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Abstract

Some scholars argue that communities of color have been historically considered
criminal by law enforcement (Fanon, 1963/2004; Gordon, 1996; Sharpley-Whiting,
1999), and Parenti (2003) and Kendi (2016) traced the history of modern policing to
slave patrols. Wynter (2003) illuminated the racial logics undergirding our society—
including policing—to the overlay of monotheism and its fixity with racial constructions
of human as historically rooted in slavery and colonization. Thus, policing, too, carries a
racialized dimension (Gamal, 2016) that creates or amplifies trauma and mental illness
(Westcott, 2015). To address mental health, an undergirding feature of use of force and
racialized policing, many cities have adopted Crisis Intervention Team (CIT) training for
police personnel, a 40-hour training in partnership with health community resources and
mental health experts (Watson, Morabito, Draine, & Ottati, 2008) intended to promote
de-escalation and communication between police and communities. For this Educational
Criticism (Eisner, 1998), I first utilized interviews to consider how the officers leading
the training think about CIT’s purposes and content. I then observed the training to
examine the relationship between trainer’s intentions and what occurs. Last, I explored
what the police officers learned, connecting to how individual police officers make sense

of the training to consider to what extent the training evinces or contests the racial logics

of violence and whiteness tied into constructions of human. I found CIT training to use
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colorblind and universal language to describe communication between police and various
populations while also coding racialized perception of neighborhoods and criminals. This
coding relates to officers’ perception of danger and, thus, whether they utilize CIT
strategies or other tactics in working with populations. Therefore, racial coding without
explicit address in the training contributes to a lack of awareness and reflection of the
role of race in interactions, potentially impacting discretion and use of force. Address of
the role of institutional and individual racism as it relates to CIT ought to be incorporated
in trainings to enhance officer efficacy.

Keywords: hidden curriculum, racist logics, Crisis Intervention Team Training,

whiteness, instructional arc, police
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Chapter One: Introduction

A handful of officers cluster around an open light brown door to a
bedroom. They were called to this location for a wellness check on an adult man
who had a case manager and utilized mental health services. A bed with a striped
black and white bedspread with a single pillow at the top centers the room, a light
brown night-stand poking behind the open door. A gallon-jug of water sits at in
front of the night stand on the floor, and a window on the far wall opposite the
open door has a covering over the left side down to a window air conditioner.
Tree leaves are visible through the right windowpane. The single square-shaped
overhead light is off, and the central beam of a flashlight creates a 10-inch
diameter circle on the wall just right of the man to avoid putting the most
concentrated beam directly on him. He is in a short-sleeved top with brown hair
and stands flush in the corner of the room, his right arm behind his back and his
left arm wielding a knife. The muffled light emanating from the central beam of
the flashlight illuminates most of the room, casting shadows on the section of the
room behind the door.

“My name is Officer Jones.” The officer at front speaks in a calm tone to
the man, standing tense, fingers clench around the knife. “What's your name?”

The officer stands protected by the doorframe. Cover officers hold the flashlight



up and protect the scene, guns out because of the imminent threat of the visible
knife and uncertain right hand.

The man does not respond. He stands there, all muscle, hands pulsing in
and out, ready to fight. Puffed up. Angry. Tense. His eyes shrouded by sunglasses.

“I want to help you and find out what has you here in the corner today.
Can you tell me your name?”

The man continues to glare through his sunglasses, moving only his hands.

“Look, man, I want to get you support, maybe to connect you to some
resources. I don't want to hurt you. My name is Samuel. What's yours?” The
officer is careful to rephrase the question to avoid habituation, which would
cognitively block the man from hearing.

The man hesitates, then mutters, “Victor.” He barely shifts his weight.

“Thanks, Victor. I just want to talk to you a little bit. What's going on,
Victor? Why are you in the corner of your room?”

“I can 't do this anymore.”

The officer weighs continuing the conversation and the real threat of
Victor’s hands. “I want to hear more about what you re talking about, but it will
help me if I know what'’s in your right hand. Can you bring it from behind your
back so we can chat?”

Victor slowly shifts his right hand, revealing the gray of a gun. The cover

officers tense, and they all check their positions behind the door frame.



“Thank you, Victor. It will help us talk if you set your gun right there.” The
officer gestures to the bed. “I’'m not moving. You dont move. Just set it down.”

Victor complies, still holding the knife in his left hand. “Okay, tell me
what'’s going on. Why are we here today? What's happened?”

“I can't keep my job, and I might lose my apartment.”

“That sucks. Do you have a case manager?”

“Yea, but he'’s not doing anything.” Victor’s hand clenched the knife
harder.

“Well, maybe we can get in touch with the Job Line.” Victor was so puffed
up and angry, but when he found out that this officer cared enough, respected
him, wasn t looking to just get into mix, into a fight with him, but actually was
trying to help him problem solve, all the sudden his hands unclenched. His
shoulders dropped, and all the tension, it just floated out. “Are you on any
medications?’

“Yes, but I don 't always take them. I don't like the side-effects. They make
me tired and eat too much.”

“What are you on medication for?” The officers continue to engage with
the man, building rapport and finding out information to determine next steps. “‘I
can 't make promises we can find you a job or fix your medications, but we will get
you in touch with the right people to help you see if you can get in some place and
get the support you need.”

“Okay.”



The officer said, “Go ahead and put down what's in your hands.”
Victor set the knife down on the corner of the bed. The officers handcuffed

Victor peacefully after telling him they needed to put him on a hold for his threat

to himself. Because of the officers’skillset in verbal de-escalation, they avoided a

fight!

...Except, that doesn’t always happen.

In 48-minutes of Body Cam footage taken at the scene of an officer killing of a
man in the Bronx, released for review, we hear officers talk to a man, Miguel Antonio
Richards, with little regard and immense repetition (Taylor & Perez, 2017):

“What'’s in your right hand? What's in your right hand? Let me see your
hand... Let me see your hand.”

The second officer adds, “Put your hands up!”

Officer one calls, “Put your hands up, dude, and drop the knife.”

Officer two: “Put your hands up.”

Officer one: “Put your hand up. Drop that knife. I don t want to shoot you.

Put your hand up and drop that knife. Put that knife on the floor, dude, do you

hear me? I don 't want to shoot you today, but I will if you come back with that

knife, do you hear me?”
Officer two: “Now. Put it down and come out here.”

Officer three: “Put your hands up, dude.”

' This incident utilizes description of the room and person from the incident that follows in the
introduction (from Taylor & Perez, 2017), but the dialogue represents a call exemplifying de-escalation
using Crisis Intervention Training (CIT) strategies that a participant shared with me in an interview.
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Officer one: “Let me see your other hand. Let me see your right hand.
What's in your right hand? What's in your right hand?”
Officer two: “Dude, I'm begging you, put your hands up, dude.”
Officer four: “He'’s got a knife and a gun. He has a gun.”
Together the officers yell, “Drop it.” A popping sound fires twice, from a
Taser, immediately followed by the harsher, louder sound of gunshots. Police
officers killed Miguel Antonio Richards.
Introduction to Crisis Intervention Team Training and Study
To address criticisms of negative police interactions with the mental health
community, many cities have adopted Crisis Intervention Team (CIT) training for police
personnel. CIT training emerged formally in 1988 in Memphis after a police officer shot
a man with a serious mental illness in 1987. Officers and mental health experts designed
this specialized training for officers to help them identify mental illnesses and factors that
amplify crisis, such as drugs and alcohol, as well as de-escalate crisis situations verbally
(Chopko, 2011; Compton et al., 2008; Ellis, 2014; Watson, 2010). Known as the
“Memphis Model,” this version of CIT expanded to cities nationwide and include a 40-
hour training over the course of a week, taught primarily by mental health experts
(Watson et al., 2008) with little police officer input.
The City’s” Police Department (CPD) adopted the Memphis Model of CIT in

2002, training two classes of 20 officers in the Memphis Model of CIT. The CIT program

* Throughout the paper, I refer to the location of the study as the City and its police department as
CPD to protect the confidentiality of the participants. Identifying features in stories and citations have
likewise been omitted.



expanded in 2004, after a CPD Officer shot and killed a 15-year-old Black male teenager
with mental illnesses in 2003, 99 seconds after arriving on scene (_ , 2003). He had
threatened his mom and sister with a kitchen knife. By 2008, about half of the CPD was
trained in CIT, and the department initiated a Co-Responder Model for CIT where
officers connected to mental health staff and helped deploy CIT resources and problem
solve calls. In 2012, CIT’s focused shifted from clinician to officer-focused, reorienting
the training to prioritize officer safety and officers’ perspectives. The primary alterations
in the training surrounded the scenarios for officer role-plays to enact the training’s
content; they used actual CIT calls with professional actors and centered police protocols
and procedures.

Therefore, I studied the CPD CIT training, a context-specific version of CIT,
through Educational Criticism and Connoisseurship (Eisner, 1998), a method designed to
describe the program’s nuances. Within my interviews, my observations, and my
analysis, I sought to appraise the intentions, operations, and receptions of the curriculum
by trainers and police officers as well as unearth the hidden curriculum, or often unseen
values within it (Uhrmacher, McConnell Moroye, & Flinders, 2017). Because societal
criticism argues that police attention concentrates on communities of color, I interrogated
the racial logics evinced in the training that shroud the hierarchies around race
historically embedded within policing (Weheliye, 2014). Racial logics include racially
constituted thinking, what Kendi (2016) would call “racist ideas,” such as neutrality,
colorblindness, cultural racism, individual versus structural thinking, and the over-

representation of white men in constituting normativity. Therefore, I analyzed the extent



to which the training aligns with or contests theorized logics of race (discussed in more
depth in Chapter 2) and provided space for critical reflection toward action.
Zoom Out: Introduction to the Societal Milieu

The past few years, violence by police officers towards Black civilians in
particular—Eric Garner, Tanisha Anderson, Tamir Rice, Yvette Smith, Michael Brown,
Darnisha Harris, Eric Harris, Malissa Williams, Freddie Gray, Rekia Boyd, Alton
Sterling, Aiyana Stanley-Jones, Philando Castille, Tarika Wilson, Terence Crutcher,
Korryn Gaines, and Stephon Clark, to name just a portion—has incited community
engagement and protests, led in part by Black Lives Matter (Harris, 2015). Organizations
and communities of color strive to pressure police departments to improve training and
increase accountability to serve all communities justly (Hall, Hall, & Perry, 2016; Harris,
2015). Research has long indicated that Black and Brown people “are disproportionately
stopped for questioning and arrested compared to whites” (White, 2015, p. 993).
Disproportionate stops and arrests connect to the approximately 6.6 million Americans
living within the criminal justice system, many whom are “poor and dark-skinned”
(Parenti, 2003, p. 170). Additionally, between 2010 and 2012, police killed Black males
aged 15 to 19 at twenty-one times the rate of white males of the same age (Gabriela,
Grochowski Jones, & Sagara, 2014). In 2017, police killed six white and twelve Black
males under 18 (Fatal force, 2017), numbers that do not account for the differences in
overall population. Based on 2017 Census estimates, the overall white population was

76.9% and the overall Black population was 13.3% (U.S. Census Bureau, 2017).



While the dynamics between the Black community and the police are not new, the
mainstream media attention, facilitated by social media, has heightened in recent years.
Because of the influx of exposure to police violence via cellular phones and social media,
recent research investigates the argument that police officers utilize force too readily,
particularly on Black and Brown bodies, centering police attitudes and bias in their
investigations (Ariel, 2016; Conti & Doreian, 2014; Hadden, Tolliver, Snowden, &
Brown-Manning, 2016; James, James, & Vila, 2016; Kahn & Martin, 2016, Smiley &
Fakunle, 2016; Tolliver, Hadden, Snowden, & Brown-Manning, 2016; White, 2015).
Additionally, police departments have been using interventions to increase accountability
and mitigate public dissatisfaction with use of force. For example, research on Body-
Worn Cameras (BWCs), devices worn on police officers’ uniforms during shifts that
provide video footage that could hold police officers culpable to excessive uses of force,
includes efficacy (Ariel, 2016; Ariel et al., 2016; Morrow, Katz, & Choate, 2016; White,
2014), officer support (Gaub, Choate, Katz, & White, 2016), privacy concerns (White,
2014), and footage perception (Boivin, Gendron, Faubert, & Poulin, 2016). Work has
been done to investigate the connections between the use of force and other crime
prevention strategies, such as police-led interventions to reduce violence (Koper, Woods,
& Isom, 2016), hot-spot policing in areas considered high-crime (Ariel, Weinborn, &
Sherman, 2016; Hoover, Wells, Zhang, Ren, & Zhao, 2016; Santos & Santos, 2016), and
community or broken windows policing, which includes policing tactics designed to
minimize fear of police, increase quality of life, create neighborhood plans for policing,

and address smaller crimes (Gill, Weisburd, Telep, Vitter, & Bennett, 2014; Jenkins,



2016). Such efforts from police departments represent the police’s understanding that
certain neighborhoods require specialized policing, often in the form of increased
presence or targeted interventions.

Jenkins (2015) conducted a synthesis of 88 articles from top police and criminal
justice journals with data from police personnel, and he found studies of police
organization and strategy to predominate with 62 articles; 12 articles depicted police
attitude and behavior and 11 articles included accountability and misconduct.
Interventions center research, and, while many interventions have been tried, consensus
does not exist around the efficacy of strategies. Policing involves immense complexity,
including the sociopolitical climate locally, nationally, and even globally; the beliefs and
attitudes of officers; the role of racism and bias; the nature of the gear; and community
and police relationships. However, Jenkins’ (2015) synthesis also noted a distinct bias
toward quantitative studies in police work, with 11 qualitative, 15 mixed, and 62
quantitative. In biasing quantitative work, police research avoids grappling with the
nuance required for understanding the complex dynamics and logics inherent in policing.
When a racial dimension emerges within policies such as stop-and-frisk (Stoudt et al.,
2015), imprisonment (Alexander, 2012), and, despite similar usage rates, drug arrests
(Alexander, 2012; Cross, 2003), qualitative research can help illuminate the nuance that
the broad strokes of quantitative data miss.

Within this broader milieu, intervention, police brutality, and mass incarceration
disproportionately target people of color, creating a historical and cumulative trauma for

people of color that heightens trauma responses (Westcott, 2015) and fear (Cross, 2016).



Thus, race, the criminal justice system, and mental health interrelate and mutually
reinforce each other to create a cyclical reality of trauma and incarceration, over-
representing people of color (Brown, Ashkenazy, & Giwa Onaiwu, 2017).

The militarization of police, evinced in the riot gear, weaponry, and armor
deployed in numerous incidents, including peaceful protests (Bolduc, 2016; Eick, 2016;
Gamal, 2016), amplifies the trauma experienced by those historically considered criminal
by law enforcement (Brown, Ashkenazy, & Onaiwu, 2017; Browne, 2015; Fanon,
1963/2004; Gordon, 1996; Sharpley-Whiting, 1999). The Posse Comitatus Act of 1878
forbids the involvement of military personnel in the enforcement of domestic laws (Eick,
2016). However, militarized forms of policing emerged during the Watts Rebellion of
1965, and Special Weapons and Tactics (SWAT) teams developed following Watts to
handle “domestic terror and hostage™ situations (p. 3). When the role of the Department
of Defense expanded to include the “war on drugs” in 1989, the National Defense
Authorization Act of 1991 passed to provide “excess” military grade equipment to police
departments (Bolduc, 2016; Eick, 2016). Gamal (2016) argued that there is a racialized
dimension to police militarization: militarized maneuvers serve as protection for groups
“advantaged by their access to state protection” but further marginalizes populations of
color through increased “surveillance and control” (p. 982). Likewise, Browne (2015)
unpacked “racializing surveillance,” the way surveillance “practices, policies, and
performances concern the production of norms” as racially constituted, defining what—
or who—belongs in certain times and spaces (Browne, 2015, p. 16). Aligned with

Westcott (2015), racialized militarization couples with racialized surveillance by police to
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reinforce accumulated traumas and exacerbate mental health issues within communities
of color.

To address criticisms of negative interactions with the mental health community,
many cities have adopted Crisis Intervention Team (CIT) training for police personnel.
Watson et al. (2008) conceptualized these 40-hour trainings as intended to “respond to
mental illness in a manner that is more clinical, or therapeutic” (p. 359) rather than
through traditional policing methods of arrest and incarceration. They train police officers
to identify mental illness and equip them with de-escalation tactics to diffuse potentially
violent situations. Because most people involved in police altercations “are under the
influence of drugs or alcohol and/or have a psychiatric disorder” (p. 360), crisis
intervention may influence police use of force beyond mental illness. Westcott (2015)
described incarceration’s effects as deleterious for whole communities, eroding
relationships and labor skills and increasing “institutional discrimination, unemployment,
and unaddressed trauma” (p. 274). Thus, mental illness, use of force, race, and mass
incarceration interweave to destabilize communities and reinforce trauma—a contestation
to the frequent blame placed on communities of color for their supposed pathologies
(Cross, 2016).

The literature on CIT includes conceptual studies (Watson et al., 2008; Westcott,
2015), perceptions by police officers (Johnsen, Espevik, Saus, Sanden, & Olsen, 2016),
effects on knowledge and attitudes (Compton et al., 2014), and the connection between
use of force and mental illness (Kesic, Thomas, & Ogloff, 2013; Westcott, 2015). Watson

et al. (2008) stated that the literature on CIT training is “limited in scope and
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conceptualization,” focusing on “the effects of training and on officer ability to identify
persons with mental illness” (p. 359). Since by 2008 around 400 police departments
include CIT training, research needs to be done on how particular departments adopt and
adapt the program for their community and its needs, including the partnerships
developed with the mental health community and the reorganization of police
departments for large-scale change (Watson et al., 2008). Looking at community context
and systemic changes involved in the program’s incorporation with “new levels of
specificity” (p. 366) will support understanding of the programs and how to enhance their
efficacy. Thus, my Educational Criticism of CPD’s version of CIT fits the call for a more
nuanced study.

My project contains three primary objectives: first, to map my experiences with
the educational theories of curriculum and pedagogy onto the design and operation of
CIT training; second, to capture how the police officers experienced the training; and,
third, to determine whether to goals and objectives of the training were fulfilled. Within
the focused study of the training’s instructional arc, I attended to the hidden curriculum,
or unacknowledged—and often unseen—values and lessons that permeate institutions
and often serve to reinforce normative structures and discourses (Uhrmacher, McConnell
Moroye, & Flinders, 2017) within the kinetic (McAfee, 2014; Mignolo, 2009) ideologies
and historied dynamics of violence and racial logics.

How I Enter
A white woman and educator, I grew up in a diverse suburb of a major city. While

my neighborhood endured numerous shootings during my childhood, including at a
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nearby pizza place, at the end of my block in a drive-by, and a triangle of three one
summer within four miles of my house, I lived parallel. Beyond a brief blip I caught on
the news as I waited for a favorite show to start, I remained insulated from violence. My
50-student K-8 parochial school at the church I grew up with served as a bubble for my
existence. I looked out into the world from the windows of our family car, traversing a
single pathway daily for my entire childhood and rarely venturing elsewhere, as though I
lived within an aquarium with thick walls separating me from the activity outside my
tank.

At my diverse public high school, my social interactions often involved people of
color, perhaps because I played basketball and ran track, sports that included a high
percentage of Black athletes at my school. Or, perhaps, it was because, when I entered
my high school as a freshman, I knew two people: my brother and a girl from my church.
My first memories at the school included the warmth and acceptance of Black people
who first befriended the overwhelmed me. Perhaps this only occurred because the
football players knew and respected my oldest brother, who graduated the previous
spring. Or, perhaps it revolves around the openness that I have experienced as
characteristic of communities of color where relationality centers values.

During my college orientation, all the freshmen marched to the top of the
academic hill behind upper-class members who carried a torch as initiation for us into the
community—a practice halted after Charlottesville because of its resonances of the KKK.
As the 727 of us encircled the academic quad, I remember little of what we did or what

people said. I do remember noticing the predominately white circle, largely clothed in
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khakis and light blue button-ups or J. Crew sundresses. A few months prior, I attended a
diverse public high school of 2,000 students with a large immigrant population and
somewhere in the realm of 100 spoken languages. About one-third of the students in my
high school were Black, one-quarter Latino/a, one-third white, and the rest had Asian or
Middle Eastern descent. My college’s upper-class and white demeanor stood starkly
against the neighborhood of my childhood and my high school, albeit a school that
largely adopted a colorblind mentality of not discussing race openly. Standing around the
quad and witnessing who comprised my college classmates, white privilege and
educational inequity pressed against my stomach, pooling into organs. In my gut, I felt
racism and discrimination connected to race and power, illustrated by the white-dominant
student body, professors, and curricular content of my elite college.

The summer after my freshman year of college, I worked with Upward Bound, a
college-preparation program in Boulder for Native American students from reservations
around the county. There, I witnessed deep relationality within this community and their
profound sense of humor. I spent each meal with a group of students, learning about their
lives and dreams—and unlearning the instilled beliefs about Native Americans as inferior
I breathed in as a child. It was an immense gift to be a part of such a strong and proud
community.

Before my senior year of college, I lived in Boston and assisted in a preschool
classroom for homeless children funded by a nonprofit. James, a three-year-old bilingual
child, spoke minimally when I began work that summer. Termed as “failure to thrive,” he

struggled to sleep and eat and was losing weight. I spent hours each day with him,
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talking, playing, reading, laughing. One day, James cursed me out, with full-on fucks.
Nothing in particular preceded the outburst, but I built nascent understandings of the
connection between voice and violence: when someone either cannot speak, or is not
heard by the situation surrounding them, violence can become voice, resistance, and self-
determination. Fanon (1963/2004) described this as cleansing violence (p. 51), acting
against the forces of material and symbolic violence from the state. At the time, I
connected it to Ellison’s (1995) Invisible Man, where the protagonist beats up a white
man who did not see him, asserting his humanity.

I became an English teacher, mediated largely by the desire to foster students’
voices through reading and writing. I thought that if they could read to connect
themselves to others and communicate more effectively, their lives would be profoundly
affected. Since, I continue unlearning my white savior mentality that situated solutions
within a white paradigm, led by white people, and within the educational system. Under
the logic of exclusion (Silva, 2001), the idea that inclusion of voices of color redresses
inequity, I thought that including more voices of color would substantially alter power
relationships and racism. Now, I am relearning the deep and complex nature of racial
positioning in society—and that inclusion is not enough to change the dynamics of our
inequitable, and violent, society; we must change the terms (Mignolo, 2009).

While examining racial logics and their connection to violence and outcomes in
educational settings will be a central feature of my career, I focused on a police training
here for various reasons. First, I feel a moral imperative connected to the high-profile

incidents recently and the possibility for political impact: a gubernatorial candidate asked
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to use pieces of my dissertation to inform policy. Second, aligned with Fanon
(1963/2004), I argue that the institutions of education and police run parallel and
mutually reinforce, incorporating the same logics of racial construction through violence
with material impact on who benefits from the system. Therefore, delving into a police
training allowed me to develop the intersection between police and education more fully.
The proliferation of research on the school-to-prison pipeline (Khalifa & Briscoe, 2015;
Cross, 2016; Stovall, 2016; Wun, 2015) necessitates my understanding of aspects of the
prison-industrial complex that pervade schools, with policing as an entry point. Stovall
(2016) argued that schools and prisons represent a “nexus... where both institutions
operate as one in the same under the same set of rules” (p. 2). Consequently, studying the
logics within crisis intervention in police contexts serves to ground further research in
schools. Third, the deconstruction of systems to uncover racial logics rooted in violence
requires damage to the self in decolonizing individual mentalities (Fanon, 1963/2004).
Because of my deep inculcation and socialization into education as a teacher and a
doctoral student in education, my proximity and positionality may obscure the racial
logics and the hidden curriculum within a school. Beginning in a more distant context
provides a fresh eye (Eisner, 1998), lessons, and builds my capacity to address and
perceive the operation of racial logics and violence in educational contexts, such as
through considering discipline structures, what is included or excluded from the

curriculum, pedagogical methods, and student and community relationships.
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Introduction to Methods
Theoretical Frameworks

From the “shallowness of whiteness” (Leonardo & Porter, 2010, p. 154), I humbly
enter work to describe the entangled relationships between police officers, a Crisis
Intervention Team (CIT) training, and the historical construction of white supremacy and
violence toward people of color. Aligned with Mignolo’s (2009) theorizations of
epistemologies, I recognize that many aspects of my project have been written,
experienced, or researched through various times, locations, and lenses—many outside
the purview of academia. Here, I use my educator’s tools as a microscope to elucidate
some of the “epistemic silences” (p. 4) within conversations about policing.

Within my project’s three primary objectives, revolving around the intentions,
operation, and reception of CIT training, I include the explicit and implicit features of
curriculum to explicate intersections between the CIT training and societal dynamics.
Therefore, my theoretical framework moves beyond individual deficiency to the
structural, institutional, and social dynamics that influence the training (Torre, Fine,
Stoudt, & Fox, 2012). For the purposes of my study, I focus on the racial logics of
whiteness (Fanon, 1963/2004; Fanon, 1952/2008, Harris, 1995; Jones, 2000; Silva, 2001;
Wynter, 2003) to ground my analysis of the CIT training’s instructional arc, situating it
within the way racial logics move through institutions, histories, and ideologies—leading

to and from them.
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Introduction to Educational Criticism and Connoisseurship

While I do not come from the perspective that I know everything, or even a lot,
about policing and police history, my limitations in knowledge serve the purposes of
Educational Criticism (Eisner, 1998), which strives to perceive through one’s location
and perspective to bring something different to the conversation. Using Educational
Criticism, I observed a week-long CIT training and conducted interviews with officers
leading, coaching, and attending the training. My sources of depth come from my
understandings of whiteness and curriculum rather than policing or mental health.
Despite my limitations, connoisseurship requires intentionally garnering experiences to
enhance perception of qualities. In this vein, I continue my commitment to learning and
unlearning (Freire, 2011).

Yet, my lack of exposure and existence on almost a parallel plane from the police
designed to protect me provides a decidedly different set of descriptions and analysis
from someone connected to police with negative or positive experiential perception. |
seek complexity as mediated by my slice of perspective, providing descriptions that are
“critical and generous, allowing subjects to reveal their many dimensions and strengths,
but also attempting to pierce through the smooth and correct veneers” (Lawrence
Lightfoot, 1983, p. 14). The focus must be on the systems and ideologies underneath
veneers that mask the ways racialized logics undergird the police.

Eisner (1998) described knowledge as accumulative, an action that connects
components to create a composed—yet incomplete—piece. Issues, like racism and police

interactions with communities of color, “are more complex than putting the pieces of a
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puzzle together to create a single, unified picture” (p. 211). For this reason, my aims in
studying a CIT training extend beyond certainty and truth, using research to “widen and
deepen our vision, to become wide awake, to notice what is subtle but significant”
(Barone & Eisner, 2012, p. 160)—to tune into different frequencies (Ellison, 1995) that
open sight. To transform systems toward humanness,” new modes and frequencies must
be utilized that “appreciate the complexity of a complex problem” rather than utilizing
“simplistic remedies that cannot work” (Eisner, 1998, p. 115). Therefore, my
connoisseurship adds value and richness to the texture of understanding, what Eisner
(1998) described as “being intellectually versatile or theoretically eclectic” (p. 49).
Through analyzing a CIT training with racial logics and police and curricular literature, I
intend to open my thinking and use a specific location to conceive of the world in novel
ways. Projects such as tackling the deep roots of state-sanctioned violence emerging in
policing and in schools requires transdisciplinary thinking and analysis of local situations
to illuminate: problems “all interact and are interconnected and thus, together, are
constitutive of our species’ ‘global problems’” (Wynter & McKittrick, 2015, p. 44).
Resisting the urge to separate selves and systems into separate issues and disciplines, I
use Educational Criticism to analyze how the racial logic of whiteness folds into the
institution of policing to ground further studies in the operation of whiteness in school

systems.

? I use humanness rather than justice in line with Coulthard (2014), Fanon (1963/2004 &
1952/2008), and Lowe (2015), who argue that justice through the law comes from a logic of recognition, an
impossibility within a societal milieu that constructs people of color in zones of non-being based on the
violence of white supremacy. Fanon (1963/2004) and Wynter (2003) push for inventing a New Man
outside the scope of current dynamics, which construct people of color as less, effectually rendering white
people least human. I expound upon these ideas in my Literature Review in Chapter 2.
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Purpose and Questions

Within the deep, historical realities of our current police context and a humility
that pulls me from claims to questions around the complexity of a problem that has lived
in bodies with myriad attempts at solutions, this study has a dual-purpose. First, because
of the systemic reduction of knowledge to objectivity and text, I attempt to vie for space
in the academy for broadened conceptions of what knowledge is and how it is created. By
juxtaposing the more formal, academic text and research studies with work of decolonial
scholars (i.e., Fanon, 1967 & 1963/2004; Silva, 2001; Wynter, 2003) and by juxtaposing
voices, I extend the literature and conceptualizations necessary to deconstruct policing.
Relying on aesthetic dimensions of knowing, in part to elucidate power relationships,
allows for transgressing boundaries between people and between brain and body. |
unhinge at points from traditional academic discourse into spaces of perception and
creation.

Secondly, I do not aim to solve any problems through my topic of study and
disavow any mentalities of missionary or savior (Martin, 2007) because I am grounded in
the enormity and complexity of relationships so historically-rooted and institutionally-
embedded. Rather, I strive to describe a particular context in great detail, utilizing my
perceptivity, criticality, and aesthetic orientations from my “culture-specific” (Wynter &
McKittrick, 2015, p. 45) position as a white female educator to interpret observations of a
CIT training and police interviews through the racial logic of whiteness. I illuminate

nuance through descriptive renderings (Eisner, 1998). Then, I place these descriptions in
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conversation with theoretical frameworks to offer interpretations, evaluations, and
thematics that amplify the particular for perceptive openings.

To engage my dual-purpose, I used Educational Criticism (Eisner, 1998) to
examine a CIT training for police officers in an urban police department through the
interpretive framework of intended, enacted, and received curriculum (Eisner, 1998;
Uhrmacher et al., 2017). I first utilized interviews to consider how the training officers
think about its purposes and content. I then observed the training to examine the
relationship between trainer’s intentions and what occurs. Last, I explored what the police
officers learn, connecting the training to how individual police officers make sense of it.
My overarching research question that guided my observation is:

How does CIT Training evince or contest the hidden curriculum of violence,

dehumanization, and whiteness surrounding police work?
My sub-research questions include the following:

1. What is the intent of the CIT training from the perspective of various
stakeholders, including trainers and the curriculum itself? How does it orient
to people and systems?

2. How does what happens in the training connect or disconnect from the
intentions? How is the curriculum operationalized?

3. How do police officers receive the training? How do they make sense of it

regarding their personal beliefs and their roles as police officers?
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Chapter Two: Literature Review

The current context of policing proliferates values and beliefs through its
differential criminalization and use of force based in race. But, these are not acts of the
moment; rather, they extend back into the racial logics undergirding our modern, global
society. Thus, a cycling back into history to the logics underneath that imprint into
systems contextualizes the analysis of a police CIT training. Such a background allows
me to identify specific racial logics—such as neutrality, colorblindness, the levels of
racism, and a universality based on the over-representation of white men—in the training
and reveal how the training works with or contests the history and logics behind policing.
Within this discussion, I consider how Fanon and his successors conceptualize the
Man/human, and how that fuels society’s racial logics—recognizing that U.S. dynamics
extend beyond its borders through imperialism—and, thus, engineers a racial-predicated
violence that emerges within institutions. In this study, I consider the role of racial logics
on violence in policing, with the goal of extending this work to the violence and racial
logics within aspects of schooling, such as teacher training, educational curricula, and
discipline structures. The institutional analysis of understanding the logics within police

can ground and parallel work in schools.
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Constructions of Man/Human

Fanon’s Background

Gamal’s (2016) argument that the police hold a dual purpose to protect certain
(namely white) groups while further marginalizing and controlling others (people of
color) aligns with the work of Frantz Fanon (1925-1961). Fanon, a Martinique-born and
French-educated psychiatrist, wrote his theories of race, violence, colonization, and Man
in conversation with the Algerian War for Independence from France. Serving as a
psychiatrist in Algeria during the war, he witnessed the effects of colonization on both the
colonizer and the colonized, realizing the reactionary nature of psychiatry for the
colonized as a response to the psychic trauma of colonization as well as his complicity in
treating the colonizer—perpetrators of violence—enabling them to sleep at night (Fanon,
1963/2004). Fanon left the hospital in Algeria to fight in the war to face the contradiction
within treating both the cause and the effect of violence, thus cooperating with violence’s
continued cycle. In his resignation letter, he said, “What is happening [the violence
related to de/colonization in Algeria] is the result neither of an accident nor of a
breakdown in the mechanism” (Fanon, 1967). Throughout his work, Fanon exposes the
intentionality behind acts of violence and colonization, arguing that they predicate on
conceptualizations of man based in race; this same logic produces different material
realities based on race in encounters with the police in the United States.
Recognition

In Black Skins, White Masks, Fanon (1952/2008) dismantled concepts of man

within European philosophy, arguing that European philosophers do not consider people
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of color within their theorizations. Preeminently, Fanon focuses on the work of Hegel,
whose theorization of the self-other and master-bondsman rests on recognition.
Recognition, though, requires mutual humanity and mutual recognition—what Hegel
(1977) described as “possible only when each is for the other what the other is for it” (p.
113). The logics of colonization, slavery, and racism that form current relationships
within individuals and institutions do not situate people of color in a mutual position;
they are beyond Hegel’s thinking entirely, in what Fanon terms the “zone of nonbeing”—
outside the realm of ontology. Within white supremacist constructions, people of color do
not exist as human and/or subjects. Fanon (1952/2008) asserted that even when
embodying the markers of European humanity through Western education and language,
Black people cannot attain cultural adequacy or recognition for their humanity and
civilization in the white conception. They retain the “dimension of being-for-others” (p.
1), and they have to “wear the livery the white man has fabricated for [them]” (p. 17)
while also treated as children. In other words, Black people must assimilate to white
norms for acceptability, but even when they do, they are pulled perpetually to a racial
body schema (Wynter, 1999) founded on the “epidermalization of oppression” (Sharpley-
Whiting, 1999, p. 64) and created through violence.
Wynter’s Charting of Man

For Wynter (2003), Man as Western European, heterosexual, bourgeois, and
cisgender “overrepresents itself as if it were the human self” (p. 260). The construction of
who is considered Man—"the only viable expression of humanness” (McKittrick, 2006,

p. 124)—provides important contextualization for racial logics within institutions, such as
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police. Wynter (2003) claimed that “any attempt to unsettle the coloniality of power [i.e.,
police] will call for the unsettling of this overrepresentation” (p. 260). Mendez’s (2015)
discussions of gender elucidated the ways “colonial relations of power” historically
racialize and reconstitute gender (p. 41), arguing that notions of “Man” and “Woman” in
discourse “obscure the histories and bodies” rooted in slavery and colonization (p. 42),
reducing gender to its white arrangement of power. The over-representation of Man
allows the imposition of “his body and will with relative impunity, sexually or otherwise,
on any Other”—white women included—*that is understood to be naturally inferior to
him” (p. 45). This construction, Mendez argued, roots the acquittals of police officers in
killings of women and people of color. Thus, within Fanon and Wynter’s lineage, over-
represented Man constitutes the norming center to determine every other “genre”
(Wynter, 1999 & 2003), or mode of being human. The focus on race over gender in this
work is not to ignore the role of gender, but to emphasize the embeddedness of whiteness
and masculinity in the over-represented Man that influences relations of humanity and
subhumanity played out in institutions—and to unsettle the over-representation of Man
by interrogating structures that produce white man as the ultimate subject.

Wynter (2003) argued that Europeans came to believe themselves to be human
concurrent with the slave trade, a time and space abutment that carries ramifications for
current racial logics. Wynter plotted her characterization of over-represented Man, over
time, beginning with the idea that the “heavens” (p. 271) created governing and absolute,
objective conditions for human existence inscribed into cross-cultural mythology and

religion. The fixity of heavenly bodies and “divine” cosmos upheld a sense of perfection
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and unchangeability in the relations and hierarchies of order. When astronomy and
physics developed—such as Copernicus discovering that the Earth rotated around the Sun
rather than the other way around, disrupting notions of a world designed for and
revolving around Man—the invention of Man overlaid the Christian logic of fixed order.
Within this ruptured world, where Man no longer sits at the center with knowledge fixed
and knowable only by God, the dominant European beliefs shifted to the idea that God
made the world “according to rational, nonarbitrary rules that could be knowable by the
beings that He had made it for” (p. 278). Therefore, rather than considering Man within a
religious framework of damned and saved (what Wynter terms Man, ), scientific
discoveries reinvented Man as rational and irrational (Man,). Because the acknowledged
scientific discoveries occurred in Europe in the realm and reach of Christianity,
Europeans became the rational beings that God made the world to discover;
determination of rationality based in religious logic. And, since Copernicus’ work in the
early 16" Century merged with the Age of Discovery, the logics of both Man; and Man,
merged to justify slavery and colonization.

The existence of the New World “ruptured European understandings,” throwing
“humanness into crisis” (McKittrick, 2006, p. 124). McKittrick (2006) mapped Wynter’s
conceptualizations of both versions of Man into habitable and uninhabitable zones, as
marked by the reach of Christianity through Europe and Northern Africa. Uninhabitable
zones included Africa below the Sahara (too hot) and the New World (under water).
Originally mapped by European cartographers and explorers as ““peopleless’ voids™ (p.

129), conceptions of uninhabitability allowed the logics of Man; and Man; to exclude
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Africans and Native Americans as people because they were either/both damned outside
of the fixed realm of Christianity and irrational as positioned outside the rationality of
scientific discovery. Monotheism “could not conceive of an Other” as human or, likewise,
rational (Wynter, 2003, p. 291). Consequently, Europeans reoriented their understandings
of Man along the color line, as race marked the boundary between Europeans as saved
(evangelizing)/rational (imperializing) and slaves and Native Americans as
damned/irrational (McKittrick, 2006). Race justified the violence of slavery and
colonization while also bolstering the European Man as superior through religious and
intellectual bases as over-represented Man needed to render people of color as nonbeing
to assert his being (ability to dominate).

Thus, white supremacy stems from violence, considered as neutral, natural, and
necessary because of definitions of human within European frameworks (Silva, 2014;
Wynter, 2003). In the 19"-century, Darwinian logic placed the failures or successes of
groups within biological terms of naturally “selected or dysselected” (Wynter, 2003, p.
310), shifting blame for racism and the genocide of Native Americans from the
individuals or systems responsible onto the “dysselected” groups. Moreover, adding
biological normalization reified racialized and asymmetrical categorization of “rational
and irrational, selected and dysselected, the haves and the have-nots” (Wynter &
McKittrick, 2015). Color serves as the line between categories, connecting to Cheryl
Harris’ (1995) theorization of whiteness as property, wherein whiteness conflates with
exclusionary rights to freedom, privilege, and advantage (see also Vaught & Castagno,

2008). Aligned with Wynter’s argument that slavery pinned racial categorization to logic
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system of power and control, Harris (1995) asserted that making whiteness a “shield from
slavery” (p. 279), imprinted racial lines as critical. Whiteness, then, became property, an
“‘object’ over which continued control was—and is—expected...” (p. 281) and
reinforced the idea that the “degraded status” (p. 286) of people of color is natural and
“commonsensical” (Cross, 2016, p. 4), what Castro-Gomez describes as the “hubris of
the zero point” (as cited in Mignolo, 2009, p. 2). White people and Western structures
vehemently defend their false sense of deserved power that enables them to maintain
superiority of material and psychic space.
Connections to Roots of Policing

The overall logic of pointed violence toward “dysselected” communities extends
from conceptions of Man centered on race into categories of being and non-being to
condone the history of Native American genocide and slavery. This historical
grounding—often erased—yprovides necessary context to understand current relationships
and circumstances within policing. At a concrete level, the surveillance of and violence
toward Black and Brown people roots in the history of slavery (Browne, 2015; Kendi,
2016; Wun, 2015), emerging out of the antebellum South through slave patrols, “a
rudimentary form of policing” where white men stopped and questioned travelling slaves
(Parenti qtd. in Sprinkle, 2005, p. 1377; see also Browne, 2015). The passage of the
Fugitive Slave Act in 1793 granted white slaveholders the right to recover fugitive slaves,
implementing laws in the South that required white people “to enforce the pass system
against all Blacks” (Parenti, 2003, p. 20) to reduce the escape of slaves. Within the slave

pass system came an increase in foot patrols—Ilargely poor and middle class whites—and
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increasing levels of formality, organization, and weaponry. Slave passes delineated slave
purposes for traveling and destinations, or they risked punishment, as the ability for
slaves to mobilize and network increased the likelihood of resistance and rebellion
(Parenti, 2003). Thus, race-centered conceptions of Man birthed slavery which birthed
the U.S. police system. Since “the function of a social structure is to set up institutions to
serve man’s needs” (Fanon, 1967, p. 53) and since Man is “overrepresented” as white
male (Coulthard, 2014; Wynter, 2003), the police system is designed, as Gamal (2016)
attested, to surveil and control Black and Brown people, while providing “security” to
white supremacy (Daulatzai, 2016, p. xviii) within the logic of whiteness as a property
right.
Racial Frameworks

Contextualization of police within frameworks of whiteness and the racial logics,
such as claims of neutrality and colorblindness, within it are missing in studies of police
in general, with race often used only as a variable in studies (Henne & Shah, 2015).
Instead studies focus on police interventions (Ariel, 2016; Compton et al., 2014; Ellis,
2011; Gill, Weisburd, Telep, Vitter, & Bennett, 2014; Morrow, Katz, & Choate, 2016) and
police attitudes or socialization (Bonfine, Ritter, & Munetz, 2014; Canada, Angell, &
Watson, 2012; Conti & Doreian, 2014; Ellis, 2014; Smiley & Fakunle, 2016)—rather
than the structures of whiteness informing policing. Thus, Henne and Shah (2015)
encouraged investigation of the white logic and structures informing police and
criminological research. The present study fits the gap of exploring the racial logics of

whiteness within a police training’s instructional arc. Historically, race has been used as a
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differentiator to justify domination of groups as well as inequity; therefore, I distinguish
between white, whiteness, and white supremacy and explain how each operates within a
racial society. I then situate these terms into the racial logics described by Silva (2001) to
contextualize my study.
White and Whiteness

White refers to phenotype, or skin color—the optic of a body. However, in a
racialized society, it signifies supremacy and rationality, rooted historically through
religion, politics, and science (Wynter, 2003). As McAfee (2014) argued, race is “a verb
rather than a noun,” its significations fluctuating to maintain “patterns and hierarchies”
via the seemingly minute and ordinary (p. 468). Whiteness, on the other hand, “is not a
race” but an ideology “and a system of assumptions and practices” (Gillborn, 2014, p.
32), and it is structured off black racism (Silva, 2001). Ideologies, like race, are not static,
but “the mental frameworks” of language, symbols, and imagery deployed by social
group to “make sense of, define, figure out and render intelligible the way society works”
(Leonardo, 2010, p. 26). Justifications of whiteness include narrow conceptions of
meritocracy and the American Dream (West, 1989), where success is pinned on hard
work—valuing white collar work over labor—and failure on pathological views of
people of color and their cultures (Solérzano & Yosso, 2002; Tuck, 2009b). Whiteness
defends privileged access to resources like education, goods, services, and property
(Chakravartty & Silva, 2012; Cross, 2016; Harris, 1995; Weis & Fine, 2012), resulting in

gentrification and inequity in schools, housing—and police treatment.
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Whiteness can be upheld by people of any race and by institutions or structures. It
involves marking groups as “other” with white remaining “unmarked” as the norm
(Potter, 2015, p. 1438), thus framing white norms as neutral and objective without
recognizing the hierarchy of power that influences material distribution (Bonilla-Silva,
2014; Dixson & Rousseau, 2005; Harris, 1995; Kendi, 2016; Ledesma & Calderén, 2015;
Nelson, 2015). The education system reproduces whiteness through its curricula, its
modes of learning, and its perceptions of knowledge (Mignolo, 2009; Thompson Dorsey
& Venzant Chambers, 2014; Weis & Fine, 2012; West-Olatunji et al., 2008). Identifying
the extent to which and how the CIT training reproduces or contests whiteness as
normative and unmarked is a central feature of my study.

White Supremacy and Racism

Coalesced, ideologies of whiteness knit into systems, institutions, beliefs, and
collective beliefs to sustain white supremacy—white superiority and dominance
(Leonardo, 2004). White supremacy materializes both individually and systemically
through racism, or the belief in white superiority—whether conscious or not—and,
consequently, the “right to dominance” (Lorde, 2007, p. 45). The beliefs of individuals
and systems transform racism from personally-mediated prejudicial actions held within
individual and institutional discrimination (Jones, 2000) to white supremacy: a
hegemonic force developed through the global inscription of religious, ideological, and
scientific beliefs through processes of slavery and colonization (Chakravartty & Silva,
2012; Wynter, 2003). A key distinction exists between hegemony and domination:

“hegemony requires consent and domination requires coercion” (Leonardo, 2010, p. 7);
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hegemony exists throughout society, upheld by the operations of the dominant group
(Gramsci). When groups or individuals seek institutional recognition through acts such as
accreditation or licensure, they consent to the system, lending more stability to the system
than “brute force” (Coulthard, 2014, p. 31). Whiteness—and, connected, white
supremacy—moves beyond hegemony to “autonomy” (Leonardo, 2010, p. 12) because
whiteness is woven so deeply into the U.S. that it no longer requires consent to
perpetuate; it is the modus operandi, aligned with Gramsci’s (1994) definition of
hegemony. Whiteness “props up [Audre Lorde’s] mythical norm and erases or obscures
the daily struggles of particular communities” (McKittrick & Woods, 2007, p. 4).
Complicity, the automatic participation in dominant societal structures, supersedes
consent in maintaining hegemonic institutions.

Institutionalized racism. Institutionalized racism includes the “differential
access to the goods, services, and opportunities of society by race” that permeates
“custom, practice, and law” (Jones, 2000, p. 8). Because of its structural nature,
institutionalized racism cannot be located or blamed easily, often occurring through
inaction and/or becoming unseen under the guise of normalcy or tradition.

Personally-mediated racism. Personally-mediated racism, encompassing the
outright bigotry that people often consider as definitional of racism, includes individual
beliefs and “assumptions about the abilities, motives, and intentions of others” (p. 8).
Like institutionalized racism, it emerges both in action and inaction and can be either
intentional or unintentional. Kendi (2016) described helpful categories to connect with

personally-mediated racism, though they can also operate institutionally: segregationist or
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assimilationist racist ideas. Segregationist ideas posit a difference between races that is
permanent and justifies differential treatment, whereas assimilationist ideas argue that,
given the right environment and conditions, people of all races can achieve success.
Assimilationist thinking is both pervasive and subtle because it can look like attempts to
achieve equity. However, the rub to assimilationist thinking is that success is defined
through a white normative lens.

Interiorized racism. Internalized racism is the belief of “members of the
stigmatized races of negative messages about their own abilities and intrinsic worth”
(Jones, 2000, p. 9). It manifests in numerous ways, including the devaluation of self or
members of one’s community, of limiting dreams, or of hopelessness. Importantly, Fanon
(1952/2008) terms internalized racism as the interiorization of inferiority, shifting the
locus of responsibility from the person of color internalizing negative messages to the
systems and structures that construct people of color as inferior. I use Fanon’s structural
understanding in my interrogation of whiteness.

Racism terminology. Because of the over-representation of white authors,
histories, and researchers (Wynter, 2003), U.S. society promotes the myth of neutrality
and white normality (Yosso, Parker, Solorzano, & Lynn, 2004). Neutrality, or normative
centering of consciousness via education, popular discourse, and media, reinscribes
racism into individual mentalities and institutions to maintain whiteness in unseen or
even ordinary forms (Bonilla-Silva, 2014; Dixson & Rousseau, 2005; Harris, 1995;
Ledesma & Calderdn, 2015). Some of the forms of racism include colorblind racism, or

the avoidance of seeing race (Bonilla-Silva, 2014; Gillborn, 2005; Martin, 2007; Weis &
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Fine, 2012); meritocracy, or the belief that individual merit and hard work leads to “an
equal chance” of success without considering other factors (Au, 2013, p. 13; see also
Cerezo, McWhirter, Pefia, Valdez, & Bustos, 2013); and white fragility, or deployment of
defensiveness through “anger, fear, guilt,... argumentation, silence, and [avoidance]”
(DiAngelo, 2011, p. 54), what Matias (2016) considered the “emotionalities” associated
with whiteness. The racial logics constructing whiteness involve complex and myriad
strands, some of which emerged in my observations and interviews. While many people
may consider the dehumanization within police brutality as personally-mediated racism, I
focus on the ideological and institutionalized nature of police-community dynamics,
arguing that they are not about individual police officers or departments, but rather a
systemic articulation of the white s