
identities. Asian/Asian American students wrestled to find their footing ib t8eracial schema
that at once positions them within its hierarchy and holds them at a distanceeamérs.”
Black/African American students on the other hand seemed to be seeking outaadBtack
identity that allowed them to struggle, at least mentally, against ragaligafism.

| view these strivings in identity constructions to be intimately and icakty connected
to the colorblind discourse that pervades society. Colorblindness conceals waitehgdpy its
formation of an imaginary “sameness” and pseudo-equity among the ragdentSt under this
banner of colorblind imperialism, understand inherently that race is passé and nobanaepr
topic to interrogate in contemporary political correctness. With this projecti@c@ieutrality
or colorblindness, post-Civil Rights generation students are encouraged toa@gdct r
acknowledgements and perceive obvious acts of racism as aberrations. Hedaaithisly these
social realities even as they recognize them right at home. Thisaaignment, with its racist
stealth, reasserts individualism over all groupings as the American wancét students across

all racial categories are given a sense of empowerment to see themasel\tbe world in any
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number of personalized ways; and they struggle to find meaningful identitieselzatthentic and

meet multiple interests of desire and denial.
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CHAPTER 5 [DATA CHAPTER]

TALKING RACE, RACING TALK

During the second semester of my informants’ junior year, | started to cdodust
groups to again examine their understanding about race and how they might employ various
discourses in conversation with each other. Three focus groups were conducted.dTbeusir
group was conducted in the Fall semester of their senior year. Eachifogpsgld 4-5
informants in engaging conversation from 60 to 75 minutes. This chapter examinesrdata f
this second phase of the research.

Where do students talk about race? How do they talk about race? What meaning do they
make of such talk? | wanted the answers to these questions for a better understahding
interpretations and how they came to such meaning. They talked race in class, in the
recognized student group meetings, in their rooms and apartments with frighdsaternity
and sorority members, with family, and even in the gym with their athletic tasamThis
chapter explores the mechanics, nuances, implications, and challenges oflRace Ta

Toni Morrison (1993) describes race talk as the “explicit insertion into esglifd of
racial signs and symbols that have no meaning other than pressing Africacaxada the
lowest level of the racial hierarchy.” My work in this chapter uses a braadiertion to include
any talk about race that either deciphers or resists contemporary idealogigsace in our
society. Race talk can be an insertion of active resistance to or reagiditsiiof dominant
ideologies about race, as well as reflections or expressions of those ieleolégr example, you

will read about Nic, a young man of color, who actively resisted surveillanedite authority
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and the persistent racist suspicion of people of color in several contexts- wheyharet

walking, learning, or talking. Also, race talk can be the re/production of selatibns in the

matrix of domination. You will also read about Tom, a White male, who assumes a position of
(white) authority during the discussion with Nic and attempts to reproduce whiteatwaiin
denial, while making visible the racial dynamics of the encounter.

In this chapter, | argue that students are talking about race and iralkhénety theorize
about how race functions in society by calling on popular culture, humor, and utilizing
argumentation. They engage in race talk in the classroom, but also initiatalkaneheir own
spaces on their own time. Race talk can be understood in utterances about race in content,
mechanics, and the style of my informants’ talk. This chapter analyziesaste talk that is used
by students to resist and to reproduce racism—whether or not students are alese effects.
Through an investigation of white talk, talk generated through Hip Hop, boundary making
through race talk, and race talk performance, | show that race ideology is dintiegiated,
rearticulated, or re/produced by students.

All race talk either resists, rearticulates, or re/produces racgle As | examine these
students’ talk, | look for discourses about race, ways in which their posities@it expressed,
and the dynamics between speakers and hearers of race talk. White racdinaitt bddow)
reproduces white supremacy by masking itself and actually demonsttatpogver within
conversation. Other race talk is generated to resist and interrogate raaeismdto make
sense of them or to make visible the nonsense of them. For example, Terrersce resist
essentialists notions of race by examining figures in Hip Hop and the wider pagdtiae.cHe
also resists colorblind notions of Hip Hop ownership and reclaims it as antatitélack

culture. Jossette and Greg discuss the use of talk to negotiate racial idatiffgrent spaces,
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and to question the determination of race identity through talk. Throughout this ciapterl|
observe that race talk is always acting in some way, demonstrating its ggov&rategy. | will
also illuminate the power of listening, a strategy used by students of colary&white race
talkers into reflection. Listening emergences from and contributes to thmizargaze, or ways
of knowing and perceiving, that people of color develop in a racialized society. As sutsardina
people, they acutely observe those with power as a way to survive. Listening talkhgeatso

an exercise of gazing.

White Talk, Back Talk

Mcintyre (1997) describes white talk as “talk that serves to insulate wdotdepfrom
examining their individual and collective role(s) in the perpetuation of radis#5). Some
race talk is light, subtle, and comedic. Other talk is less humorous, more seriougnsee
Such was the case in Focus Group 1 (FG1) between Tom, a White male informant, and Nic, a
Latino/Black male informant, during our discussion about experiences of racism én or of
campus. By an examination of the exchanges outlined below we will see how Tomespress
social position and white talk throughout. Prior to this particular exchange, teexéwo other
discussions in the focus group where Tom asserted challenges against theatiterpigic
made of his experiences with race/racism on campus. In these challengesgliechthat Nic
rushed to conclusions of racism; that his conclusions were not logical; that panaasid; and
that he should be responsible for finding common ground during racial conflict. In theifgil
exchange, | try to capture disruptions and pace of speech in the way | use lin@space f
informants’ comments. | want to show how energized the conversation was with overlapping

statements and interruptions from one speaker to the other.
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P: Have you experienced racism off campus since you've been a studeriag$?
N: Yeah, | actually experienced another incident | forgot too, here durakgr&t Uhm, we
were out on Foothill (Street). It was me and a couple other friends. We weget@oin
East (campus) to one of the football player's house to hang out and FPS (Findings Public
Safety) stops us like “What are you guys doing here?” We’'re like “Oh we gbaools
here. We live right there in Roosevelt (Hall).” We were right acrosstbetsrom um,
on this side like by Hoover (Hall). And the cop stopped us, like “What are doing here?”
“Oh we go to school here, we're in PreFirst.” “Well you guys shouldn’t be ou? here
Why aren’t you in the building?” ...Like does it matter where I'm standivigere I'm
at? Like what'’s the point?.. Like | mean, that was frustrating. Then alseguieing

um, being stopped by the police like 3 or 4 times driving with friends, but that wasn’t up

here though.
P: Uhhm. Could you say more about that?
N: Well, recently | went home, like two weeks ago. And | was with a coupleds. And

they stopped us was like Oh we’re looking for a stolen car...Alright. | had all pgrpa
and everything. Then they was like “Can you guys get out the car?” It wasdrie/o
other friends. They made us all sit on the back bumper, they said “Just sit there and
wait.” Searched the car, and then said “Alright you guys are fine.” Amdtiies left,

and left us there. Then another time | was with some kids from this school, and we’re
coming

(OC: I notice Tom sighing and taking long breaths.)
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home from the city and one of my friends was driving and we got stuck cause the kid
didn’t put oil in the car or something like that. So we were like right by [Warremh Cit

and like right before you get on the 270. And it was dark and then we were trying to wait
for a tow truck; they said they were coming. And the police came behind us, they co

to the car like, “Oh, you guys have alcohol?” Like, “No, we’re stuck.” Theikes fOh.

Give us your license.” They took everybody’s license that was in the camplikest the
driver, they took everybody’s license in the car. They went back there, lilenfifte

minutes. “You guys, you sure you don’t have alcohol? | smell it.”

Do you think that has
There’s nothing in the car. We're

like We're waiting for the tow truck cause we’re stuck. “Well alrightll wean’t help
you.” Left. They give us back our id’s and left.
Do you think that um that necessarily that has to do with race though? ... Lilea| me
like what makes you think like if | got pulled over with a bunch of like other friends, like
with a bunch of like 21 and 22, teenagers in their car late at night, there’s a bunch of us in
the car, on a highway. | mean like, | feel like the first instinct of afgearfis to ask if
there’s alcohol in the car. Like | mean | don’t understand why he was taking down
everyone’s driver’s license

Why would that be the first question? Why wouldn't it be “Are
you guys stuck?” Being that we’re on the side of the road in the middle of the night?
But | don’t think it has to do necessa(rily), | don't think like. There’s nothing new
There’s nothing for you to like, again like logically speaking that you camitlude that
it was race that did that. 1 don’t see like a right. It doesn’t logically reakee that it

was. | can't say that it wasn’t race, but you can’t say that race wéactoe for it.
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N: So what's the idea of taking everyone’s license?

T: Maybe in Pennsylvania like

Other Informants: No, no ...

T: Or 2:00 in the morning. | dunno, maybe it's just the way the cop does things. Every cop,
was the cop White?

N: Yeah. Both times.

T: ... mean, I dunno. | guess, | mean, maybe it was race, maybe it wasn’'t. Awasf i
race then that's awful. But you can’t necessarily. | don’t think you can go ongshgt
cop was necessatrily racist cause you don’'t know for sure. Cause you don’t know that cop.

N: When you grow up in a certain situation under certain situations, you understama ra
whole different, way

T: | understand that

N: And it’s like you know when you're being targeted. Like it's somethimag you learn,
something from experience. Like ykoow.And then you also know when people are
being genuine. But it's a feeling, you can’t describe it (Tom says somethifegghe is
talking- Like an instinct??). It's an instinct. It's almost human natureddo know like
alright we’re being targeted.

T: Do you, but do you ever think? | agree like that there is that instinctdhaeybeing
targeted. I'm sure that, | know for a fact that that exists, but do you thintsitaythe
point where that instinct is so ingrained into you that actually until one point’ghigitet
you're over-analyzing things and it’s just sorta like that instinct&ésdotten to the point
where it's kind of like consumed you to the point where you've gotten maybe kind of

paranoid about it.
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No not at all. Cause I'm very down to earth as far as everything is.ayslanalyze a
situation you know a hundred percent for everything that it is. And in that instance,
everything was uncalled for.
Yeah
There was not one thing there that was called for.
| understand what you're saying

That's why with
the other one with the car, no. “We're looking for a stolen car.” All my papelsgite
You see my license, you see everything. “Well | still need to searchrthe CGause
you obviously see a group a kids you think, “Alright they’re up to something.”
Well 'm not, yeah he was definitely generalizing, don’t get me wrbkeg he was
definitely being prejudiced, but | don’t think. | think that’s like what our cops likestha
what cops do, in general. Like they see a group of kids, like they saw a grouptef Whi
kids in a corner or whatever, like on the street or pulled over. | feel like a cop would’ve
suspected that they were up to like the White kids are up to no good too. You know?
Like whatever.l don't feel like it necessarily has to do with rac€Author’'s emphasis).
This is what

Granted I've never been in that position so | can’t relate. But it dilggsmy, it's

just what I'm saying.
Now this is my question. Why do you think you've never been in that position? And
I've been in it plenty of times... Plenty of times.
| don’t know. It's a good question.... | mean, | just, maybe I've grown up, like I've. |

dunno. Ijust never thought that, me personally, | just never thought that people were out
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to get me because of my. Like |, I, | was always thought that people weng good

list, again, like going back to what | was talking about before people gerteaat like

certain core values that are all the same. Like a lot of people. There’spsopie who

don’t. Don’t get me wrong. But a lotta people just have respect. You know, | just grew
up respecting other people. | just feel like no one was really ever out t@geton

know, like no one really had a reason to come after me because of like me being Jewish.
I've had like anti-Semitic remarks like directed at me before, but | nésesnjiou could

tell when, | mean, granted the joking is not good but so like, it's still like insultsug

you can tell like when someone genuinely means something, or kinda getting off topic,
but I never thought that someone was ever really out to get me. You know? Now maybe
it's different, cause | haven’t had the same experiences any of you had. You know?

just never thought someone was really out to like ostracize me or count me. Maybe, |

dunno...

In this provocative exchange between Nic and Tom, there was a battle owniews
positions. Nic was determined to share his experiences and the conclusions hmerdrew f
analyzing them. Tom challenged Nic’s analyses and conclusions. The entiaegxevas
engaging and allowed little space for other members of the focus group to share their
perspectives as well. The exchange was filled with disruptions of one byéreand very
quick responses by both Nic and Tom. However, it is their choice of language and sharing
strategy that is important in understanding the depth of the exchange recordeldniosve

analyze this interchange in more detail.
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Nic’s Talk
Nic began telling the story of being stopped near the residence halléhanel his
PreFirst cohort were living during the summer and repeats himself aévled the frustration of

being stopped by Findings Public Safety (FPS) officers and other police officers

FPS stops us like What are you guys doing here?eMike Oh we go to school here, we live right thiar
Roosevelt (Hall). We were right across the stremthfum, on this side like by Hoover (Hall). And tbap

stopped us, like What are doing here? Oh we galool here, we're in PreFirst.

In this brief first account, Nic reflects a frustration often felt by peoplmlor of being policed
and held under surveillance by White people in and out of uniform. Collins (1998) asserts that
people of color are under surveillance in white-controlled public space. People dareolor
being watched and controlled. The White campus cop viewed Nic and his friends (who were
people of color) as “unwelcome intruders” even on the sidewalk (p.5). The campus cop
demonstrated surveillance in his language by suggesting that Nic and his friends loflong
on the campus street to begin with. They are out of place in the cop’s view. His inquhmgt—"*
are you doing here?"—was actually a rhetoric of exclusion, of uninvited presdie.
frustration was the result of deciphering this rhetoric, this oppressivéatice

Nic was able to quickly share one story and move to the next. Each report presented a
similar theme of racial profiling by law enforcement. However, each #tatyNic narrated had
a different physical setting that expressed the universal nature okttpsgences for Nic: on
campus (his academic home), in his home city where he grew up, and places betiveen the
Nic shared his story in almost bulleted format, presenting the facts as hedrdoam- the
setting, characters, sequence and quotations. However, when Tom interrupted Nis with hi
guestions and talk of denial, Nic was compelled to employ his own strategieskiog s

points clear. | will explore these strategies after investigatomy'g talk.
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Tom’s Talk

Tom entered the exchange, after a few attempts to interrupt Nic, with sgué3b you
think that necessarily has to do with race.” Tom did not question that the sequence of events
took place but questioned the interpretation that Nic asserted. Tom did not istaédputright
that he disagrees with the racism that Nic charges but questions Nic on whakbe ¥et, Tom
shows in many ways that he disagrees. Tom utilizes three main strategsetalk with Nic:
(1) Microaggressions through specific microinvalidations; (2) dominant denials; and (3)
retreating mechanisms. These strategies work in combination with whkitadigcs such as
derailing the conversation, evading questions, interrupting the speaker, arsbigigmi
counterarguments (Mclintyre, 1997). | will take the reader through eachsefdtrategies Tom

employs.

The language Tom used was a part of his overall strategy to invalidaseekpErience.
D.W. Sue et al. (2007) describe racial microaggressions as commonplace verbal, debaviora
environmental dignities that communicate hostile, derogatory, or negatiaesigghts and
insults toward people of color. Microaggressions may be intentional or unintentionglaréhe
“subtle, stunning, often automatic” exchanges that are derived from attitudbegesuperiority
(Pierce, Carew, Pierce-Gonzalez, & Wills, 1978, p.66). The subtleties of Tocharges can
be found within the language he used in his arguments. Tom questioned whether race was
necessarilynvolved. Then he asserted that he did not think itfesessarilyto do with race.
To further invalidate Nic’s attestation that his experiences were infboyeace, Tom argued

that Nic’s conclusion “doesnltogically make sense.” Inherent in this conclusion is a
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microinvalidation that “negates or nullifies the psychological thoughts, feelinggperiential
reality of a person of color” (Sue et al., 2007, p.274).

The microinvalidations that Tom expressed were both subtle in language andngssmet
more direct in delivery. For example, in the first half of the exchanges, Tonsifistan’'t say
that it wasn’t race, but you can’t say that race was the factor for itas€$reven demands or
commands, of this kind reinforce a position and perspective of superiority. Tom’sdgngu
dictatedto Nic that he “can’t” state his own experience. Later in the exchanges, Taadutil
other invalidating vocabulary in his suggestions that Nic was “over-anglylzings” and had
“gotten maybe kind of paranoid” about what happened to him. These microaggressions focused

attacks on Nic’s mindset, psychological condition, and mental ability.

Dominant Denials

The second strategy that Tom utilized was a dominant denial of racism. That is, Tom
manifested his dominant position in a racist society while denying thty refadlacism. His
dominant denial included offering hypothetical stories, justifying behavior asahasuggesting
doubt, and denying privilege. These mechanisms work in combination to produce a domineering
strategy of denial. After his initial question, Tom presented a hypothsitication designed to
neutralize the stinging assertion that Nic experienced racism. Toposhegical involves
himself and other young people, even “teenagers,” in a car late at night. d oot dame race,
while he called our attention to age and time of day/night. When Nic requestedideass
about what was involved, Tom relied on hypothetical guesses again: “Maybe in Paniasylv
Or 2:00 in the morning...Maybe it’s just the way the cop does things...” These wenptatte

excuse racist behavior as normal and routine procedures and treatment atedydiizen by
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the police. This strategy was also used in an effort to silence Nic and terréassdea of
colorblind norms in societal practices. Tom seemed willing to entertain mamyedisens for
the negative interactions that Nic had with law enforceragcgptracism.

The resounding “No, no” of the other focus group members (2 Latinos and 1 Asian
American student) helped Tom to verbally consider the possibility of racism stattes that
Nic shared. The response may have been different if Nic was the only student of tdodor |
group, possibly having to defend the authority of his experience completely aldas.ttie cop
White,” Tom asked. Receiving an affirmative response from Nic, Tom continuestohise
point that Nic does not know “for sure.” Tom attempted to disrupt any certainty thaaillic
about his own experience, continuing to deny Nic’s charge of racism. Throughout thegexcha
Tom asserted that he was well-positioned to judge Nic and his experiencefaldinged this.
In Nic’s final challenge for Tom to explain why he thinks their expegsitave been
significantly different, Tom realized that he needed to confront this fundamensdlogque
However, his response was powerfully reflective of his social location as midtlle class
male and the consequences of his privilege. Wigemas challenged, Tom struggled to find his
words. His response was disjointed, disrupted, and disordered. The fundamental question was
about acknowledging the difference between Tom and Nic, the racial diterétowvever, Tom
was unable to say “race” or “skin color.” He attempted to keep race hidden irkhis tal

Retreating Mechanisms

Tom retreated to an erasure of difference by invoking “certain core valuesdhal the
same.” Tom used two particular mechanisms to help him retreat to colorblind notions of
experience-- “distancing strategy” and minimization of racial/etbffenses—to suggest that he

is once again taking a “neutral” position. Case and Hemmings (2005) refetatocaig
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strategies as avoidances of being implicated as racist or compl@&tismr. Tom tried to
reposition himself as being able to speak to Nic’'s experience with as much suabadyit had,;
as well as to evaluate that experience for meaning and worth. He continuedidisd@acism
and exhibited his ignorance of white privilege when he stated: “But a lotta’ pespleaye
respect [for others]. You know, | just grew up respecting other people.” Resp@civitege
that Whites receive without having to prove they have earned it. In fact, whits gkoof of
this earning. For people of color in a racist society, their skin is seen ash@beither they
cannot earn respect or that they deserve disrespect. Tom did not demonstratenessvof
this reality, another privilege that he has.

Tom utilized a strategy that is designed to minimize the observations thaaNé& and
to maintain his privilege. Tom translated racism into personal paranoia. He didttissteps.
First, Tom excused his own experience of discrimination, noting that he has exgatheacing
anti-Semitic remarks directed at him. However, Tom reduced this attack to Hjokimg(’)
based on his assessment of the perpetrator’s intention. Further, Tom takécsvpgwer to
name his own experience and positions himself as the only one capable of definipgraanez
with racism. His statement: “But you can tell like when someone genuinalysisemething,”
evidenced Tom’s intention-denial (van Dijk, 1992). For him, racist or discriminatogrks
are acceptable if he deems those remarks anateoidedo harm. His willingness to dismiss
discriminatory remarks delivered a message to other members of thgfoapqsubtly) that
Tom was not overly “sensitive’— another common discourse about subjugated people’s
responses to racism. He went on to say “l never thought that someone was gveutréalyet
me.” His statement suggested that the listeners’ own perception of the dislogan&ral to the

discussion. Further, that such perception of someone being “outrte@gstparanoia on the
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part of the listener. Again, all others present in the focus group were peoplerof To¢
discourse of people of color being paranoid about racism was a dominant theme that Tom
revisited in his talk. Tom’s use of this discourse was an indirect responsedabkstion. His
retort signified that the fundamental difference between them was hty aigoerception and
Nic’s paranoia. However, Tom exhibited his privileged position as a visibly Whieeand
elucidated the perpetration of circumvention that White people often use againstqiembbe
in conversations about racism.

Finally, when Nic asked Tom to explain why he has not experienced whaadidom
is directed by the inquiry to confront his positionality. The difference in experiand identity
is placed squarely in front of him to name and admit. Nic removes the insulation, @isd col
around the edges of Tom’s white talk, rendering it visible. Cornered by his own argument of
logic and insistent white reasoning, Tom must now present his own common sense@nswer t
Nic’s critical question. Exhausted by his own denial at work, Tom gigesMaybe, |
dunno...” he says. Tom did not giire instead he suspended the conversation by expressing the

possibility (“maybe”) that he does not know.

Talk of Knowing and Doubting

And it's like you know when you’re being targetedlike it's something that you learn, something from
experience. Like yoknow.And then you also know when people are being genuBut it's a feeling, you
can't describe it. It's an instinct. It's almoairhan nature for us to know like alright we're betaggeted.

- Nic
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Nic, a subjugated person in U.S. American society, confidently recounted hiseagpstwith
racism. He said that he would “always analyze a situation... for eveyyttman it is.” He was

clear that his understanding of the situations he presented was accurats. dégmzant of his

own positionality and the keen awareness he has about the probity and prejudice of people. H
“knowing” has authority, epistemic authority. Note the shift he makes in the aladbement as

he discussed the knowledge of experience he later calls “instinct.” H&tsagbnosthuman
naturefor us to know, like alright, we’re being targeted” (Author's emphasis). Nitaas the
awareness people of color learn to exercise from the varied experienchavhevith racism in

his response to Tom’s doubting. Nic calls on the “authority of his experience & &000) to
validate his recounting to the group. Yet Tom, who spoke from his own positionality, would not
validate Nic’s experience. Nic’s epistemic privilege meant nothing to Taam dssumed a
position of superiority based on his unearned and unnamed privilege in society to deny the
authority of Nic’s own experience. In the conversation, Tom attempted to have Nidhaoubt
interpretations and suggested not only that Nic did not “know for sure” but that he mayeven b
“paranoid” in his thinking about the situations he outlined to the focus group. Although Tom
had “never been in that position” of interfacing with law enforcement in the wayNitha
described, and therefore had no cultural or structural knowledge of racism skeditisat race

was a not a factor. Tom was committed to his “inverted epistemology” (Mills, 2000y’s

own reality. However, Nic would not concede. Finally, Nic asked Tom the criticai@quésat

propelled him to make several reflective and disjunctive responses.

White race talk occurred in the second focus group (FG2) as well, whergehstgiof

the group included a White female student. Jessica, a White young woman, walkex nfean
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focus group with one Asian American female, one African American female, anéiftizan
American males including this researcher. During the conversation, Jedsluted
microaggressive behavior and white denial in her talk. Sue et al. (2007) descrinesults as
“‘communications that convey rudeness and insensitivity and demean a persahiseritage or
identity” (p. 274). Often, the perpetrator of these slights is not aware. Howevengssage to
or about people of color is clearly conveyed. The following response from Jessvwes her

microinsult about employment opportunities, policies, and “minorities”- people of color.

Um, | consider myself, | don’t care, white, Caucasian, what ever you want toecal
(laughs) | don't care, um, but with the check boxing, | usually opt not to even check one
like what's it matter, who cares. But, | don’t care what | am so why slyowldut with

the, um, with the employment sometimes because I'm. | have an internship but while
was looking I'm like, can | please just be a minority. (laughs) Then thesglirhe

please, um, so. I'm white, Caucasian whatever, um. but, um,

First, we hear Jessica’s ambivalence about acknowledging her whitem&$srent contexts.

She considers herself White or Caucasian but she is not always willing to “bedudxt’ and

identify herself as such on official documents. Jessica used a double strafsagitofe self-
presentation” and “negative other-presentation” (van Dijk, 1992, p. 89). In her positive sel
presentation, Jessica claimed her White identity and suggested she’s not stwek(trdan’t

care”). Atthe same time, she used a negative “other-presentation” thateésesutgh to

almost miss. She goes on to convey messages about people of color with her comment about

searching for employment—"While | was looking, I'm like, can | plgasé be a minority.
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(Laughs) Then they'll hire me...” This comment conveys a message that msarg
automatically hired (a false notion of affirmative action policies); andaalifications of skill,
experience and education are secondary to minorities’ racial identitiealsBhismisses the
reality of discrimination in employment that minorities face. Bonillaa52006) refers to these
views of this type as story lines of color blindness designed to help keep peopla Gincthieir
place.” Jessica’s make-me-a-minority fantasy, even if suggested in huflemtsra notion that
people of color are in a position of advantage and hides the truth about racist, whiteasigire
hiring practices that constrain their lives. Jessica’s fantasy about tieisamiher race talk is

also a denial of white privilege which offers her systemic benefits ety

Hip Hop Race Talk Generation

Students theorize about race. In everyday race talk, students interpret theiaidss
of race around them. They especially consider popular culture icons and aodretechégures
to decipher new articulations of race and/or racism and convene informal sumd#suss
their postulations. These conversations reflect the process of race fasr{@imi & Winant,
1994) that students are engaged in; and the influence of social location in their various
articulations of race ideology. Students do not adhere to “old” and fixed ideas abpbttace
reinterpret race identity and meaning from macro-level behaviors aasyatllitical projects of
older people and industries.

Hip Hop culture has become increasingly important as a medium and caiahgstef
meaning making among students. In the following quote, Terrence discussed hmw race
explored in the weight room with his football mates and others in the athletic contjgex

reported this talk as a witness and participant while responding to the discohiseesrs in
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the present conversation. This reported talk in Focus Group 3 (FG3) provided insight about
racial identity in the twenty-first century and the impact that Hip Hoghhdson racial identity

and meaning.

T: A lot of us (athletes), we talk about race because of like, what we do in tje vweem
like hip hop and oh, “why it's always that all the black kids want to listen to hip hop all
the time” but it don’t be that way ‘cause some white people want to listen to hip hop, you
know, ‘cause they part of the hip hop culture or, um, like the Obama thing and how he’s
relating to the Hip Hop culture and how he was on BET. We had a big discussion like, it
was like 30 of us in our, our lounge area at [the athletic complex] about how he was on
BET, on 106 and Park or something like that and how a couple of days later they had
Snoop Dog on, you know one of the BET shows talking about it and how hip hop is
becoming, you know, Obama’s focus point and how like a lot of my white friends are
saying because he wants to get those black voters that don’t usually vote to votd), like, i
start like that and those sort of things. Or, like hip hop and the whole Eight Mile movie
came out, | remember like a lot of my friends are like “Eminem, he’s black,you
know, he’s really white. And like how, a lot of people would make jokes like oh, | know
everybody pretty much heard it, like black people and white people traded. They got
Michael Jackson and we got Bill Clinton, like a lot of those stereotypes, likbéael

that like tons of times. (they laugh)

Terrence reflected on an exercise that his coach began in the weightvioema each

athlete was allowed to choose the station or music that would be played during sassiugs.
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At each session, teammates had to decide whose music would be played. This important
exercise of choice and decision making yielded an unintended byproduct- keaedtdlecomes
related to authority and power; therefore race relations. In his talk, Temeted the role that
Hip Hop plays in evoking talk about race in the weight room. This talk was so important that i
moved from the weight room to the main lounge in the athletic complex where about 30 students
continued the discussion. It was the presence of Hip Hop that facilitated these atommvers
about race. Although there is a racist perception that “All the Black kids wastieto to Hip
Hop all the time,” Terrence points out that many people who identify differ@atially) share
in Hip Hop culture, which has disturbed racialized music listening with its broad appeal
Terrence talks back to the notion of a race-specific Hip Hop appeal and the rauftraea
essentialism and music by invoking Obama.

Terrence brought up Obama to emphasize his point about the importance of Hip Hop as a
genre of music and culture that must be taken seriously. Obama, then a présaleditiate,
was not only “relating” to Hip Hop but recognized the power and influence of the culture.
Hence, Obama moved into Hip Hop space, as represented by Black Entertaineasiohe
(BET) and one of its prime Hip Hop video shows “106 and Park.” Hip Hop artists like Snoop
Dog discussed this visit, reinforcing Obama’s presence in Hip Hop spaaeencBespoke about
the strategic cultural sharing capital that Obama, now president of thel Stettes, recognized.
“Hip Hop is becoming, you know, Obama’s focus point.” It wasn’t just about gettiogét
black voters” as some White people were saying; it is about recognizingrifeeant art and
cultural form of Hip Hop, a genre created by Black people and embraced by tde Wertence
continued to resist ideas that marginalized or diminished this significance, dittidueby

juxtaposing what “white people” or “white friends” say and do with real lifergtas that
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demonstrate otherwise. This is important for Terrence because although Hgpfbliop i

everybody, it is deeply connected with Black people and he identifies as one.

Race performance has changed. It is no longer the Black young person from the inner
city who raps and creates Hip Hop music, but it is also the White guy froneNyatrchigan of
Scottish and Russian ethnic heritage. Born Marshall Bruce Mathers Illdos&ph, Missouri,
Eminem won a Grammy Award for his first cd “The Slim Shady,” releasd899. His second
project, “The Marshall Mathers” Ip became the fastest selling Hip Hoprallbbtnistory. The “8
Mile” is a Hip Hop dramatic film about a young White rapper’s struggle &paet among his
Black peers, starring Eminem. This film also received major recogniti@m \Eminem won an
Academy Award for Best Original Song- entitled “Lose Yourself.” Thas\Eminem’s first
song to hit the #1 position on charts in the United States (maintaining the position forks2 wee
Hence, Terrence’s reflection on Eminem and the impact of Hip Hop on racial identigtion
and race talk is particularly significant to the overall discussion of meanikiggrebout race.

“I remember like a lot of my friends are like ‘Eminem, he’s black,” but you know tesilly
white.” Terrence was asking what does it mean to be Black? What do skin color and

performance say about race?

Terrence and his friends used popular culture figures to talk about racésneaslosure,
a category with imprisoned ideas of how one should Imeustbe as a racialized being.
President Obama, Eminem, Michael Jackson, and former president Clinton represent thi
struggle for Terrence. He views this as a struggle for all raced people. Riserimus

discussion or humor, these figures mirror to Terrence the bearing and befewlddémace.
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Barack Obama’s participation on Black Entertainment Television (Bid)his outreach to the
“Hip Hop generation” as a presidential candidate makes an incredible stat@inout the power

of this music and culture. Mr. Obama himself has been a catalyst for robuststhecon race

and politics in the news media. Further, he has challenged perceptions of the U.S. gresidenc
and the roles that African Americans can play in politics. Like Barackn@p®lichael Jackson
and Bill Clinton represent people who have transcended particular perceivedl@acehile not
transcending race itself. Unlike Mr. Obama, Jackson and Clinton are often ussckitrading”
comedy routines: Michael has endured lighter phenotypical changes and Bill has bee

considered a “cool” saxophone playing politician and smooth talker, attributeddo @&iol.

It is this kind of reflective humorous talk that allows students to discuss gensfics
like tokenism Note the following exchange between Brian, Terrence, Jossette, Mei and me, as

Brian discussed race talk while working at the health center on campus.

B: The reason we do talk about race often is because I'm pretty much the ocdnAfr
black person there, um, and just recently they started to hire, ah, more black people and
people of color to actually be part of the ambulance service. Um, about a s&gesdter
was pretty much the only one there. Every one used to make jokes about it, like oh, you

know, “Where are the rest of the black people” and stuff like that because

T: Token black guy
(Terrence comments with dry humor using a different voice and Mei chuckles in the

background)
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B: Yeah, | was pretty much like, yeah, | was pretty much the token blaasf gloe
ambulance. So, it became an issue to the point where | tried to get other people involved.
But, um, | remember the, the interview process. One of the students from Unpiversit
Ambulance actually does the interview process. And, um, last semester, with the
interview process a lot of white individuals got in but, none of the black individuals got
in and that surprised me. So, | didn’t know if it was something dealing with the people
who did the interviews or if it's just that, you know, these people of color just didn’t want
to be part of the organization. Y’know, but, now | see that maybe that interview process
might have changed or something, or maybe more people actually want to betpart of i
but they are starting to bring a little bit more color there and, | meanss gtgenot
being that big of an issue now because there’s more color being brought to University
Ambulance. But, I'm just happy that there is more color and I’'m not the only, dolore
individual there. It wasn't really a big issue. You know but, it's actually goodedtsat
there’s more than just Caucasians there.

P: Why did you? (laughs) Jossisa, what did you look at Mei and say, ah, | think i/beard
kind of mimic “more color’?

J Ah, no, I said I like his haircut. (laugh) Oh yeah, yeah, yeah, yeah, rs& ‘batsaid
more color. Like Oh yeah, color it in. (They laugh). That's funny. Hmm...Like

...coloring book...Like color it in.

There are three significant points of analysis that | want to make ab®ektiange.

First, Brian described a fairly serious issue at his job where he had been tBéachklgerson
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there for some time and where he endured marginalizing humor from his Whitelcersy

There was race talk at Brian’s job precisely because of the scaitdiaeirsity among
employees. Brian’s presence was the catalyst for race talk. This tallcidradescribed was in
the form of humor. Yet Brian was making serious connections between race and employme
practices and conditions. He talked about trying to “get other people involved” (resmt)itind
observing that “a lot of white individuals got in but none of the black individuals got in” (hiring
practice) to his surprise.

Second, Terrence introduced humor within the focus group even as he drew an important
conclusion from what Brian shared: that he was the “token black guy” at his jalendecould
have presented his thought in a serious tone, but he didn’t. He chose to accent his observation
with slight humor by changing the tone of his voice, which might have allowed himaeesc
contention if it was received negatively. Being called “token” is gewydradllting to people of
color. However, Terrence’s comment allowed Brian to expound further, interpasithgharing
more about his experience.

Third, Brian’s talk of “more color” and use of “colored,” a misnomer | heard many
students exploit when attempting to talk about students of color as a collective gasugemnly
corrected with humor by Jossette. The focus group membership provides the conkext for t
humor. In this particular focus group, all the members were people of color, incluiding t
researcher, who was also affected by the humor. As we talked race, we raiedkl dive
talked as a group of Black, Latino, and Asian individuals who understood each other’s

experience and gave each other license to critique the racial situationsithatescribed.
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Listening

Students of color take note of how race talk begins as they make acquaintaimces wit
White peers. With their “ethnographic gaze” (hooks, 1995), Black, Latino, and AsiamcAme
students in my study, who reside in both the center and margins of the campus, were able
delineate the talk strategy used by their White peers. Students of colobelésth the
ignorance and the communicative method used by Whites to defend that ignorance and avoid
responsibility for it. In the following excerpt, we see how Amy, an Asiarerean female, has
learned tdistento white race talk.

| have learned to listen to other people before | say something because sonmetimes

first thing that they say and they might be ignorant, they might not know about the

history of so and so which in most cases they don’t because we do not offer Asian

American or African, or some people don’t take African-American or Latundiess

before they act or speak, they don’t. They just don’t know the background content. Um,

so, I've learned to let people speak and listen to them, um. And then engage them. |

actually ask them, where did you learn that from? Makes them think about what they

learned, um, sort of in a calm way so it's not the [curse] that comes out and ykay're li

what the la, la, la, like, you know, me lashing back out and then all of a sudden a

conversation disappears.

Amy discussed how she has learned to tolerate ignorant race talk, spgaiftutdl race
talk that is not based on sound information, as she listens. As a person of color, Amy
has learned that she is compelled to give air time to white noise, “ignorait¢”’ talk, in

order to develop and maintain a conversation with her White peers. Hence, students of
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color who wish to engage their White counterparts develop a strategy for talking/thees
listening. First, they listen. Second, they must “calmly” engage White sgeaitk questions,
suppressing their rage (“lashing back”) at the white noise they would have heardy ito orde
allow their White counterparts to reflect on what they have just said. For fiesirgf the
conversation, people of color are almost taken hostage by the scheme of white ggaachnc
then forced into a labor of silence and emotion suppression. If people of color were to kEtsh out
the ignorance that incited their rage, the opportunity for learning- thersation- “disappears.”
Even though her White peers have refused other opportunities to learn by taking icourses
various Ethnic Studies, not all of which are available at the university, Amy hopesthéheduld
enlighten them when interpersonal opportunities for learning were manifested.

Amy reflected on her own growth in the ability to engage in dialogue with petple w

expressed ideas based on ignorance.

It has changed, um, back then it was immediate response. Now it’s just like, “Huh,
really? Where did you learn that? Um, | would like to know where you learned that?
Um, did you know this?” Um, so it's been.... It's been drastically different. I've
approached it in different ways since my freshman year all the, you know, papplg s
something that | thought--even if it wasn’t targeted at me, to someonatleéserdrican-
American, Latino or even Native American-- I'd be like “You don’t know enough to say
that,” like right off the bat and then they would be defensive, then they would try to, you

know, recover themselves, um, going [out] the back way...

162



Questioning ideas, rather than immediately stating a response to the coetest] s& be a

more productive effort for Amy in confronting her peers. Additionally, Amiedaout her

White counterparts’ defensiveness when confronted by people of color and howeheyt &bt
recover from revealing their ignorance. Amy’s awareness of the “senmaotie,” (Bonilla-

Silva, 2002) of “going out the back way,” that White students make to avoid confronting thei
ignorance and racism highlights her ethnographic gaze as a person of csléine Epistemic
knowledge of White behavior that people of color see in everyday life that haschasigdt

compelled them to develop strategies of talk for race dialogue to occur.

Similarly, Clayton, an African American male informant, reported ralkeshared with
his White roommate and discussed the dilemma of white race talk that offensibgeest. A
member of the second focus group with Amy, Clayton also discussed that he refi@med fr
lashing out at his roommate so that he could hear what his roommate believes.
Diversity, he says, he knows [about it from] living in an urban area. | said “Howwdo
know, how do you know about this?” He said “I played baseball in an urban area” and
(laughs) | said to him, “So you know diversity, you know this and you’re telling me about
Latinos and you're telling me about minorities that they should get back to wilegre t
came from, do the process right and all of these things.” And I'm saying “You have no
experience. Your father makes, your father pays for you to come herea sigask and
pays for you to come here. You have no idea.” But, | was a little upset but | dein’t la
out on him because | understand and I've come to realize that he’s, he’s tellmigain
he believes. Whereas a lot of people believe but they never say it and | rleapkethas

the courage to say it and | think he’s working towards a better goal because piekasg m
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a roommate is kind of, you know, obviously I'm not an easy person to live with. And he’s
uh, but picking me as a roommate | think signifies a change in him trying to understand
others and understand people who are of minority descent. But that was one of those

ignorant comments. So, that's how we started talking about diversity.

Clayton highlighted the differences in experiences with diversity thahtdéis White roommate
shared. Clayton has lived in an urban environment with some resource challengesswhile hi
roommate has been accustomed to financial privilege and lived in a suburban environment for
most of his life. Clayton underscored these differences to the focus group in histrégdrte
between him and his roommate. The roommate felt that his limited interactibnStivers in

an urban environment, specifically through sport, provided him with knowledge of diversity.
However, after laughing in response to his roommate’s naivite, Clayton argubdthat
roommate’s claim of understanding or “knowing” diversity was incongruethtather
statements he had made about Latinos and other minorities. Clayton reported hqeraeces
to his roommate: “So you know diversity, you know this and you're telling me about
Latinos...about other minorities that they should get back to where they came fromesé T
comments were in the exchanges he shared with his roommate.

Then Clayton continued by talking back to his roommate indirectly while in this foc
group. He reflected on his roommate’s talk and responded in the present. Clagbiowuahis
roommate’s lack of experience and class privilege. “You have no idea,” Claytipmesating
the notion that his roommate really understood diversity. Clayton’s retort waseadlomat his
roommate’s lack of diversity awareness in general and specificallgrfosance of the person he

was living with—Clayton. Then Clayton shared interesting commentary onpbeae talk
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with the rest of the focus group about constraining his rage and not lashing out on histaomma
because “he’s telling me what he believes.” Clayton’s comments had poignanat/he t
acknowledged the role of openness in his roommate’s talk, which Clayton sees emphtatt

work on understanding. Apparently, his roommate chose him to reside together for this
particular reason. The advantage to this openness is that Clayton knows wbairinmate

thinks. Clayton acknowledged that there are others who would think as his roommate does and
would never say what they think. Such unspoken ignorance is not respectable to Clayton. He

appreciated knowing where his peers stand on issues of diversity.

Race Talk Chalk: We don’t do what they do
Another theme in the race talk of students of color was “boundary maintenances (Myer
& Williamson, 2001). Boundary maintenance is a legacy of segregation and racgisehat
have encouraged subjugated people to protect their enclaves as places of refuge fesm Whit
Maintaining the boundary in race talk can sometimes be expressed with thendsrthey. Talk
of what “they” do in contrast to what “we” do can help sustain enclaves that have been
threatened. Natasha reports talk of this nature.
The differences that I've seen, of course, you know, certain things tamaybe
Caucasians do | know most people in African-American community or minority
community wouldn’t do. Like, you know, they talk, some people brought up about, you
know, when winter comes, you know, a lot of Caucasian people like to still wear shorts
so they wear flip flops in the rain or they wear, you know, they just do stuff that you
know other people are not used to. They like, you know, “only white people” type, they’ll

make a comment like that. So, it's like there is a difference between therhgarago
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being roommates with, people of Caucasian, race, you know, you see different things that
they'll do. Like certain things don’t bother them like especially like the tidinéshe
rooms and stuff like that and it's not to, you know, you can’t put that on everybody on
one race....
Natasha reports and makes her own race talk that maintains borders betwesrnaWheople
of color. She reports that people (of color) have talked about Caucasian’s alteeahder
seasons and different ways of maintaining a college room. The “only white ptadklef
certain behaviors maintains a border of what can or should be authentically Asgsica,
Black, or Latino. However, Natasha interrogates this us/them race talksastd absolute
vocabulary such as “all,” “only,” and “everybody.” She warns that it would not be avise t
generalize any one race for certain behaviors as though all people who afeddientihat race
category behave that way. Natasha later called this behavior “revasse’rand “indirect
prejudice.” These worrisome terms suggest that Natasha has adopted sontengiuidge of
this color-blind era. She continued on to share her view of racial vocabulary that is ver

controversial race talk among this generation of young people and others.

| try not to engage in that type of stuff. Especially by, you know, what usingrncerta

words like, you know, like people like to use the word niggah and like, you know, call all

the races certain things like | don't like and | don’t allow anybody else ti aegund

me. ‘Cause we will have a problem and with certain people, you know, they like to argue
back to me and that’s fine, you know, ‘cause certain people feel like why cag’'that,

you know? Some people have certain words like the word bitch for girls, you know, they

like to use that with each other, you know, they look at these things as words of
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endearment now like no. (laughs and snickers) I'm not going with that so, and no one, to
me, has really given me a reason why, you know, they want you to use that as a word of
endearment now. But, | mean that’s their personal choice but just don’t do it around me
so, you know, you get a lot of that being on your own. Being able to be out with people,
um, on college campuses, different types of people and stuff like that, you startéo notic
like, you know, like we have to, there are some changes we need to make within
ourselves also so that we can, you know, help in this fight to try stop a lot of these things
that we're all complaining about from all aspects, you know, whether you'ree\¥hs,
you know, Hispanic, African-America and stuff like that, so. That's some of the
differences that | have recognized being here at Findings.

Natasha’s critique of negative racial epithets that are sometimes wmedtiwerted way as

“terms of endearment” is relevant to any discussion of race talk and the Hip ratien. It

is this generation that is largely connected to a music and African Amexitaulture that has

expanded to mainstream global phenomenon who are committed to the “oneness” and

transcendence of Hip Hop. Terrence’s comments earlier in this chaptensteste this idea

shared by many people in his college student generation that Hip Hop is a uraisteimah that

is valued for its material manifestations and its facilitation of polipoaver. However, this

generation has been criticized for not interrogating Hip Hop’s connectiolat¢&ri#ss more

meaningfully to understand its inherent politics as a Black cultural artWegén, 2005).
Cobbs and Grier (1968) describe the process of inversion used by the enslaats Afric

in the United States as a method for them to turn the language used by their “omtneagodol

for their own purposes that would counter their oppressors. Hence the use of term’“asggah

endearment remains controversial as it is not clear how its use counterst®iarehistorical
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oppression that this generation of young Black people seems to be disconnected tasha Na
also criticizes the use of the term “bitch” for women, which has been usedarsityin the Hip
Hop industry largely dominated by male artists. Similarly, “niggah” has bemmodified by
the Hip Hop industry, with gatekeepers and beneficiaries (record execanideghers) who are
predominantly White males. While this dissertation is not primarily concerribdhe debate

of words, this issue is relevant to the analyses of race talk because nallesiihe
interpretations students make of words and race discourses within the contextialzed,
racist, and color-blind dominated society.

Natasha snickers at the argument of inversion or the term of endearasent t@ excuse
the use of heavily racialized and gendered words that have been historically used ® oppres
people. However, Natasha does not make strong connections to institutional oppnetbsson i
talk; she focuses on the personal level of interaction. She suggested thahtsraié the right
to make their choice whether or not to use these terms, but she also had the right not to have to
hear it. Natasha thought about this issue more politically and asserted thahiindd be a
difference in talk when considering the larger context of the struggle toj@sticge. Not only
was it important for interactions with a racially diverse and multi-gexadeampus, but for the
greater cause of ending oppression. She said “There are some changes wenagedntithin
ourselves also so that we can, you know, help in this fight to try stop a lot of thesetthtngs
we're all complaining about from all aspects...”

The next comment that was made in the focus group was from Jessica, who picked up on
the boundary maintenance talk that Natasha described as “reverse dismmiinkessica

advances this storyline of white victimization and a “cycle” of racisrhgha has experienced.
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Um, | experienced a lot of, um racism towards me, in my freshman yearsbeufamy
friends were such diverse people and came from diverse backgrounds that whether they
were joking about it or like seriously like, I've heard that a lot from all of ‘&thy do
you all wear flip flops? It's snowing and I'm like, | have boots on. Not all (laxghof
us are. (they laugh) Um, so | had to defend my race a lot even though some gol®rity
are like “whatever.” (They laugh.) Um, so, | | completely agvél you and that it's a
cycle that continuously goes around like the kick the cat example where you have a bad
day and you slap your wife, she hit the kid and they kick the cat. Um, and | think, whose
gonna, you know, it needs to be stopped but what are you going to do and who’s gonna
do it or the group’s gonna do it? Um, so, that's my experience and, (sighs) it,wasn’
wasn't, it wasn't pleasant (laughs) so | understand where minorities comeUdm, and
| forgot the question but | wanted to comment about that.
Jessica utilized a “Me too” strategy in her talk that repositioned her as.vitt her race talk,
Jessica noted that she had experienced racism during her freshman yeae'beicdiversity.
She conveyed that it was because of the diversity of her friendships that stenesperacism
through the race talk of “what they do.” Jessica talks about defending her racbdsam
unpleasant experiences—experiences that have helped her to understand whaswgaoorit
through. She wants it to stop. While this talk reflects an equalizing procesgwhdge and
vocabulary made by the students, it does not call out the power differentials oferacehyi in
U.S. social relations. This is another suggestion and reflection of color-blind talkdidg a

more critical view of power and privilege.
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Talk about the race walk/ Walk the race talk

This section explores talk from two students about the ways race is performed, &s
performance of race talk. By performance of race talk | mean thepearioe of speech that is
understood by some hearers as racialized or representing a particulaulrn&ometimes
such speech is assimilated and other times it is performed with intention, asvitodmg.
While Jossette’s talk occurs within a focus group like all of the informartss chapter so far,
| have included Geoff's talk from his individual interview because his talk isfisigmni to my
argument about the performance of race talk. In the following quotation, Jossetiigedielsow

race performance in social settings is talked about among her peers.

The whole, acting black or hip hop, all the stereotypes, um, | see that in a lot ofsculture

too ‘cause | know, um, for example, when my roommate and my friend who was Puerto

Rican and my roommate who’s Dominican, um, they pledged for white sororitiés and
still have friends that are Latina pledging for sororities that I, oh, shedl out. Or,

because of the way that she dresses “she’s dressing white, she’s a selimut.She

speaks a certain way, um, “she’s a sell out.” “You sound white” and stuff like that. Uhm,

and | know back where we’re from in the city, the more educated you sound, the whiter

you're getting....Like, I know, | came to Findings, | was here for &, yfe@ent back

obviously the way that | spoke changed because | was no longer speaking lika | was i

high school and | was learning, um how to use appropriate words | guess? And like my

best friends and even my sister who now goes here, they're like, “Oh my God, you sound

so white...”
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There were others in the group who agreed with Jossette’s description of race
performance and the challenges some students of color faced as a resute dutised some
of the factors that would place the authenticity of someone’s racial \denjgopardy,
including: 1. social fraternity/sorority affiliation; 2. representation shfan or clothing; and 3.
pattern or sound of speech (talk). These factors were deemed importantecizatants of
racial identity to potentially label someone a “sell-out.” The associatiedwfated speech with
whiteness from some of Jossette’s younger friends (of color) in her homeapyablematic
phenomenon that has been critiqued by many scholars. This social reality for gopiegqd
color is a condition they must negotiate as they pursue higher education. Not odlg coul
student’s pattern of speech or accent be considered a sign of selling out, butactidas could
be considered a statement of preferring whiteness. These concernsosfleconcern within
the communities of color on campus for the maintenance of authentic identity andlésangf
culture.

While some students’ speech demonstrated educational attainment orasdispkech,
other’s speech was used as social capital among their peers. Yet, for bothofjsiugents,
speech was a signifier of identity and something to negotiate. Geoff, a Wdigedmscussed
how he used different talk with different groups of people as a way of “handlinglffims
different situations. This negotiation of talk allowed him to expand his network and cross
boundaries.

G: Because | don't see race as an issue those around me will bring iteipuilLsee

me talking to some people and they’'ll say, “Hey Geoff, you're white.” ki, lis

that really necessary? If I, if | want to talk to him I'm gonna talk one itviatalk
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to this person I'm going to talk another way. But, what I'm talking about isell t

same. If, if 'm gonna do this it's gonna be the same.

Geoff’s ability to negotiate his talk- his speech patterns and words- soesgirovoked his
peers to remind him that he is White. However, Geoff did not see himself as someone bound by
identity. Hence, he code switched easily and purposefully often to negotiatayhilsrough
multiple associations. Geoff arrived to the Pre-First program with thisyabidiving exercised
it since he was seven years old.
I will, will talk differently to my white friends but at the same timeldtthem |
find it harder to talk to them than | do to talk to Tawanda, Chermaina, Nubia, Nia,
all these people, all these Black people. | just find it harder sometimes when |
talk, why | don’t get along with my roommate but like when [ talk to him I'm just
very. | just speak as properly and eloquently as possible as | can justlso that
don’t have to talk to him but the whole point is that he’s white. Almost all the
people on my floor are white... | just speak to them the way | basically speak at
home to my father.
In the above quotation, Geoff suggested that he not only uses speech to build coalition
and friendships across cultural borders, but he uses talk to maintain boundaries asswell. H
dislike for his roommate prompted him to speak to him and others with “eloquent” and isolating
speech. This is the talk he used at home with his father, which maintained staradali Geoff
used what he called slang as friendly talk, even when it placed him outside of tke Whit
performance that many were used to. The benefit of this choice is toeafiilthtBlackness,

specifically Black cool. Geoff makes the decision not to connect with most dlithenss who
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are White on his floor of the residence hall. Instead, he shuts them out with hiskrace ta
performance. In both Geoff's and Jossette’s race talk, they indicated thtlkaoestyle and

delivery can be political as a way to claim identity or disaffiliatesmme from an identity.

CONCLUSION

In this chapter, | have explored the dynamics of Race Talk as expressee lgwi
informants: Nic, Tom, Jessica, Terrence, Brian, Jossettte, Amy, Claytoneaffd Ghrough
their exchanges with one another and their choice of language and sequerd@},dttave
described students’ interpretations of race and shown how these interpretatiexggrassed.
Students are anxious to talk about race and relish opportunities that are “safegranbst be
singly focused on the topic, at least initially. For example, Terrence, hisegas) and other
athletes were able to talk about race while working out initially then continuendi$cussion in
a relaxed setting of their own choosing (the Athletic Complex Lounge). Popitlaieacons
played a significant role in this talk, providing sources to be interpreted anglesavhthe
students’ interpretations. Humor helped students to talk about sensitive themegacéialk
and provided entrance and escape routes for correction.

There were moments of intense exchanges when discussing the expeavidncasism
between people who represented different positionalities. When a Person of Cokbhghare
experiences with racism, he attempted to share facts that offered ththeaman different
settings. The White witness to this talk utilized a different set of sieatagan effort to

maintain colorblind ideology. These overlapping strategies included: 1. micrasiggses2.
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dominant denials; and 3. retreating mechanisms. For example, Tom assertedlas idea
standard or normal logic, positioning his views as truth and characterizing pacaamid and
illogical. Tom attempted to create doubt in his dominant denials of racism oguesthe
interpretation and authority of Nic’s experience (microinvalidations) andtisgsthe possibility
of another meaning through hypothetical suggestions. Additionally, Tom denied diferenc
denied racism, and denied his own experience to reinforce truth as a matter oftattenpaad
retreated to common ideas (“core values”) and finally suspended the conversatioid to a
acknowledging Nic’s experience. Denials of power and privilege preventefidmm
understanding the message in Nic’s sharing of experience.

Students of color shared the importance of listening as an important stategg#ging
and sustaining potential teachable moments or learning opportunities throughkradéita
strategy involves constraining their rage, holding back desire to lash out, to umtierisize
ignorant talk in the learning process. Another student of color reported race tafleddsig
maintain borders around racial identity enclaves and the troublesome talk ofdrivsttgically
oppressive language.

Although students held ideas of colorblind individualism, they struggled with varying
expressions of a racialized self in others. They did not want to be judged raciallyerhatide
be engaged to whatever degree in the collective exercise of evaluatingtber’s race
authenticity. This was a part of their talk about how other people performecmnaceow they
themselves negotiated performances in different spaces and situations.

Race talk is about the mechanics, content, and style of talk that utters rabe into t
soliloquies and dialogues of my informants. Race talk is part of a politicakraftneaning

making. Throughout this chapter, we see that students engaged race talk to nhaintain t
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position in social relations, identify themselves and others, and theorize alzount aagew way.
It is important to recognize Hip Hop as a major cultural frame that hasdheljgbape the race
theory that emerged from these informants. It calls for race inteipreéd the level of
individual experience that generally sees everyone as equal participantsnatrixeof

domination, which remains unnamed by the informants.
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CHAPTER 6 [DATA CHAPTER]

RACE: SHIFTS, STAYS, AND DRIFTS

This chapter, like Chapter 5, also examines much of the data from the focus groups in the
second phase of my research. In these sessions, | sought to understand how theshformant
views about race may have shifted over time. What would the students express toarach oth
about their experiences with and their understanding of race? How would thettadaoh
other and make meaning of their shared and varying perspectives? What kindsafangera
did they have on the campus of Findings University since their summer togetheHre-First
program? How did their experiences shape the discourses they would reflect inshgréaps,
and vice versa?

This chapter further explores my informants’ conceptions of race, decdiustsuaf
racial identities, and lived realities on campus since their initial sunmtlee Pre-First program.

My examination of these broad themes highlights the engagement of studentsimymezking
about race and the social consequences to this process. | will show how littkeethigiabout

race changed even though they speak about it in more nuanced and complex ways. | will also
show that while White American students continued to minimize race and racism\adl de
deeper into denial (demonstrated in Chapter 5), the students of color in this studg bexram

race conscious in college. Hence, these students’ languageadsushifted, while they
maintained similar notions of race over the years. Campus social seclitifenged colorblind
discourses and post-racial desires. Yet, students from various race/ethgiobad&

negotiated these differently. From classrooms to campus programs and daridbetwveen

students, these informants experienced the impact of race in their collegaiganer

176



Most of my informants expressed similar ideas about what Race is, threafteatheir
initial interviews. In some ways, | was surprised by this. | had antgcpaore significant
changes in their interpretations of race as a result of their acadamicg and experiences at
the university. For example, informants still seemed unable to explicitiyssisbe significant
role of power in the formation and everyday operation of race in U.S. socstgyeal
conception. However, focus group conversations demonstrated that many of the informants
developed more sophisticated ways of expressing their ideas about the congbledt/while
maintaining the core beliefs and concerns they held in the Pre-First iArtdgese years earlier.
That is, race is a social construction used to categorize people. Additionallyyéneshiftsin
expressions of race as a significant factor in their social lives on ananoffus. Fewer students
of color used minimizing language about race and racism. This seemed to bed thsil
experiences with race/racism during their college years. However, the $tldents in my
focus groups remained committed to diminishing race and racisréted toward the use of
microaggressions or white denial (see Chapter 5). These divergent views kétfoous group
sessions | facilitated reinforced the common theme of some student confusion &atidnus
with the discourses they inherited and perpetuated while desiring to be pdst-Fasa
negotiation of desire (to be post-racial) and reflection (of past and predeigs)easulted in

cynicism for some, and excitement at the possibility of cross-racial etiplofor others.

I. Conceptions of Race
A. Race is normal, systemic
Students discussed race as a social identifier to categorize human badieveK they

also complicated this further by exploring the significance of race @iscaldactor in the
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development of histories and cultures for different groups of people in various Wass.
considered the fact that historical figures and events have emergeska# afrbeliefs and
discourses about race. Further, essentialist discourses about race weregtizdxdeby current
events, contemporary figures, and the students’ own experiences.

In the comment below, the normalized function of race is discussed as an id#rtfier

structures our society as much as numbers and the alphabet do. Society relies on race

| do believe that race was, is used to identify people because whether we liketitvar
always categorize things. Sort of in the extremes, love, hate, um, AfricancAmer
Caucasian, white, Latino, um, what not, it's an identifier sort of like numbers iantif
concept. Um, and, um Reagan undoubtedly did it apparently, (laughs) um, but I still think
it's a concept that people are using as an identifier as a way of pin-poimgiog@a

‘Cause, even without race in general we talk about sub-cultures, we talk about, you know
the skateboarders, the rockers, the, you know, we just identify people and with that comes
the concept of, um, history, culture, what not. So African-American, Malcolm X, Matrti
Luther King, um, you know. | still take it on as a concept that we “make up” just to, |
guess the idea out there of who we’re talking or what we’re talking about. Whthe

good or not | don’t know, we just use it sort of like, why do we have numbers, why do we
have the alphabet. (laughs) I, I can’t explain that to you, um, but | still thifabivay
because we are still made of the same material in terms of our body chelanst we

are not that different from animals and matter of fact we are animalsufBut take it

that way, so.

- Amy, Asian American female
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[Race] has become very, very complicated to the point where you're actyeltytb

figure out people, um, and who they are. Um, I just wanted to add that it's just not a label
anymore. We use it as a label still but it's inherently so tied to everythirpwad how

we think of other people, um, through sub cultures, categories, ethnicities, um, places,
histories...

- Natasha, African American female

In the comments above, race is inextricably linked with culture, history, anglaye
interpretations. As several informants discussed in their initial interyienvg said that race is
one of the concepts we use to identify or classify human beings, grouping them Ishsoetk
biological composition. During the process of grouping, people develop cultures anesistor
Although race is a social construction, Amy argued that it is used to make sensevofid in
some way, much like numbers and the alphabet is used. These are all normaizes s
society takes for granted—numbers, alphabet, races.

Rather than arguing against the foolishness of race and racism as they dicih Phas
students of color in the focus groups emphasized the fact that race has been woven imtc the fa
of our society and how we experience life. They found race to be complex and difficult to
define. However, several ideas were shared to bring about some notion of race as a
“complicated” collection of concepts, including science, culture, identityakstructure,
categorization of people, binaries, geography, history, and politics. [ddtdkéd about the
significance of race beyond a simple “label” or identifier. It wad titeeverything people do

and think.
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B. Race is political

At the time of my third focus group (Fall 2008), the presidential campaign was in full
swing, which served as a catalyst for some discussions that troubled sdeakss) and
highlighted the politics of race. For example, Clayton, an African Americanngfkplored
how scientific racism and the development of a superiority/inferiority confy@dseed on race
made him uneasy. Then he deliberated on the role that race played in the presidepé@irca
and how Mr. Barack Obama negotiated or represented his (bi-) racial idertitghbut the

campaign in the media.

Okay, race is our need to be able to put a person or an individual in a box or, to
categorize them or to mark them in society in our desire to attach a cegaia ®© a

certain, uh things to that, to that marker, their genetic marker based on the genetic
phenotypes or the facial features or whatever the case may be and with flzamen

came racism and how to discriminate and how to say you're lesser than. Ithaor

you are. It's based on the idea that | need to be able to be better than you. How do | be
better than you? [You say] “I'm better” [because of] your race or by #yeywou look

and, you know, that’s evident throughout our history, historical times and, you know, I've
been reading several books about that. But, what is interesting the, the key iss@e of r
and this presidential election, how do we classify Barack Obama? Is leeonvisthe

black and if he’s black, he’s not black enough or, you know, how is he able to come
across and transcend racial division, racial lines, um, growing up with a whhemot

Kansas and a black, African father and yet he’s able to identify himskltivatAfrican-
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American community but yet not be labeled with Jessie Jackson or Al Sharptois, how

that possible?

Students grappled with the political nature of race. Clayton proposed that sa@sponse to
people’s need to “categorize” or “mark” various differences among people base
phenotypical features to which we attach stigma in order to create hier&abism and
discrimination result from stigma associated with phenotype categongand hierarchy. Then
he mentioned the presidential campaign as an example of U.S. American rétoeal wahin

the election process. President Obama as a bi-racial figure destasbeasialist notions of
race and their “pure” categorical attributes. Simultaneously, thedpreésas a racialized figure
demonstrates the persistence of the “one drop rule” in U.S. American societyprinhiple of
hypodescent maintains that one drop of “Black” blood in the genetic pool makes a person
“Black.” Further, Clayton observed that Obama disturbed the sociopoliticaintlysaf racial
identity, which operate in similar essentialist ways as sciensiism. Obama’s biracial genetic
composition connected him with a White American mother, rather than with descseafiant
enslaved African American ancestors, yet he identified with the Africaerisem community.
Additionally, Obama did not develop strong entanglements with the “old guard” Cght<Ri
leaders such as Jackson and Sharpton, thereby redefining Black politics. Glajtervations
of these racial politics reflected powerful essentialist discourses@that pervade society, as
well as his own strivings with race matters. Clayton later gave anpéxana situation he
encountered that expressed his “need” to identify people in certain cateddrieseed
extended beyond racial categories to gender as well. Clayton shared ienexdee had

meeting one of his peers whose race and gender he could not easily identify.
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| do look at the race. | do see your color. Though I try not to let it bother how latssoci
myself with you, | do see it. And if | can’t recognize it, it bothers me becdnas

experience bothered me and | even called the person a male. Now, ‘cause thesame w
Billy, but she was female and she was Native-American and | said, okay, youre on t
wrong floor because that day we must have messed up something. | said you're on the
wrong floor, you're Indian and your name is Billy so you shouldn’t be on the female

floor and she said No I'm a female and I’'m Native-American, I'm Indigenous@ahd s

felt real, real bad. But, this is our need to identify that person and that’s just, and have
that person put in a box or a category and being | couldn’t do that. | mean, it's an uneasy
feeling for me if | can’t identify who you are, your race, ethnicity, yamdgr. It's my

need to be able to identify, put some kind of label to you.

Clayton confidently expressed thatdh@essee race, in a sense rejecting colorblindness.
However, he desired not to allow his acknowledgement of race to determine how he would
interact or associate with others. For him, it was the inability to categmeople that led him to
distance himself from them, to “other” them socially and politically. His petses
demonstrate the intersectional politics of race, gender, and sexualitycolsge senior, he had
various experiences that disrupted fixed notions of what it might mean to reB&sekmtess or
Native-ness, or femaleness. Clayton examined these ideas in the faqusogigsplay his

personal work around these issues.

182



C. Race frustrates individuality

In another focus group (FG Ill), informants explored the complexities effram

varying perspectives, demonstrating in many ways their thoughtfulnesstadcubject.

Students are often frustrated by the varied and conflicting discourses.omteey explored

various elements that complicate their understanding of race, these infoevaked

individualism as the winning ideology. The following is an excerpt of the conierdstween

Tom (White male), Richard (Latino male), Nic (Black Latino male), MeigAg\merican

female), Julia (Latina), and this researcher (Black male).

Paul:

Nic:

Rich:

Some of you have said in your interviews that race is a human invention gr simpl
differences in skin color or geographic background. What is race to you?

| guess basically it is that, but at the same time, in this sotgetyiere than that.

Like as far as, when it comes to school, going to school and getting a job. Like
that's a factor and it shouldn’t be. Like | guess, and then, but most people would
say that’s all race is. But it does play a role in like what you do, how you do
interact

| think race simply represents culture. Uhm, | think um everybodyisreutt

very unique and represents compared to how they were raised and what
nationality they are. Um, | think that although like Latino is a race, when you
break it down to Dominican, Cuban, Puerto Rican, their cultures are very
different. Uhh, | think that's something we have to be aware of, just like you said
about Asians. They are very different cultures. | mean that's somethingehat

have to be aware of, and respect, um, amongst everyone.

183



Julia:  Um, | agree with you, but then, | mean, | was just thinking we wéradalike

Mei:

at first | was like yeah race would be like your culture and the kind of music you
listen to and all that stuff. But then there’s people who um who are of a certain
race and totally do not fit the cultural norms of um you know what people. So | |
don’t know, | think it would just like where geographically and the things that you
said, because um you know there are people who are, who are Black and live in
London and their culture is totally different than Black people who live in
America. And not every Black person who lives in America has the same type of
culture. So, I think, I mean at first when you said that | was like yeah it's
definitely your culture but now that | think about it you would have to break it
down a little more.

| agree. Uhm, especially when you have lived in different country, you
experience different culture, yeah, you just, it's different. Four yegrsvaen |

was in China | was still very different, (chuckles) although I listened terfgan

song at that time. But it's different. Like, uhh | experienced the culture in
America and | like it and | adopt some of it... So | think it's about uhh people will
be changed by the environment. Uh, what is it, the biological, DNA, your
personality is not really based on DNA. Partially, but your personalityoeil
changed by the things that you have gone through and your environment and
everything. So we cannot just judge a person based on their race or based on the

place that they come from.
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In the exchanges shown above, we see that Nic promptly responded that raceomfsanptrt
of the structure of U.S. American society- education and employment- but it als@pla
important role in one’s social expressions and interactions. Richard and Julia segtidut the
overlap of race and culture. While Richard thought race was used in place of cultare, Juli
proposed that there was more complexity to explore given that people who Sleassathe
“race” could express themselves differently in terms of culture. NotaldgkBeople in the
diaspora could be very different culturally. Blackness is not monolithic. Rdeiatity is not
monolithic. Hence, it is important not to essentialize or stereotype becaasedatity
expression is complicated by nationality, geography, and other culturaleoidgical contexts.
Race and place interface to construct different meanings. Julia emphasiregatteof
environment on people’s expression of themselves. Mei suggested that race arttbpldaeos

be used to judge people. “So then, what is race?” | probed.

I dunno. | don't live here by the way. (chuckles) | mean like, you are you and |
am me. | don't really care like where you're from. As long as we have common
ground, like let’s go. (chuckles) Honestly, race, like | do. | talked about it in the
beginning when I first got to America because | feel that | wasichs@ted or
something. But now as I'm more adapted to the culture, | don’t think it's that big

of issue.

Mei expressed some frustration with the discussion at this point in the conversatioasal of
race confounding her. She did not know what to say race was. Hence, she returned to a

discourse of individualism. (*You are you and | am me.”) Finding “common ground” should be
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the focus, she contended. Although she experienced racial discrimination whest stveverd
to the United States, she explained that she is less concerned with radialigicn now that
she is more integrated in U.S. culture. She was now desirous of a post-racianmepand
interpretation. Again, she demonstrated that individualism trumps sociallyweziad racialism
for many students today.
Tom'’s response supported this idea, suggesting that perhaps no one knows what race is

because everyone can determine what it is for himself or herself.

| think race and identity kinda go like, if they’re not synonymous then they
definitely go like hand in hand. Uhm, | mean it’s just really like, what you
identify with. Uhh, not necessarily how you're perceived by others, it's just how
like you perceive yourself, what race you think you are. Like you said, like, Paul
when you said to me like “Is that what you think?” Like “Jewish,” when | said
arguing about like I'm a white Jew. You were like “Is that what you think?”

Yeah | guess that's what | think. Like other people might perceive it ditlgre

When Tom added his comments, he reinforced the suspension of judgment by recalfexgetha
is connected to identity; hence, race is determined by each individual. Raensmed by

each person, according to Tom. This notion, shared by the rest of the focus grocts, trefle
individualistic nature of the informants and their desire to escape the judgmladeas of
others. However, for Tom, this comment was also about his right to determine his bite) (W
identity or to deny it. On the other hand, students of color continued to comment about the

potential for race and racism to hurt them —emotionally, educationally, sooiall
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professionally. They acknowledged a racialized self and recognized thabuit@atentially

denythemopportunities and a certain quality of life.

Three years after the initial interviews, informants expressed coonplex conceptions
of race. These conceptions engaged current events, personal experiences, anthdrgssemnti
their peers. They discussed the normalization of race in society and howiédsorefor
categorizing people, the stigmas attached to race and values of supanwiitfeaority, that
race is political and used in politics. They also observed that periodicallyatieea@omalies in
society’s system of racial understanding that confuse common (non)sense abbidenstity;
and that no race group has just one culture. These students were also concernedgnathieoei
to determine their own identities and their individuality not being limited bg. r&tudents of
color (Nic in particular) acknowledged that, even though it shouldn’t be, race issesat
factor in education and employment. This meant that race could deny thencangnif
opportunities to advance their quality of life. Yet both White students in the fomugsgstill

denied this important point—that racism was still pervasive in society.

II. Complexity and Fluidity of Identity: Deconstructing Race Identity

During the focus groups, | asked informants how they identified themselvesebyara
that | could determine whether or not there were any shifts in responsey tkiba about
identity in the presence of their peers. The resulting data was much richeo@cdomplex
than | anticipated. | found that students in my study were wrestling adgial identity labels at

a political level, not in terms of embracing race consciousness only but in a pybcess
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understanding and identifying with the most “accurate” term that des¢hbedxperiences as
individuals and connected them to a collective identity. For example, studentd voante
understand what the category “African American” meant and how it framed grempenship
ideologically and socially. This required an examination of terms, histodys@cial experience.
Further, some informants wrestled with and negotiated an understanding of ratenanity e
their discussion. In this section, | examine these observations through the cerohtlerde
informants: Natasha (Black), Amy (Asian-American), and Jossettan@)afihen | briefly
discuss the lack of data on this issue for the White students in my study. We Wwiksdeese

students negotiate identity in the politics of race.

A. “Black” Identities Under Construction

The term “Black” encapsulates multiple identities and meanings. Ssudecame more
aware of this in a diverse university setting where diverse Black peopéseeped, celebrated
and explored what it meant for them to identity as Black. Disjointed at firgisihNaexpressed
four key points about the African or Black American experience and identitst, $hie
expressed that it is a racial category with multiple ethnicities thiatace and/or resist the

“American” or the “African” identity.

... I'm trying to figure out exactly how to say it but for me personally, ike | don’t
mind being called African-American and then somebody brought up, you know, in class
they brought up something about, you know, why would we be African-American

because, you know, they feel like somebody being Asian-American they probably was
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from Asia or they, you know, people come from other countries and you say XYZ-
American so why am | African-American when | was actually born asdddere and,
you know, | mean, | guess black people should be considered one of the main races |

guess here...

| guess, ‘cause the situation with other Americans like Jamaican-#anerand other
Africans, like actually people from Africa who come to America. You know tlae h
this argument that don’t associate themselves with the actual Blaekigams who
actually live and are raised here in America. You know, they, they, they fediditees a

difference...

While the term “African American” has been used as a catch all f@l identity, some have
guestioned the appropriateness of the term for those Black Americans who were not born on (
may have never been to) the African continent. Such discourse also reflects the de
Americanization of Asian Americans. However, the distinctions promoted leebetveen
Black Americans and other Black people who are immigrant members of tharAfliaspora in
the United States as well as some multi-racial people. For examplendeeprefers to call
himself “Black” as a Black Latino because he identifies with more thai\fusan American
culture. Another informant, Brian, identifies as Black but not African Americaause of his
Caribbean heritage. Some Black immigrants attempt to distinguish thenfsehads.S.
American born Blacks, which energized the discussion on racial identity fddBfacan
Americans nationally. (For example, see Louis Chude-Sokei’s article itAtiieames, February

18, 2007; or the June, 24, 2004 NY Times article by Rimer and Arenson.) These artities dis
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the cultural distinctiveness of Black immigrants and the fact that theytareforced to pass for
“African American,” a term used interchangeably with Black. The expeggand cultures of
both African Americans and that of Black immigrants from a variety of natienlestrin this
“category crisis,” as Chude-Sokei calls it.

Second, ethnicity has little significance to other races or within the hegrafecace
reality in the United States when one’s skin is brown/black (the persistence ofypheadot

perceptions).

When you try to look at the opinions of people who actually come from Africa or from
Jamaica, Virgin Islands and stuff like that they, they see the differendgsdric |

mean who am | to argue with them if they want [to be] different. | mean, you know,
pretty much we all know in America if your skin is brown or dark brown, you’re looked
at as black period. You know, to somebody who'’s not from a black community,
especially when it comes to employment and stuff like that, then it's like duatands

not changed and it probably won't change for a very long time and it’s like, you kisow
much as they try to argue with people who look like them, try to argue their point like
“I'm not black, I’'m Jamaican.” Still we're in America; you're blackhet which way

you want to put it ‘cause, you know, when you check that box, you're not going to check
Caucasian or Hispanic, whatever the application might say, nine times outyofiten
going to check black or slash African-American or which ever way you gts dikét or
sometimes | guess they check other but some people, you know, some of them still

struggle with that...
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Natasha exposed one of the ways that race functions in the United States.tygthinionped
by race, especially in its phenotypical manifestations. Skin tone willndieieimany people’s
experiences. Further, Natasha noted that the structure of racial cat@gopesed on legal
documents force the hands of those Blacks in this country who may identify with thitmerce
national heritages.

Third, Natasha suggested that the history and contributions of African descendants i
America or of Black Americans is an important consideration in choosing tieapm®priate

race label.

Especially since we helped build this country, | guess, some people would argue, you
know, um but. I, | mean | look at myself as Black-American, you know, as just a black
woman.
African American contributions to the United States provided legitimate ¢taan “American”
identity specifically. Hence, it was important to attach “American’itteee “African” or
“Black” prefixes. Natasha asserts her blackness and her Amerisam®eause her race and
nationality are intertwined in the recognition of who she is.
Natasha concluded that she was comfortable with either “African-&axéror “Black
American” label because she viewed the heritage as the same, though shéeaigatthat
some immigrants or children of immigrants within that racial group vieweditegitities as
distinctly different from the U.S. American born Black American or Africanefican. Overall,
Natasha demonstrated that she understands the nuances of Black/AfricaceAnaemtity to
include immigration or nativity and the politics of race in the United Statesltles not always

acknowledge these nuances. She did not minimize race as she did in her individuahintervi
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but raised the complexities of a racial identity. She drew on her academic eh@soeriences
with diverse people in the African or Black diaspora to present multiple pexsgseotia Black
identity. Yet her core ideas about her racial identity did not change. Looking back on her
individual interview, she expressed similar ideas about her racial identithendportance of

nativity.

I identify myself as...l would call myself a Black American only becausge African
American, | see it as just like anybody would call themselves Chinesadamethey
were born in China, but came to America so that makes them a Chinese American. And
as me being born in American | would just see myself as Black American Afuicse
American would probably be someone who comes from Africa and becomes African
American. But | respect the title that was given to us as an AfricanidamerSo if |
was titled as an African American | accept it. | don't take it any otlagr w

— Natasha (Pre-First summer interview)

Three years later, Natasha expressed her views in more sophistingtehka with more

depth of thought. However, the same concerns for Black racial identity aréigsitor her.

B. Asian ldentities of Relation

Using what she learned about Asian American history, Amy discussed thespaflitace
in the U.S. She was aware that the census positions people from China and Japan in the same
racial group, in spite of their history. Amy spoke confidently about the cortediceature of

race and ethnicity; and she made a distinction between them. Three yeasArmfpconflated
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the two as she attempted to explain that she was an American-born Chinese woman. She
described herself as a “Chinese American Asian,” noting that she was raadiadhal” Asian;
she was “Americanized.” In the focus group, she explored similar elememér expression of

racial identity.

Asian-Pacific American is what is given in most applications, most cheasbum, the
problem with that is, Pacific-Islander is not in this area and we don’t havelalote |,

I'd like to consider myself Asian-American, difference being if yo&sgan in general

you tend to really have, um, a bias or some type of. It's hard to explain, wherenaainla
and like, you know, the offshoots of colonies in mainland how they don’t sort of like each
other. It's still the same way so there’s a lot of political problems gamngspecially in
Asian [nations], where we group Asia as one, yet we know the Chinese people hate
Japanese people just by history, sometimes not all the time. Um, but, | considiér mys
Asian-American because my family is first generation here sd hatie a lot of the
traditions of Asia, while being more American in the sense I've learneddtoeyhihat
Asian-Americans on this side of the continent | guess. (laughs) Um, | wkeltbli

further specify my ethnicity is Chinese because again we have. | alwaysskithdhof
“where-are-you-from, anyways, where-are-you-from?” Here. “No, whezeyou-from?”

| was born here, “No, where are you really from?” You mean where my pareritsraf?
They're from mainland China, yes, but | am from here, | was born and raigediherso

| guess I'll just end it like that. I'm Asian-American and my ethgigtChinese.

193



Amy amplified the distinction between Asian and Asian-American,fgiag her
American-ness as a U.S. born person with Chinese ethnicity. In her responsaaélmgn
important point about the term “Asian” as a collective label that encompasses gfrpepgle
(from various nations and lands) with histories of domination and conflict. In so doing, she
perhaps unconsciously alluded to the particular structure of race in the Unitectistate
interprets “Asia” or “Asian” people in a way that is dynamically differeom interpretations in
that region of the world. In the U.S., these relationships of domination and conflichahg si
ignored and set aside for the construction of an Asian American racialydaatimeets U.S.
political interests. American disregard for Asian dynamics of power am¢hetion also hides
its own truth of subjugation here in the United States.

Amy’s awareness of race politics in the United States has deepened &iad sipplied
this knowledge to her lived experience. She discussed race and ethnicity with mioy&aksgd
on multiple perspectives and experiences of Asians/Asian Americans.sA&orycerns for Asian
American identity and where she fit in to this U.S. racial order weredhaler initial
interview. Her deeper understanding of the issues suggests she did some work idepbuts

class to strengthen her knowledge.

C. Emergent Latino Constructions

The challenge for Latinos, whom Jossette described as a “mixed raced,psadipat they
are not always considered a distinct race. Though Latinos or Hispanidsemawgsidered a race
by people generally, Jossette acknowledged the role of the census in definaggthand
making meaning of race. The racial politics of the census conflicts withgbgiass of Latino

distinctiveness.
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‘Cause you, | don't know, ah, um, I think ethnicity makes more sense than race....
Because ethnicity is what you identify with culturally...Latinos, we'mi®ed race, we
come from very little Taino, Indian background then African roots and European roots,
um, the Spaniards. So it’s like we create this new race, but sometimes wevemot e
considered a race at all. I've seen some census things.... Like, you know, how, you have
to pick, they won't have Latino, they’'ll just have African, and I've writteragsrlike
why isn’t there Latino? They're like, they don’t consider it a race...But, usweird
and like it's hard as well to explain this to other people too because I'll be kke e
Latina and they’ll be like, “Yeah, so then you're black.” No, I'm not black, l'atina.
“No, no, you're black.” I'm like, no, and then | came up with this creative concept which
was that Latinos are like the color orange and listen, listen to me. Pleasaidge’'me.
So Latino’s are like the color orange because orange is a color rightsbuaide out of
red and yellow. You can’t say orange is red and you can’t say orangeois heltause
it's its own color, it's orange and that’'s how, um Latino’s are. We're not a priowdor,
we’re not a primary race that people talk about and that we can kind sort of know from
history.
While Jossette offered a metaphor about the distinct racial categbshthidentifies as
Latino— red and yellow make orange—the metaphor reflected a pure-ragerdestor any of
the other recognized categories in the census. At the same time, thegehsitlerfaced as a
Latina illustrates the messiness of race as well as its process archbpoditistruction. Hence,
ethnicity made more sense to Jossette because it allowed her to celdhragdmarily, and

disentangle her phenotype and “race” composition historically.
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During Jossette’s individual interview three years before, she dischssedltural pride
she had in being “distinctly” Latina. She was raised in a home where rac®igiscussed but
her Dominican heritage was celebrated as a special differenckdtatrily shared. Jossette
was taught to understand that culture “makes you different, in a good waghelexplored
racial distinctions using cultural examples, she was careful to expreSwa¢frat all the same.”
In her junior year of college, Jossette was still concerned with radialotiisns that would

essentially allow her to solidify her race identity amidst those of hes.pee

D. White Stasis

While some informants (students of color) were concerned about assertinga dist
racial identity, others (White students) expressed having no such care. Asidedrdata that
expressed the two White students’ denial in their race talk, there was liglthdbexpressed
any interrogation of their racial identity as White people. Beyond the privileget ¢finking
about or caring very much about White racial identity and its consequenceddqst¢11988;
Frankenburg, 1993), is the intention to detach oneself from race and the inherent power
relationships that accompany such identification (Matsuda, 1996). Like minghiie reality of
racism or the significance of race, detachment from a White raciaityderaty drift toward
reconceptualizations of reality and suggestions that (race) labels caeddeylenyone to do
anything to another. For example, Jessica, a White female student, attéongetach herself
from whiteness and then reinterpret her relationship to systemic oppressicappizach to

identifying herself racially was to state “I don’t care” and “whatexel want to call me” as she
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described herself as White or Caucasian. However, she discussed expefehatinfjracism
toward me” when some of her “minority” friends talked about their White peeeosgpically.

Um, | experienced a lot of, um, racism towards me, in my freshman year betauge

friends were such diverse people and came from diverse backgrounds that whther they

were joking about it of like seriously like, I've heard that a lot from all of. ‘€dvhy do

you all wear flip flops? It's snowing.” And I'm like, | have boots on. Not all (lang)

of us are...
So Jessica became witness to racialized jokes from some of her friends whstudents of
color. This allowed her to state how she is different from other Whites and to critique
generalizations. However, she also interpreted this experience as ommmtieted her to
others who are victimized by racism. Both Jessica and Tom demonstrated opennessity di
by their social behaviors—diversity in friendships and associations. However, these
relationships seemed to help nurture their detachment from a meaningfuteaicsaif and
foster confusion about racism because of their determination to deny their cempiae
dominant racial structure of society. Such denials prevented them from decamgtalldhat
“White” has meant and could mean, even for them individually.

While other informants unpacked the various cultures and ethnicities that have been
collapsed into their racial categorizations, White students did not engage itetfes@f racial
interrogation. Tom acknowledged his Jewishness briefly, but did not present any tatehat
that meant for his existence or the way he experienced the world. Jesse&caona
acknowledgements of ethnicity. Both students presented a single focus of sghitetresir
discussion of race and racism, with little examination of its meaning only thinddt is and

they are. Essentially, being white speaks all for itself.
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lIl. LIVED REALITIES ON CAMPUS

University campuses create a microcosm for learning and development. IBA%) (
described the university as a system with academic and social subsystentg, researchers in
higher education often examine the academic and social climates on camules to or
understand the factors that impact students’ adjustment, retention, integratistguttosl
interactions, etc. (e.g. Gilliard, Hurtado et. al., 1999; Smith, 1980; Suen, 1983). The d&ta in t
section is used to present an analysis of race in the academic and sodi&lihfengs. The
students’ experiences reflected much of the current scholarship about studetteisea
campus environment and the balkanization of race/ethnic groups which can lead to hurtful
experiences (such as Tintocalis, 2010). However, this data is of interesasoitnhelps to
demonstrate the shifts students of color made in their thinking about race anddigtiamce or
rejection of various discourses as a result of their lived campus experiSmadfically,
students of color had experiences on campus that shifted their discussions of race from
minimization to greater acknowledgement and interrogation of racafragcieveryday life.

Findings University, with its diverse student body, was still a predominahitg
institution. For my informants who all attended the Pre-First summer prodnamds a
particularly striking reality when the Fall semester offigiddegan. Many of the informants
discussed the change that took place, from a summer where the “minoritgafAfri
American/Black, Asian American, and Hispanic/Latino) students togetimstituted the
majority population of the program participants, to the fall semester \liereniversity’s full
population was exposed. This demographic shift in their college activities maplahagd

certain experiences in sharp contrast to the Pre-First Program. tvWantederstand what their
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experiences with a broader racial diversity since their firsegelsummer meant for them. How
did they continue to explore race or diversity? What were these exchangesamtions like?
The following data highlight the students’ interpretations of classroom aadrdotlar or social

experiences at Findings.

Classrooms, Race-rooms

“They told me. Khalil and Kenny both told me. Khalil being a black, my black RA, and
Kenny being my white RA, told me that in the Fall “it won’t be like this, you probably

will be the only minority in class” and | have been the only minority in claamsglis)

I’'m the only black person in my class now, in my HNR 260 class and it’s interesting
‘cause as I'm in that course, whenever we talk about a black issue the teakhat me

and so did everybody else and | have to be able to answer that question. It's no pressure
because it's something | enjoy challenging, the challenge, but théadadt $till exists,

you know, and the fact that the diversity that we’re talking about it is still nt here

yet. The vision is still not fulfilled.” - Clayton, African American mal

Student experiences in the classroom demonstrated that it was a siteacta¢re r
dynamics were displayed, whether or not they were intentionally engagedfbgsors. There
were disparate levels of engagement of race as a topic in classrooms oumitidum.
However, students of color were aware that it shaped their experiences. Thea#s stude

experienced race insensitive classroom management or pedagogy, dissuaitaof awareness
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and standpoints among their peers, the pressure of minority race representétesirepitous
silence of the topic and related matters in some courses of study.

Clayton described the extreme minority position he held as the “only” Black parson i
one of his classes. As the “only” one, Clayton felt that the instructor and limelas
tokenized him, expecting him to deliver “the Black perspective” in several discsssd
further highlighting his marginalization. This added a certain kind of “pressuhis learning
experience. While Clayton expressed that he accepted this pressure ase“phaitenge,” he
recognized that his experience did not reflect an ideal representationatnetreof diversity in
his class. Actually, that experience reflected a discourse of the burdeth ptaPeople of Color
to be experts and spokespersons on all things related to their race, to discussvitriaindi
perspective as the viewpoint of their collective group, and to discuss race #sisgroely
“they” possess.

In the following excerpt Natasha reflected on the classroom discussainsavided
insight about her peers’ thoughts on race and how they were socialized to think (or not think)
about race. She shared that race was frequently discussed in the sociakstisseseshe took

during her first year at the university.

...And it was very interesting because that was the year that that movie @naslowat

and all those classes wanted you to watch Crash. So, | watched it maybesimtone

year. (they laugh) And it, | think that was where my, my thought process thigoarhole
campus came about because, you know, we had a few, you know, Caucasian people in
the class, and it was just interesting their mindset about what they saw in tiecamadvi

also, you know what'’s going on in the world that they live in and that we all live in. You
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know, one boy, you know, mentioned that, um, those things don’t happen, you know
about what’s going on in the movie. | think it was, um, you know, how people are treated,
how the LAPD, LAPD treats African-Americans over there and like how, you kitawv

white lady jumped when she saw the two black guys walking towards her and her
husband, you know, he was saying, that's over exaggerated and stuff like that don’t
happen. But then you have a lot of people in the class who could attest to that and was
bringing up their own, um, situations where it did happen and, you know, everyone’s
like, “what rock do you live under” type thing? And, you know, the things he was

saying. It was like people really do still continue to say that. And then another sne wa
my sophomore year where this girl, you know, she admitted that she was afraikof blac
people. And | was just sitting there like, huh? (they laugh) Like why? Buai rsiee,

you know, where she grew up there, you didn’t see, any dark faces or brown faages rathe
or Latinos or anything like that so, but she just specifically said she was ‘afnase |

guess maybe what she saw on TV and stuff like that and then you know a lot of people
that come to Northeast City really don’t have any encounters or relatiomathgseople

of African-American race or Latinos and stuff like that so they realyafraid and still

and now that I'm a junior, it's like, you know, | don’t feel no type of way about anybody

but now | have a broader perspective of what certain people think.

In many ways, it seemed as though Natasha’s experiences werelligechesscks—
“people really do continue to say that.” In the classroom experiences shbeteddatasha
found that her realities with race would be challenged, denied and discounted by some of he

peers. Reflecting on a discussion about the mOxésh (2005), she recounted that even in a
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classroom where a student of color is not the lone representative, his/her expaviémcacism
(characterized by police brutality and white fear of people of color basddreontype in the
movie) can be flatly denied by White students. In another class, Natashad&ath
disappointment that one of her White classmates expressed being afraickgiéiipte,
positioning Natasha and her peers of color as threats. These students’ resjlectes
competing discourses of colorblindness and the reproduction of a stereotype thabP€ofie
are threatening or dangerous. The neglect or ignorance of raciseseatiiressed by her
classmates were particularly troubling to Natasha but offered Hoader perspective” about
the mindsets of her peers. Whileash(2005) seemed to be a popular tool at the time for
promoting discussions about racism or various experiences people have with rackeédrna
criticized for confusing the dynamics of power in race relations, and sugg#sit racism is
something of a private equal opportunity for people from all racial backgroundts @i
Mueller, 2007; Giroux & Giroux, 2007). Natasha’s comments give us insight to the often
unsafe troubling, and exhausting spaces that classrooms can sometimes become foraftudents

color:

...It's like you get tired though, of feeling like you have to defend your race &ues a
situation comes up or you try and explain a situation why African-Americarewaict
this way or why black men feel this way like. It's like, it's a continuouaueato-

explain, I-have-to-explain. Like okay, when is everyone going to ggdetttying? (they
laugh) ‘Cause it’s like in school you learn about, you learn all about the Caucasan r
and like it’s in the curriculum and it’s like Black history month come around and

sometimes you know certain people still don't. They still, it's like why doessitjave
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to be just that month or and then like | say, even some schools still don’t talk about the
African-Americans, you hear about the same people, you know, Martin Luther King
Malcolm X, and then even with them you still don’t get the hard core stuff that you ne
to know about them. You get the basic like, you know, Martin Luther King, civil rights,
okay, we know all that like and then | got to college and actually read Malcslm X
biography and stuff like that, you learn so much more and like it's sad to me. You know,
| found it to be sad like, you know, ‘cause when | was in school like | didn’t think about
it.

Having to explain the perspectives and realities of People of Color in thevolaissan be very

frustrating for students. Natasha cited how taxing of an experience it is, aegehigve nature

of this actuality. “It's a continuous I-have-to-explain, I-have-tplax.” When will people get

it? She pointed out that People of Color have to explain because the K-12 curriculum is

Eurocentric and narrow. The only diversity in the curriculum was exhibited dBlaog

History Month when just a few more predictable Black historical icons andwacés

mentioned. Teachers offered limited knowledge and perspective in a limiteshof time.

Hence, if her peers’ high school experience was like hers, they had ldtleatfon to build on.

The college curriculum was better in that it offered more opportunities to eagademic work

on race from historical and sociological perspectives.
Yet the college curriculum was limited also. Amy (Asian Americamale) described

her experience in the classroom and the need to learn more about her heritage.

This could be a trend right here. Um, | do not take any classes, not too many classes in

social sciences but diversity has always been a constant. You know almost everyday
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activities ‘cause since I'm in engineering major, that does not really,apeldo not talk
about it too much. Policy studies, not too much either, one or two core classes for the
liberal arts degree. But it's been constant because | came to Findings loofomalgotut

about my heritage, my past, and our school doesn’t offer. Um, we, | have constantly
through the last three years educated myself about the Asian-Americamemibat is

going on right now. Um, our, the people that, have, been in the public, in the media that
are Asian-American like Helen Zia, ah, these political figuresatretn the “arena” right

now but we do not know about them ‘cause we’re such a small group. So, in a sense that
you guys learn about Caucasian race, because everyone goes througththat i

curriculum from high school on, and African-American where, um, where you have the
people that are constantly repeated over and everyone knows what their rearviésadr

they are associated with, you know, and Latinos. And Asian-American, uoryhasid
traditions of, you know, being in the U.S. we barely hear anything. The most thing, the
most anyone ever hears about is we helped you build the railroads and, you know, okay

we did other things too...

Engineering courses at Findings University did not engage with race or diveSsitAmy
exercised initiative to educate herself about the “Asian American moveogsttie of her
classroom study. She described the organization of knowledge at the universityagléog of
Asian American Studies, and how little is known of Asian American contributions imagiene
She argued that while schools take up teaching about some racial/ethnic emtuhéstorical

figures, they ignore others like important Asian American contemporaryefiguksian
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American historical contributions are limited to their participation in buildaigoads. Further,
current struggles for the Asian American community are silenced.

Students were raced as they learned. In other words, racial identiteeasgebed to
them. Expectations and stereotypes were attendant. In their classroonmts sifidelor were
expected to perform as experts on the topic of race or as sages on the collectiveednd var
concerns/thoughts of their race, or to simply ingest the dominant ideologextaéfin the
curriculum. These classroom experiences opened their eyes to realitiesaritglay racism
and racial dynamics that they may not have understood during their firgfecellenmer three
years before. Experiences with marginalization, tokenism, and white deciigidetieeper
reflection and analysis of these students’ academic journeys and they diddbaerace had
been with them all along. Amy, Clayton and Natasha discussed their soci@n@sastudents
of color who had been matriculating through a white-washed educational systey's akhd
Natasha’s (and their White peers’) experiences with the curriculunctesflehe Eurocentric and
white-centered control of educational text in primary, secondary and tersitytions. Such
domination created classroom pockets of ignorance and frustration, yet oppartonitie
challenge dominant racial discourses that reproduce inequalities in fuheraigens of

(mis)educated citizenry.

TheColoredSection

“I think that diversity is still a very big issuspecifically for this campus. | can’t speak foyarher
campus. Um, | don’t think that the um differenbigps intermingle as well as | would like to seenthe
intermingle. | think we're a very separated campnd that's a problem that's very persistent. Ahtl,u

would like to see things done to try to solve flsatie. | don't think enough is done. | think ttiadre needs
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to be a lot more work, um, more efforts made totamsolve the diversity problems that exist on this

campus.” — Richard Gonzalez (Latino male)

The diversity in representation of people from different ethnic and racial loacidy
seemed to be appreciated by the students in this study. They believed thetudergs on
campus held the same estimation for representational diversity. Howesgerirtftemants
argued that the campus climate in actuality was not as harmonious or toletaviidd seem
on the surface. For example, Amy observed that “we say it's diverse beocausseythe ‘color’
of the campus...But the atmosphere is not that color at all.” Amy noted that there veasande
diverse student population matriculating at Findings University. The universitgollment
efforts were laudable. The greater challenge waatthespherer racial/diversity climate of
the campus. Pre-First students found themselves on a campus that resisted ttyeitdivers
purported to celebrate.

Students of color described the social separation or diversity dissociatiampos:
This was the significant context in which they studied, worked, played and liveds theva
normative Findings experience. It was present in classrooms, residdscariimodes of
operation. In this section of the chapter, | present a few exchanges that detaalifarent
ways students witnessed and sustained their separated way of life.

Findings University students developed tolerance for separateness ihahgints and
social habits. Jossette and Terrence recalled vividly the group designiatithe cafeterias on
campus. Not only did the football athletic team have a “spot” for sitting andyeatgether but
so did Blacks, Whites, Latinos. Students did not discuss these seating desigtiaiongre
understood as social practices and respected. This extended beyond their eatirtg aoohf

was expressed in most other areas of their lives on campus. This zoning ofisteicexn
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racialized ways severely limited their knowledge of campus entitiéeach other. The

following excerpts demonstrate just how pervasive this issue was:

Terrence: I just thought it was weird that, you know, everybody kept tellyago)
you're going to a predominantly white school, I'm like... For real, and
they're like, ‘cause | didn’t. I'm from Northeast City and | didn’t even
know about like college life, like I live five minutes [away] but | never
used to come up here so, when | decide, when I really heard that and it
shocked me, it messed my head up like, white school, what you mean
white? That is, this school is definitely not white and then most of the
people | see out in the quad, or walking to class, are a lot of colors until
you actually get in class and you be like, damn, like this is an all white
school, so, it depends on where you go and like. | know, say at our parties
like, Campus Center parties, you see most of the black population at the
parties but you're thinking like, this is a white school why aren’t, you
know. So, | just think it’s, it's tainted the way people pic or say how the
school is ‘cause number wise they might be more whites but, it’s like to

me activity-wise, there’s more blacks...

Terrence, a Northeast City native, discussed his first impressions plisa®s a diverse
institution that was not easily recognizable as a predominantly whiteifizstibased on the
contexts in which he operated. This impression was likely influenced by Teésrpacecipation

in the Pre-First Program and his student-athlete status as a membeootith# feam, which
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was diverse but predominantly black. He also observed the diversity he saw as deasaks

the quad. However his critical point may have been that the campus was predomihaathyw

representation and more diverse in terms of the activities that he pagticipatOther members

of his focus group agreed, noting the active planning and implementation of parties, @awnts

workshops sponsored by students of color or cultural organizations.

Jossette:

| know, for example, I'm Greek and, | heard a lot of complaints youm
know, the, the non-IFC non panhel council how the “lesser councils,” we
do way more. We try to always throw events etc, etc, and we have less
resources. But these people, from like mainstream that have all resources
that they can get. They have these houses, they don’t ever come and show
support, they don’t ever try to cater to anybody but themselves, and that
sounds.. bad but | don’t know if you get what I'm saying. And like most of
the big events that you see here, that, don’t get much support. You will
always see somebody of color going to a dance or a show or to something,
| don’t even know what the white people throw, what events...Like
ProBoard stuff, you will always see somebody of color. Will you see
somebody [not of] color in Fiesta Latina? In, um, something thrown by
CSA, something thrown by like, um, NASA, the Native American Student

Association, by ASIA? Rarely.

Jossette discussed an important aspect of the social scene at Finduggsitynithe

fraternity and sorority system. In her description of the Greek systershthad a part of,
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Jossette noted the sense of inferiority that some members of the histédgalyn-American
Greek letter fraternities and sororities as well as the Latino and ASraeks” feel about how
they exist on campus. This sense was nurtured by their observation of the privisegstleam
or predominantly White fraternities in the Inter-Fraternity Council {I&@d Panhellenic
sororities with their real estate on Fraternity/Sorority Row on campus. TVersity's
administrative structure and management of these organizations privilegesitiseream
organizations as well and delivers services from a white fraternityityocentered perspective.
Jossette lamented their lack of support for the active burden of work that othmitfest@nd
sororities largely represented by students of color performed on campudl, @s atlker large
events for the student community. She also noted that people of color demonstrated aupport f
this level of student activity on campus. Students of color would attend events sponsored by
every organization, whether they are cultural or not. The Programming Board ¢drd5Bwvas
largely perceived as a club dominated by White students with White progranheaaing.
Jossette emphasized that students of color crossed perceived cultural toosdppsort
ProBoard events and such outreach was not reciprocated. These comments demabiestrated t
cultural zoning that takes place at Findings and segregates students irctineochdm,
demarcating lines around organizations and programming content. This self-imposgd zoni
distorted or even impeded some White students’ hearing and seeing.

The following exchange captured the informants reflecting on the absafgitiileged

ignoranceof some White students—choosing not to see, not to hear, not to know.

Jossette: | know people that don’'t even know what OMA is.

Brian: Yeah
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Jossette: Like, “Office of Multicultural Affairs, where is that?”

Brian: “What is that?” (laughs)

Jossette: And they've been like to the Copy Center before, (they laugtn) ighic
right next to it. “Where is it?” Right next to the Copy Center. “To the left
or to the right?” There’s nothing else to the left. (they laugh) Gonna be to
the right, boo-boo.

Jossette observed that students who even visited the Copy Center, located dghDhes)
would not take note of the Office of Multicultural Affairs’ presence. For magpleethe office
was difficult to miss based on its location. Brian and Jossette dryly made |MyHritef

students’ ignorance of the office and provided no excuse for this lack of knowledge. They

continued:

Terrence: I think it's ignorant for like people to say like oh, like, straigldiieless
about something like. If you go to this school, you know something, a
little about something like. You see like, people or you, I'm sorry but a lot
of people assume so even if you assume certain stuff like you get that
drift. But, for those who don’t know likenything flat out like oh well.

Jossette: And don’t care to know anything.

Terrence: “I didn’t know like such and such”, or “I didn’t know that white people

can go to a Campus Center party, like, when a black like fraternity throws

a party.”
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Jossette: I've heard that before.

Terrence: “In the Campus Center, like | didn’t know we could go.” Like, Nnardhe
that from

Jossette: I've heard that.

Terrence: People in my classes ‘cause | like a few friends that | dpltkaviecan

talk to in class that | necessarily don’t hang out with, they be like, “You
was at the Campus Center party? Campus Center party, | didn’t know
nothing about a Campus Center party.” Like, it's being talked about all
over school but you don’t know stuff like that. | just think it's ignorant for
somebody to just be so narrow minded on situations. I'm just giving you
that situation but there’s a lot of people like that.
As these informants (students of color) described some of the interactipiatieehad with
White peers, they provided evidence of the thick culture of privileged ignorance @id soc
separation that exists on the campus. It's not only that many White students didn'tiresw
the information was widely available, but that they did not “care” to know. They dderstop
listening to information that reflected the social interests of people of @osorything related to
diversity. Then they convinced themselves of the irrelevance of such infonnfatithem. All
events held in the Campus Center were open to all students. These informants ofircotat af

each other as they discussed this phenomenon which they all experienced. Telliatpthesse
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acknowledged the active operation of race in their social experiences Wified their
approach from minimizing to interrogating their realities.

The privileged ignorance of White students laid a foundation and philosophy for how
they would set social boundaries and rules of etiquette, how they would enact the sleatul
barred others from entering their social circles. Or perhaps it was $tinitents’ own
discriminatory ways that framed their view or lack of vision for the opportsrtitigt existed to
interact and learn in other social spaces not controlled by them. Whichever waggad
mentality developed, it became clear that a profound and persisteme of segregationuled
the social lives of Findings students.

Students of color discussed at length the barriers and “restrictions” thiat éfdents,
especially those in fraternities, utilized to prevent non-member student®ofrooh entering
their parties. Informants (students) of color expressed feelinggeofiom and offense at the
ways they were barred from socializing with their White peers. They®squ¢hat while their
White counterparts were welcomed at the parties held in the Campus Centdrearstatl
events held in the housing units of students of color who lived on East Campus, minority
students were often stopped at the door, interrogated, or turned away. They would find
themselves in this predicament after hearing about one of those parties frend af the
fraternity or from a fraternity member. However, often students of cola ‘met invited at
all.” Such social behaviors avoided integrated contact and perpetuated theegeighison that
all the Findings students discussed.

Choon-yei remarked about the privilege to avoid confronting difference thidg¢ W
students have at a predominantly white institution like Findings. Her comment undsrée

importance of white initiative to break away from white-centered norms steexe.
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...For like white people, I think they could avoid certain situations they never
experienced, certain discriminations because you know like Findings is predoyninant!
white and like a lot of professor, you see a lot of like white professors compared to like
black, Latino or Asian professors. So like, | think like. They, they always havdsdme
that they can go and talk to or like they could find some kind of resource or connections
or like being or considered as minority that sometimes it’s really hards&J&e | have

to face those problems all the time because my appearance not because likigithse qua
that | have. So | mean like if white people like, | mean they could go to those Campus
Center parties or sometimes people call “colored party.” | mean they antictigpose

parties, but at the same time like if they don’t want to they could just go and ¢hapse

to fraternity parties. So, | feel like they have the chance to avoid thoseosituati

Choon-yei acknowledged the privilege of the majority not to be concerned with thétyniiwor
avoid situations of difference that promote diverse perspectives and offer oppestiniiuild
relationships with diverse people. White students could avoid other students, other @ofessor
other social functions. Choon-yei also acknowledged her own feelings oidsaat
disconnectedness sometimes by not having as many opportunities to be mentoreddsgarpro

or finding other resources with an appreciation for her experience as a “mfnority

The “colored section,” as discussed by these informants (all students of s@lor) i
Findings campus construction that confines the social spaces- physical amanpnagc- of
minority students. The colored section is a result of decisive zoning in the smgelazisness

of the student community. Rather than ethnic enclaves, these informants suggesetber
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strict social borders that excluded them from accessing a richer cedpgaence. Further,
White students ignored and recreated the “colored section” with their socisltegirevent
social entry to students of color; or to not participate in, not see, and not know relevant
information about the students of color and their social experiences. Findings Wyiversi
students were keenly aware of their entitlements and where they stoodachitbtlear. Such
awareness reproduced a culture of segregation and perpetuated racial boghersote.

These lived racialized experiences on campus helped to nurture race consciousness
among students of color. This shifted their language from a post-raciatimsyal focus to an
examination of present racial realities. Students of color remained hopefutladéuture of
race relations while they developed greater confidence in articulbgreyeryday experiences
they had with race. Many of these experiences frustrated them and encouragegdestons
for them. Yet these realities showed them that race and racism were ngtsagial
constructions in the minds of individuals, but political constructions with real consequence
their material lives. Although these students did not expressly confront powehaed w
supremacy, their ability to interrogate campus racialized expesaucgested they were better

poised to do so now than during their Pre-First summer.

CONCLUSION

This chapter explored some of the data that emerged from the focus groupsa taibare

of thirteen informants discussed their perceptions of race and their expsrarieindings

University since the PreFirst Program three years before. Thedomyss were dynamic in
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nature with very rich dialogue. Informants shared a lot with each other andsascher that
provided insight about race, identity, and the social world of Findings Universitynsiude

By their junior year, students could dialogue about race more comfortablgtrenger
articulations about the complexities of race especially racial igieritiformants interpreted race
in much of the same ways they did at the start of their college careersvid@ived it as an
organizing principle that separated people and structured the experiencésrehtdgroups of
people. Race, although difficult to define, was based on several factors including/pagnot
nativity, nationality, culture, and how one chooses to define one’s identity. Racéyitkntis
like “Black,” “African-American,” “Asian,” and “Asian American” werproblematized and
interrogated by students who had a more sophisticated understanding of theqfoiiicsng
race in the U.S. Whatever the complexities of race, students were concermadehabuld be
used to judge individual persons in terms of their identity expression or experénces
inequality. White students did far less interrogation of whiteness or theirawrah identity.
They demonstrated whiteness in action but were unable to discuss it, reifyingegkitis
invisible superiority above talk. Racism was acknowledged as a concern among stiidents
color. However, White students were also concerned about their whiteness havimggamyg
at all in the face of opportunity. That is, White students were concerned abogtthesr
privilege.

Although Findings University is a diverse institution of higher learning, ianesma
predominantly and historically White educational institution. This reality ned easily
perceived during the summer of the PreFirst Program. Hence, many infomaatgsignificant
psychic and social adjustments to the demographic of the university when thé&ialfirs

semester began. These adjustments were challenged by the privilegadagraemonstrated in
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classrooms and other spaces, as well as the deeply normative culture that ¢h)tbed
dysfunctional diversity that emphasized sameness and seclusion, and (2¢gdieersity
dissociation where the rhetorical celebration of diversity was disconrfeatedhe reality of a
culture of segregation among groups. As a result, many students’ romagtafia post-racial
society was disturbed by the tensions of ignorance and social rules of segtedat tyranny
of these social rules that maintained the campus social order included cultunglaoni
programs or events at the organizational or sponsorship level, as well as the partitzgal.
The students’ desire to be post-racial was expressed differently amang\tieite students
desired to maintain their privilege not to see race, denying the rasttbisl maintains.

Students of color desired a campus without racism, hoping with their eyes wide open.
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CHAPTER 7:

CONCLUSION

This final chapter of the dissertation presents a summary of my amtgjrdsscusses

suggestions for further research, and highlights implications for educators.

Summary and Discussion

Students enter higher education with established ideas and conceptions abibat race
have been developed within their families and from their primary and secondartiatalca
experiences. The students in my study expressed dominant race discoumsiesniial
interviews at the start of their college careers that included colorblinoudsss that currently
pervade and shape our nation’s in/ability to talk about race honestly and openly. These
discourses, which minimize the reality of racism, were apparent in the tgnglithe
informants during their initial college summer. Some attempted to deny contesnpamism
through this frame, while others sought to neutralize the real consequences gfpegediing
whatshouldbe rather than acknowledging society as itis. Although White, Asian, Latino, and
Black American students minimized race, their intentions were different.e\&tidents
minimized race to deny racism and avoid confronting their whiteness. Studealsrpbn the
other hand, sought to neutralize racist ideas and stereotypes. TherdeveBack students in
particular who demonstrated some resistance to colorblind discourses. Thegcesed

minimization in their language initially as a sort of defensive or neutrglspeech. However,
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they were also actively engaged in a project of racial identity developmeaffamation
through self-directed study on race and African American /Black culture.

While minimizing the reality of race and racism, students revealedpents’
racialized and racist ideas, as well as their own dysconscious racisgy {RBi) through family
portraits. These portraits included familial views on friendship and datingethatribed the
U.S. racial hierarchy and discourses of preference. For example, thesyuftheth Don (a
White male) and Jennifer (a Latina) urged them to prefer dating WHitgogiriends. Both
mothers’ views highlighted the preferences of a “pigmentocracy” (Lipshutz, 194} w
presents a hierarchy based on skin color, hair texture, and other bodily features that a
considered racial signifiers. Further, some family portraits demortstrate some students of
color attempted to negotiate colorblind discourse with the lived experiences ofehdzations
(parents and grandparents) who articulated historical and persistent isaiatidation in
contemporary society. Students of color seemed to disconnect from those nashetreesby
their parents or grandparents. This is likely the combined effect of colorblind dissonr
schools and less life experience as youth, without the tools to be conscious of or te tealyz
ways their lives have already been shaped by race and racism; as thell aesistance to
internalized racism.

In contemporary educational contexts, young people (students) desiretéctoegaown
narratives about race and their own identities. By this | mean that studeotsaerned with
staunch individualism and resent the scripts that race (or any other soceh@lenacts as
unfair limitations. Further, as social consumers, students are simultaneenysctive in a race
economy, “trading” cards of racialized script summaries that they usgrascy in self-

presentation and social interactions. This postmodernist approach to identity vessulated
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particularly among White, Asian, and Black American students in this oéspanject. One
White (male) subject demonstrated his white standpoint as an “American’ngytusinational
identity as a “safe house” for his unnamed racial identity. He resisted dekigovg his
whiteness even as we discussed his racial identity. For him, racial icdeasityelf-determined.
Another White (female) subject discussed her white body as a host forlaek™Belf. She
associated whiteness with materialism and classism, and rejected botavdtdwver
identification with blackness was the result of stereotypical and delinquemt|quacal
discourses of “Black” behavior. Yet, within their postmodernist generationalxt@mte their
approach to identity, their white skin privilege worked to perpetuate white denial and
“blackface” race performance. It is denial of their whiteness that ecetgsd these students’
ability to “be” White without performing pathological “blackness.” Angela, irtipalar, does
not know what to do with the fact of her whiteness and what it could mean, so she masks an
“internal Black” identity that in fact reifies her whiteness. Sheallt embodies a suppression
and oppression of blackness with her disturbing words. Asian/Asian American suigeet
ambivalent about their racial identities as presented in the U.S. Americantcortex
ambivalence was tied to the authenticity or artificiality of the “Asiamefican” category in the
U.S., where the nativity of those who identify as such is always questioned. Theatiangl
experience and the racist disruption of Asian/Asian American claims to & hoaupled with
the inability to fit into a White-Black binary, complicated how these studentssemed racial
identity. These challenges expose the messy nature of racial politicdUnitbd States. As
noted by Nikhil Singh (2005), “the effect of ‘race’ as an aggregate worksyargeluppressing
salient internal differences within and across ‘racial’ categories” (p. 12@yvever, for two

Black students, developing a Black post-Civil Rights racial identity wascegs they were
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actively engaged in. This meant resisting the pervasive colorblind discoursegerhporary
society enough to discover a blackness that was authentic, historidaityivefand
contemporary; but not too sharply defined by the pre-Civil Rights experienBdmokf
Americans. This also meant understanding history while not being constrained<g iwvay to
rearticulate a non-essentialist blackness (even politically). Of cobhese, students must
continue to work out their Black identities in a way that does not lose the resistiargmge
“rooted in a process of decolonization” or dismiss the struggle altogether (hooks, 1990, p.4).

Students across racial categories desired a new way of seeing oimptaee They
seemed to want to see race as a simple aesthetic without the weight gfanstpresent
realities, without the burden of prejudice or power. They did not want to see race with all
ugly consequences. Yet, when presented with the opportunity to discuss how racel naattere
their college experience, students demonstrated their awareness of kecedscourses
regarding college admissions, campus social life, social mobility, artecuatiwiral competence.
Perhaps these students at the initial stage of their college careersbleto see some ways that
race was a part of their lives; however, they were challenged to seeitlzation of their lives
as anything particularly significant. In other words, they observed racatiogen their lives
but hesitated to acknowledge the degree to which it would impact them. Further, students
(especially students of color) entering college may not have been ableutatetthe
significance of race in their talk precisely because colorblind discdoesenot tutor such direct
talk of race, nor does it permit it. Hence, it was important for me to investigateate talk”
that students were in fact engaged in.

In Chapter 5, I illuminated various types of race talk exhibited by students andsgidc

what kinds of strategies they were. | outlined the “White talk, back talk” nsetite denial of
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racism to uphold colorblind ideology and maintain white supremacy or centrality. T de
was not an asymmetry of perception (Blauner, 1989; Essed, 1991) but a reflection afeprivile
and a strategy to maintain it. In this kind of talk that occurs in conversation witregéaallor,
Tom demonstrated three main strategies that Whites use to maintain tit@npdsrst, he used
microinvalidations (Sue et. al., 2007) to discredit the Other speaker. Subtle inuglplatases
like “that’'s notnecessarilytrue,” suggestions of over-analysis or paranoia, or questioning the
logic of statements were used to nullify the thoughts and feelings of people cisalor
microaggressive strategy. Alstpminant denialsre made by White subjects through their
authoritative stance about and display of white dominance over the expenépeegle of

color, while denying the persistence of racism in that experience. Threhtnreg mechanisms
such as erasing difference or repositioning the focus of the discussion are usadgbtatwin
the argument. However, if winning is not possible, the talk will be suspended. As Tom
demonstrated, giving up, rather than giving in, was the final strategy. Suspensierdiaiogue
was preferred to surrender. These overlapping strategies collaboraiagpire) to maintain

the status quo. Other white race talk utilizes positive self-presentatigothatimes affirms
colorblindness, while presenting a negative other-presentation (van Dijk, 1992). Awwase
with Jessica, these strategies are often coupled with microaggressitie gps®rylines
designed to keep people of color in their place (Bonilla-Silva, 2006).

Students also reported constructing race talk of their own that was fedilijaHip Hop
culture as a lens and catalyst for meaning making. This Hip Hop talk generationsiieated
how students theorize about race using the lives and bodies of iconic figures anih &ttfsts
Hop culture as well as through the ways that other public figures interact cageterith the

culture. Terrence’s example of this student-initiated talk exhibited thermdwip Hop culture
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to help this generation of young people to rearticulate race and reintegmset,rand to generate
youth-exclusive as well as inter-generational, inter-racial rake ¥t this talk was hosted by

and within a culture (Hip Hop) that is rooted in Black culture, and distinctly accontimgadé

all raced people who are willing to allow Hip Hop to supersede their rdeiatity, at least while
performing or enjoying its music and other ways of being. This obsanagsents tensions

and occasions for Hip Hop, which is not immune to the colorblind ideological habitus (Bourdieu,
1984) in which it is appreciated and the White monopolized industry in which it is reproduced, t
empower subjugated Black youth and work at interrogating racism. Haqwitsvappropriation
through corporate control reifies the racist order and diminishes its potenséiftarg power at

the gatekeeper level.

Race talk also involves listening. Students of color demonstrated the importance of
listening as a strategy of sustaining conversations with their White coutgerpais active
listening was an act of humility, as it required people of color to give signifair time to the
white noiseof ignorance that may be expressed by their White peers. Further, listenimgg on t
part of people of color meant suppressing the justifiable rage they may hdveniiehe racist
or ignorant discourse they encountered. If people of color are not humble and courageous
enough to listen, they fear that Whites will flee the conversation and preciohaliBsamoments
may be missed. Listening helps to facilitate openness and “safetyafogde to occur; though
initially at the expense of people of color.

Finally, | found that race talk is used to maintain boundaries and to evaluate aiithenti
Talk of appropriate behaviors for different groups of people was used to maintain borders
between race/ethnic groups (Myers and Williamson, 2001). These behaviors inchydenf w

talking (speech patterns), vocabulary that is permitted (such as invertedikerfimiggah” or
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“bitch™), or social affiliations. Talk of social behaviors also included fashion. Stside
evaluated race authenticity and membership based on these criteria and usailt tbei
establish those assessments and draw lines of distinction between themseloasg. sdudents
of color, this discourse was very meaningful and could be especially damaging if an individual
was deemed a “sell-out” of his/her race or minority standing. However, ide\&tudents, the
ability to speak with Black vernacular did not seem to produce stigma but contributed to t
sense of being cool. | use the teasampounded privileg® describe the use of this talk by
Whites to cross boundaries and raise social currency among Black peopldemlyileg their
white privilege. When Whites, with their institutional benefits, complicity in acdsscto
oppressive power and white capital, also develop ways of infiltrating theatidpaces of the
subjugated (through language, music, and other ways of surviving and negotiatingetimg syst
without interrogating their own whiteness, they compound their privilege. Geoff deateds
this concept in the way he used different “talk” while retreating from confrgmécism among
his family members.

Chapter 6 argued that many of these college students in their junior and sesior year
maintained their core beliefs about race as a social construction and, exceptddlack
students, were still unable to talk about power explicitly. For these studeatanchcacism
could only be talked about at the interpersonal micro level. Even when employment and law
enforcement were presented in their discussions, students were only able to talk about
interpersonal (rather than systematic and structural) relationshipgex&muple, Nic
acknowledged that race played a role “when it comes to school...and getting a job;ag he
much more concerned about interpersonal interactions cross-racially. wdseligle

interrogation of the systemic nature of racism, even as these students ohacddrexperiences
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that provided significant evidence of this fact. However, he and his peerstistilasied a more
complex understanding of race and its manifestations in their lives than theye@ig¢lars
prior. Experiences in higher education contributed to a deepening “color conscioasnessg”
students of color. While students of color demonstrated a greater awarenessamicraacism
as salient elements in society, White students remained committed to dingritshiexistence
of racism. All the students seemed to desire a post-racial society, thougmaigened this
differently. White students want race to disappear, without having to confront theanesds
and its privileges. Black students and other students of colora@smto end and desire their
humanity within race identity to be visible to everyone. These desires Hrdme atudents
would be profoundly shaped by a decs#ure of segregatiothat existed on the Findings
University campus.

On a diverse yet predominantly white campus such as Findings, most studehts face
stubborn challenges to engage with that diversity in meaningful ways. Students af color
particular were keenly aware of the culture of segregation which remineiedinn dining areas,
classrooms, campus-wide activities, parties, fraternity/sororstgsyoperations that they
belonged in the “colored section.” This was not the same as “ethnic enclavafietbby
scholars as supportive and affirming though isolated space or initiativieslehts of color to
“scale down” the university and nurture or retain ethnic identity (Loo & Rolison, N8&juia,
Padilla, & Pavel, 1991; Padilla, Trevino, Gonzalez, and Trevino, 19Bt7@ colored section
represents where, what, and whom White students determine as less valuable to leaow, t
about, to interact with, to go to, or to see; the locations, knowledge, activities, and such that
White students decided were for non-White students. Students of color expressedioeet ig

neglected, excluded, and isolated by their White peers. Examples of ttseipeladed ignoring
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programs, activities, or departments that had any suggestion of race @ aslutheme;

policing events by turning students of color away or not extending an invitation,tmgjgese
exclusions on to students of color to justify dismissing opportunities for crossirderaction,

and more. However, all students from every race/ethnic group seemed to be camplicit i
maintaining the culture of the campus. They did so with their race talk and disaafurses
difference. The culture of the campus dictated that students remain sepdrateated a fear of
expanding one’s cultural/racial network meaningfully. Students who “branchedidig®d with

a certain amount of maturity and courage that not all students had. They riskedsstdym
isolation. If they were not successful at branching out to organizations aatgsoaps, it was
possible for other members of a student’s racial group to respond suspiciously. A stalent w
branched-out risked being left with nothing. Yet some students took advantage of oppsrtunitie
to branch out nonetheles®ther students seemed to simply traverse the dynamics of a diverse
yet predominantly white campus. They did not intentionally seek diverse exestiént may
have taken advantage of some cross-cultural and cross-racial interactiomsréhptesented to
them. Perhaps the inability to have meaningful cross-racial relationshipkdmait simply

ignore race also contributed to the discouragement.

All students in this study demonstrated that race discourses and expenghiretheir
educational journeys had a powerful impact on them. Additionally, their families end pr
secondary experiences provided core ideas about race that they developed and kitotlgdrhwi
to the college campus. The university presented these students with crosspramitanities for
dialogue and interaction within a learning environment where diversity was @o@m®a core
value of the institution. This seemed especially clear during the Pr&2Fogsiam. However,

diversity or multicultural competencies as a learning priority seemed toislimin successive
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semesters while the students’ regressive experiences with racdigdenBhese experiences in
classrooms and within the expansive co-curricular offerings and sociaktcohtke university
suggested a tacit acceptance of the Findings University campus culfaclty, staff, and
students. After all, the primary mission of the university is to educate. Perhabsdésts in
this study viewed issues of race and racism as secondary concerns thatdattantion only

when they impeded the “real” education that the university promised them.

Implications

The university campus is a site of race and racism, education and conflidheWdre
not universities undertake “Race” as a subject in the curriculum, studentsanilisomething
about it. What they learn may not be an education. Students may be misinformed &bowut rac
misunderstood because of it. However, they will consciously or dysconsciousiyconst
various meanings of race. All the students in my study had ideas about race, whether or
those ideas were formally taught during their educational processes.h&hbeen a part of
their lives and the discourses they re/produced in the interviews and focus groups r@dgaaonst
how powerfully various conceptions of race had been established.

Race in the post-Civil Rights era manifests itself very differendiyfthe days of Jim
Crow. Consequently, youth and college students are not likely to identify withoraesist its
dehumanizing effects in the same ways that educators have been trained tonthdensta
educate against its injustice. That is, when educators talk about race, avsotcead construct,

the students who listen have already interpreted something different thatevbdtitator has
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said. These interpretations are deeply shaped by the colorblind habitus in which stadeéhés
people who facilitate their learning all operate. It is important for edsctionterrogate this
tyranny of discourse (colorblindness) directly as a powerful worldviewhtmatmpacted
everyone from all social locations, and to decipher the disparate imprints it has lzexth on e
group. While colorblind discourse serves to maintain a white centered and sugrenase, it
is an important layer in race dialogue that should be unpacked distinctly, alongiwidger
and power.

This study showed that students are wrestling with social/racial gémmation in this
postmodern era and they seek to construct identities that are not fixed orattadsiéhan have
their identities determined only by external forces. However, White studethies study
demonstrated that their racial identities are actually fixed in wiitelbecause they resist
confronting it. Denial, energized by and developed within colorblind discoursellyaetaeks
against their ability to construct a new whiteness in identity that is postmadeépost-racial, as
many students desire. Discourses around border maintenance and separation demonstra
students’ desire for a secure (though not essentialist) ethnic identity.ulfime of segregation
is likely sustained in part by students’ need to work out and maintain some senseialf a so
identity without other constructive alternatives to do so. Educators could be macayam
this work of supporting all students in their own projects to re/construct sociatietetitat
honor an authentic sense of justice.

Students desire to talk about race and to talk inter-racially. However, mdrgnotio
not believe they have the social tools (including confidence) to engage in such dialague i
sustained and meaningful way. This dissertation research suggests thatti@swrsuld

vigorously empower students with those social tools. Hip Hop culture seems to provide a

227



platform from which to launch many conversations on the topic and should be used by college
educators- in Student Affairs and Academic Affairs- to do so. Use of musicpavgsaphies,
movies and other media connected to Hip Hop culture provide this platform that should provoke
constructive dialogue. Hip Hop is a site and can be a catalyst for dialogueat®muass,

gender, and youth. The importance of Hip Hop’s use for this work is clear as Hip Hop is
unambiguously a dominant element in American popular culture. Whether or not an individual
considers him/herself a part of the culture or an avid listener of the muasientracts with Hip
Hop in one way or another as it dominates youth culture. Also, Hip Hop emerges froamAfric
American experience and its music engenders a range of Black youtleegpeifrom beats to
lyrics (Forman, 2000). Hence, it can naturally stir dialogue about race, throalghisiof what

the music and culture presents, how individuals and society respond to it, and the nexessit cre
within popular contexts. However, it must be understood as a “broad cultural movamgnt”

not simply a collection of art forms, industry or influence (Kitwana, 2002). Hip Hop has
emancipating possibilities for every racial/ethnic group within U.S. dasss, just as it has

proven global influences from Africa to Europe and Asia (Mitchell, 2002; Rose, 1R8dal,
national and international Hip Hop manifestations, from the messages to the men amd wome
who deliver them, within the context of history, evolution of the art form, as well asdbstiy

and social creativities that sustain them can be explored critically azeédfgroductively.

Imagine how students could be engaged in research projects and meaningfukcotacur
experiences that explore the economics of Hip Hop, textual analyses, Hip Hosfenthe

social and political thrusts of Hip Hop in various youth movements, all grounded in aralyses

race. For educators to utilize Hip Hop in anti-racist learning does not relggiingtd be Hip
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Hop, but to engage various aspects of it or the scholarship that continues to emergesabout thi
important expression of youth culture.

Structured conversations should be facilitated among fraternities, sararthier student
organizations, and among student leaders like resident assistants, studentesnalale
members of formalized learning communities and programs to help emantiplatets from
campus cultures of segregation. As fraternities and sororities have Bislatiiey back to the
1700s and some of that history has demonstrated race based exclusions, exploratien of thes
histories for the lessons they teach should be a part of the responsible socd pfadGreek”
leaders. Further, fraternities and sororities tend to be especially povesiflagents on
campus. Their leadership in anti-racist social behaviors would likely claat gnpact for the
student body. Additionally, Student Affairs professionals who engage with all sfustentlid
be committed to the interrogation of race and whiteness in particular. This work mstlefbt
in the laps of diversity and multicultural affairs professionals alone. Riatneist be the work
for all professionals and especially for White professionals to join profetsiminaolor to
vigilantly interrogate whiteness with White students. Race should baltyitzgmd substantially
examined in required foundational courses for all students. Projects like themnetsity
Intergroup Dialogue demonstrate the need and effectiveness of intentional tefidietlogue
between groups. Research should explore whether Intergroup Dialogue couldsbgeafior
second year experience for all university students. Further, students shoulddrgelab
explore implications in their various disciplines in subsequent years at the lipivescourse,
critical to this process is the faculty and/or staff engagement inaamsi-tearning and teaching
programs so that they are empowered to facilitate this kind of justice educati@me |§dming

and teaching programs must interrogate colorblindness which has often been tlggrparadi
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assumed goal of some academic and co-curricular initiatives. An exahtpis in Student
Affairs is the approach to create an “inclusive” Greek community byngréise particular
concerns and unigue cultural manifestation of historically Black fratesrahed sororities
(NPHC). We see this particularly when NPHC organizations are requireditogzde in
mainstream Greek traditions or large scale philanthropies (created by bedéfiting White
students), without “White Greeks” being even encouraged to understand and pauitictpat
long standing service projects of NPHC groups that tend to respond to symptomd of racia
inequality. Colorblind approaches in the name of “inclusivity” on behalf of some Greek
Advisors has meant the forced assimilation of some groups and programs, thalteigythe
critical dialogue and effectiveness brought by differences among suroeipis.

As opportunities are created for critical dialogue about racism and other dbrm
oppression, it may be useful to engage in some sustained dialogue about race and racism
specifically. Additionally, within that discussion, it may be useful to have soree ra
homogenous groupings so that deeper issues of say whiteness or Asian-nesxphorduk
There may be some benefits in students of color talking together, or Black statendgs t
together to unpack their experiences and the nuances of racism within their coesnusititiout
the too soon complication of “external” ears. | am not advocating that cakeialogue is
not useful. | am suggesting that some of the untangling that needs to be doneaacsnti-
education may be done more productively with some isolation of topics and groups. For
example, internalized racism within Latino communities may be best didowgbe _atino

students initially rather than creating or reinforcing a hostile spacearialy mixed setting.
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The negotiation of race from the perspective of Asian and Asian American stutinbe most
productively discussed in a homogenous setting before a more racially incluspge €liis

initiated.

Research Implications

This dissertation research indicates that students come to college wstlalided race.
Further research could be done that focuses on K-12 education and how race is examined or not
within classrooms. While some educators at the primary and secondary |lguedena
multicultural education approaches, there is likely not a consistent engag#riestapproach
throughout the schooling of America’s youth (Banks, 1993; Nieto, 1994). Further, this
multicultural education may not be distinctly anti-racist in its purpose or ingplton (Kehoe
and Mansfield, 1993; Lawrence and Tatum, 1997). In fact, it may be decidedly “coloruidd”
damaging. Research suggests teachers and educational leaders of schoolsleuék&umine
their own racism or racial ideas and be better trained to engage issuesfydirace, equity
and justice (Bjork & Ginsberg, 1995; Rusch, 2004). Further research could examiraeianti-r
professional development and training models or help to create such modelsémyeffi
Educators need to understand how to disrupt racist ideas that students and leaders bring to
school.

Additionally, research at the post-secondary level could examine varioustiosst
dis/engagement of race as an educational subject in the academic andcatacanenas.
Appropriate models for effective dialogue that dismantles racism, suppdrteo#ls students

accountable within community could be developed. During the second phase of myhrdsearc
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was often curious about the race discourses that interviews and focus groups withtynive
professors and administrators would reveal. It would be interesting to uncovenhensity
leaders construct and negotiate their meaning(s) of race as well.

Hip Hop culture’s remarkable influence on U.S. American youth and its ability &r fost
common references for groups across the racial spectrum represented inooush@ild be
studied. Work by scholars in this area (such as Tricia Rose, Jason Rodriguez, agd Murra
Forman) that explores Hip Hop and racial identity, colorblind discourse, populae¢pduver,
cultural re/production and appropriation should be engaged in student learning opportunities
inside and outside the classroom. The following questions might help educators to nddersta
how to use this culture as a catalyst for anti-racist change: What prénaiplalues in Hip Hop
culture help to foster inter-racial dialogue? How can the consequences of Hipltdogal
appropriation be used in anti-racist education? How can the exposition of Hip tdapriss
engagement with and denial of critical thought about race be used to illuminate paviege
and race talk? What race discourses in Hip Hop disarm racism or what disceflesgs r
racism’s power over the culture? How can Hip Hop, in this colorblind era, be utilized in
education to dismantle the perpetuation of racism?

Further research could also examine in greater detail how and why it Biablat
students, rather than Asian American and Latino students, seem more actigsigttdaminant
race discourses, and explicate how students from other race groups demdmestrasistance.
How do colorblind discourses impact Native American students? Further examiofitine
reasons for students’ maintenance of their ideas and disengagement wiiciantior deeper
critical multiculturalism during their college years should be done. I&iPsts engagement of

diversity and race themes useful or counterproductive in terms of creatingeaisialogue?
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What sustains students’ interrogation of race and racism toward socia prstis? How can
colleges and universities work with primary and secondary schools to disrupt ramsi sks?
Universities interested in more intentional ways of engaging students raastieducation
could benefit from further study on the kinds of co-curricular experiences aati@its that
nurture cross-racial interrogation of the racial order. Additionally, how cadeXaic Affairs
and Student Affairs collaborate to ensure competent faculty and staff paequt¢o challenge
all our students to grow in the area of multicultural competence? Further studgef th
guestions will contribute to the significance of this research and position olgesodad
universities to develop meaningful anti-racism projects that students carfirtga and find
encouragement to continue in their post-baccalaureate lives.

As | continue my work in this area, | would like to conduct research that explaeed ra
discourses of specific groups from matriculation to graduation. | am irgéresfollowing the
social behavior and patterns of particular groups more closely to help me umtiensta about
how these students progress or regress in their race talk. Additionally, lians@lyout other
learning contexts, such as historically Black college and universitgwsans or tribal colleges.
How would those students talk about race? What would their constructions be? How do they
negotiate colorblindness?

| am left with one important concern. This dissertation exposes the persisienaite
supremacist thinking among students that is masked behind colorblind discourse. Hawever, i
was not clear that White students or students of color were fully aware adrieequences of
such discourse. Further, as colorblind vocabulary is often shared acrossnesjahe
intentions of such discourse that White students display may disillusion students afitcolor

thinking that there are shared goals for racial justice, unless the catimeideepens. There are
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grave concerns for people of color who may drink the post-racial kool-aid becaesenrigly
amicable associations that suggest a new day for equity has arrived or couidred usby
these associations, or what seems to be shared understanding, only to be underh@retin t
It may be that colorblindness, like white supremacy, undermines everyone in theaedtes

violence against justice, identity, even the ability to share honest common undagstandi
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