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CHAPTER 1:
INTRODUCTION

The purpose of this study is twofold. First, thee@ch aims to deepen our understanding
of the learning and living experiences of blackdgiates of predominantly white institutions
(PWIs) of higher learning. Second, this study seekexpand on and update the literature by
considering two critical and, significantly, concemt developments over the past decade: the
systematic dismantling of post-secondary affirmatiaction policies and the increasingly
popular, but highly contentious, ideology of poatialism. A Critical Race Theory (CRT) and
social justice perspective (Crenshaw et al., 1998ison-Billings and Tate, 1995; Gutmann,
1987; Howe, 1997 and Young, 1990) frame this stadg, in conjunction with counter-
storytelling (Ladson-Billings, 1998), will be used analyze students’ stories and lay the
groundwork for a deeper understanding of black estticexperiences on a post-affirmative
action, so-called post-racial predominantly whiaenpus.

Recent challenges and reversals notwithstandimggcémstitutional precedents have done
more to impact educational access and attainmenbléxk students thaBrown v. Board of
Education(1954). To be suréBrown has significantly broadened the scope of oppornyuiait
black students seeking access to institutionsgiidri learning. African Americans not only have
gained better access to many institutions of higllercation that previously denied them access
based on race, but their overall rates of parttmpan higher education have increased steadily
(Allen, 2005).Marable (2006) writes:

Riding high on the crest of the Brown wave, Africamericans finally won access to

higher education at unprecedented rates. In 19&0e were 200,000 African Americans

enrolled in college, and three-fourths of that nemilattended historically Black



universities and colleges. By 1970, as a directsequnence of civil rights protests,

417,000 Black Americans age 18 to 24 were attendimiege. Significantly, three-

fourths of these new students were at predomin&itite institutions. (pp 190-191)
Unfortunately, the increased presence of Africanefioan students at predominantly white
institutions (PWIs) has not always translated ith@ir acceptance and integration into
mainstream campus life. To the contrary, data fetrest racial tension and conflict at these
institutions remain a serious problem (Feagin et1#96), with adverse consequences for the
African American student. Specifically, black state attending predominantly white
institutions of higher learning experience raciflants and discrimination (Feagin et al., 1996),
view the campus as unwelcoming, tense and hosgtdadin et al., 1996), and experience poorer
overall psychological adjustment (Feagin et al96Allen, 1985; Fleming,1984). Studies have
also noted that, relative to white students, Bladkmonstrate lower and more compromised
academic achievement levels (Steele, 1997; Frigg-B004), less likelihood of enrollment in
advanced degree programs, and lower post-graduationpational attainments and earnings
(Allen, 2005).

Interestingly, the preponderance of literature expl black students’ experiences on
predominantly white campuses predates major shiftsur thinking about race and racism.
Indeed, a great deal has changed on the socid $ioce Fleming's (1984) watershed study
comparing experiences of black students attendivgsRvith those attending historically black
colleges and universities (HBCUs). Two such devalepts with profound implications for this
study are the systematic effort to dismantle afditiwe action in higher education and the

increasingly popular notion of post-racialism. E&due will be discussed in turn.



AFFIRMATIVE ACTION

In November, 1996, after a long and contentiousliehge, the State of California
adopted Proposition 209, an amendment to the Stastitution that proposed to eliminate so-
called discriminatory practices in public employmegovernment contracting, and public
institutions of education (Teranishi & Briscoe, 8)0As with earlier challenges to affirmative
action programs (see University of Californizavis v. Bakkel1978), proponents of Proposition
209 argued that affirmative action programs grantefhir preferences to underrepresented
minorities and women, and thus ran afoul of theitsand intent of the Civil Rights Act of 1964
(Teranishi & Briscoe, 2008; The American Civil Righnitiative, 2011). The American Civil
Rights Initiative, a non-profit, conservative-leagiorganization aimed at reversing affirmative
action programs, affirms this view thusly:

The American Civil Rights Institute is a nationaVvicrights organization created to

educate the public on the harms of racial and gepdderences... ACRI also seeks to

affect a cultural change by challenging the “ra@ters” mentality embraced by many of

today’s so-called “civil rights leaders.” ACRI'sdders and supporters believe that civil

rights are individual rights and that governmenigoes should not advocate group rights

over individual rights. (American Civil Rights Irative, 2011)
Though advocates of anti-affirmative action ledisia view their efforts as a positive and
affirmative step toward a “color-blind” society (Aamcan Civil Rights Initiative, 2011), the
measure has had a decidedly adverse impact on blaokiment, particularly students seeking
admission to selective public institutions (Terani& Briscoe, 2008). In their notable study
examining the impact of Proposition 209 on blacktrroalation rates and college choice in

California, Teranishi and Briscoe (2008) reporttthack first-time freshmen enrollment



decreased 43% at UCLA (Los Angeles) and 38% at (EBkeley) following the enactment of
Proposition 209, in the single year between 199V1898. Teranishi and Briscoe also found that
anti-affirmative action, meritocratic rhetoric cayed to students of color that they did not
belong in highly selective institutions, and thhaistperception of racism during the college-
choice process caused students to struggle witttsabt.

The subsequent passing of similar measures i sthtes, notably Texas (Hopwood v.
State of Texas, 1996), Washington (Initiative 2D898) and, most recently, Michigan (Proposal
2, 2006) suggests an incipient anti-affirmativeiactsocial climate. Confirming this view,
ACRI, writes:

In the wake of the passage of California’s Propasi209 there was a strong sentiment

that the movement should not end, but should coatmationwide. A sustained national

effort toward the elimination of racial and gendmeferences required a carefully

coordinated system of continuing education andipaliinfluence. (http:www.acri.org)

Importantly, much of the affirmative action resdmato date focuses on the extent to
which Proposition 209 has impacted black studemblenent (Teranishi & Briscoe, 2008).
While these data provide important baseline infdioma they do little to account for how black
students may be impacted by learning and livingriranti-affirmative action context.

POST-RACIALISM

A second and arguably related development condbmancreasing characterization of
American society as post-racial, as a color-blindiety where racial barriers no longer exist
(Bonilla-Silva, 2003). Although the notion of a ooblind society has been considered before
(see Marable, 1998), the ascendancy and ultimatgi@h of President Barack Obama appear to

have added credence to the idea that America nsdesmding its preoccupation with race. As



Zamudio, Russell, Rios, and Bridgeman (2011) wrifétis notion [of a colorblind society] is
further problematized with the election of Barackatha to the presidency, an event to which
political pundits point to suggest that we are aoly a colorblind society, but a post-racial
society” (p. 21). Indeed, references to a postatadi.S. society abound. For instance, a lead
article in theWashington Postead: Edging (at times clumsily) toward a postabémerica
(Givhan, 2008). In a similar, albeit conservativein, Los Angeles Timesrites about Obama’s
post-racial promise (Steele, 2008). Perhaps matieative of the debate concerning a so-called
post-racial America is the lead question on npr.dwe we living in a post-racial America?
(National Public Radio, February 11, 2009).

Despite the popularization of a “post-racial” itteyy, there is considerable debate as to
whether U.S. society is close to realizing thisaid&cholars are among those challenging this
view. Feagin (2009), for instance, cautions agéaimstuncritical characterization of America as a
post-racial society, suggesting that present-daisma renders the notion a fallacy. Similarly,
Marable (2009) contends that despite recent intémethe notion of a post-racial society, racial
equality and social justice for African Americangpaar more elusive than ever. Bonilla-Silva
(2003) challenges the subtext of the new postdaci@or-blind discourse, positing a “new
racism,” one that replaces the old, more overt Giow racism with a decidedly nuanced and
subtle “color-blind” ideology:

A new powerful ideology has emerged that combinksnents of liberalism with

culturally based anti-minority views to justify tltentemporary racial order: color-blind
racism. Yet this new ideology is a curious one.héligh it engages, as all such
ideologies do, in “blaming the victim,” it does goa very indirect “now you see it, now

you don’t” style that matches perfectly the chagacf the “new racism.” (p. 275)



Furthermore,

Although the “new racism” seems racism lite, i effective as slavery and Jim Crow

in maintaining the racial status quo. The centi@nents of this new structure are: 1) the

increasingly covert nature of racial discourse practices; 2) the avoidance of racial
terminology and the ever-growing claim by whiteattthey experience “reverse racism;”

3) the invisibility of most mechanisms to reproduaeial inequality; 4) the incorporation

of “safe minorities” (e.g., Clarence Thomas, Coeeah Rice, or Colin Powell) to signify

the nonracialism of the polity; and 5) the reafation of some racial practices

characteristic of the Jim Crow period of race rels. (p. 272)

A critical reading of the literature, combined witbcent developments in our thinking
about race, racism, and equality of educationalodppity, highlights the need to expand our
understanding of black students’ experiences odgmnénantly white campuses. In particular,
there is a need to inquire into the impact of bevagbcial developments (i.e. post-affirmation
action and post-racial discourse) on the learning l&ing experiences of black students, to
illuminate the challenges that might be associateth these new developments, and to
investigate the ways in which black students pesceand cope with the realities of the
contemporary predominantly white campus. Ultimatetlye aim is to determine whether
previous conceptualizations of race (and racisithhstd, or if there is a need to recalibrate both
our thinking of, and approach to, research in pdfstmative action, post-racial contexts.

Thus, the purpose of this research study includasldping an understanding of the
particular circumstances of black students at al@renantly white university in the Upper

Midwest, especially the extent to which a so-capledt-racial, “color-blind” situation exists.



SIGNIFICANCE

Why do the lives and experiences of black studertsnding predominantly white
institutions of higher education merit investigatoTo begin with, academic achievement and
retention remain a challenge for black studentsndihg predominantly white institutions of
higher learning. Significantly, this challenge é¢sisat a time of unprecedented economic
uncertainty and in a context (severely eroded netufing base, globalization and an
increasingly competitive job market) in which alege degree is no longer optional but sine qua
non to economic success and advancement in sogighpugh factors such as financial support,
academic preparedness and institutional fit hawenbenplicated in student progression and
retention studies of black students at traditignalhite institutions of higher learning (Nettles,
1988; Tinto, 1993), other factors appear in playvad. Tinto (1993), for example, found that
college attrition was significantly influenced byperiences which took place during the college
experience. To be sure, data show that experiemitegacism remain a significant liability for
black students (Feagin, Vera & Imani, 1996; Lov@93; Allen, 1988; Nettles, 1988), begging
the question: If black students face racism oagular basis, how might this ultimately impact
their chances of succeeding in college?

Furthermore, little is known about what it meand#oAfrican American college student
in a post- affirmative action, so-called post-racantext. Although there is a significant body of
research on the black experience on predominantigewcampuses, most notably Agony of
Education “only a handful of research studies in the 1998®g examined the racial barriers that
African American students encounter in predomirnawhite colleges and universities” (Feagin
Vera & Imani, 1996, p. xi). Moreover, these studmeceded both the emergence of post-

racialism and the systematic challenges to affiiveaction in higher education. Thus, there is a



great deal to learn in terms of how black studenéy be impacted by the evolving cultural,
social, and political landscape. By exploring whateans to be African American in a post-
affirmation, post-racial context, findings from ghistudy contribute to deepening our
understanding of the black experience on the combeany predominantly white campus.

Finally, a central goal of research in the critidehdition is to effect social and
institutional change, in part by dismantling paiand practices at variance with democratic
and social justice ideals. Thus, it is hoped thatdbawing upon the voices of black student
graduates of predominantly white institutions ajher learning, this study may ultimately build
upon and lay the conceptual groundwork for develgsiocially progressive, culturally inclusive
policies and programs in higher education.

As will become clearer in chapter two, this studlf explore black students’ perceptions
of, and encounters with, racism and discriminationferms of their interactions with white
faculty, staff and students; the impact of theseractions on their well-being and achievement;
strategies for adapting and coping, and how theseounters might shape their

conceptualizations of race and racism on a whiteptss.



CHAPTER 2:
LITERATURE REVIEW
INTRODUCTION

As | ponder the task before me, exploring the jvand learning experiences of Black
student graduates of traditionally white institaBoof higher learning, | am reminded of a
watershed moment in civil rights history: James &dih’s 1962 desegregation of the University
of Mississippi, then an exclusively White institutiof higher learning (Meredith, 1966). Several
guestions come to mind as | reflect on this histexrent: The overtly oppressive and endemic
racism of the South and broader society at the tioterithstanding, what were Meredith’s day-
to-day experiences on the racially-charged, OlesMasmpus? How did being the first and only
impact his actions relative to his racsithin and beyond the classroom? What about his
relationships with administration, faculty and éell students, and his perceptions of those
entrusted to provide a fair and equal educatiopglodunity to all students? How did he cope
and maintain a sense of well-being in the faceasbigtent racial hostility? Devoid of a black
student community and support structure, to whghinive attribute his progression and ultimate
graduation? And lastly, as racial tensions on campod beyond seemingly abated, and
Meredith’s presence became presumably more “tdiefabad race figured less prominently in
his day-to-day existence? Although race relatioagehcertainly changed for the better since
Meredith’s historic desegregation of “Ole Miss"—tBB808 election of Barack Obama is often
touted as a case in point, this review will revbalt many of these questions remain troublingly
relevant, at least through much of the 1990s. ¢h tae studies constituting this review converge
on one point: race remains a prominent theme inlivies of black students on predominantly

white campuses.
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A second side of this coin exists, however. Som®lsts and social commentators
guestion the persistence of racism on predominavtil{e campuses, arguing as Berstein did that
“racism is no longer the social norm in Americdm,li (cited in Feagin et al., 1996, p. 3) or that
black students exaggerate, if not fabricate, claosmscism (Steele, cited in Feagin et al.,1996).
As noted previously, others posit a post-racial Ao@e suggesting the transcendence of race
and, by inference, racism. (Revealingly, many & $slame voices repudiating the existence of
racism also oppose affirmative action and othermmmsatory policies aimed at redressing racial
discrimination). However, although racial tensiomsay have lessened over the years, the
literature suggests that considerable room for aw@ment remains. For instance, as | detail in a
subsequent section, racism and racial conflictsamous cause for concern at predominantly
white institutions of higher learning (Feagin et 4B96).

In their qualitative study exploring the experienaé black students at a predominantly
white university, Feagin, Vera and Imani (1996) mewed conservative notions of racial
harmony, asserting instead that racism and raomlict are prevalent at PWIs and experienced
by black students at disturbing levels. Drawing upoth qualitative and quantitative studies, |
expand on this theme, relating the stories of sttedef color, their living and learning
experiences as shaped by race, and the varioustihv@ysespond to these experiences.

FRAMING THE STUDY

In what follows, | seek to deepen my understandhdlack student experiences on
predominantly white campuses. Here, an old adageesdo mind: “To understand the fruit, you
must look at the root.” That is, to understand‘thkat” and “why” of black student experiences
at traditionally white institutions of higher leamg, it is critical that we understand broader

social contexts—the root— in which these experiermzur. Thus, | will begin this framework
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with a synthesis of the empirical research on bktcklent experiences on predominantly white
campuses. Furthermore, to evaluate those expesienca systematic way along social justice
lines, | draw upon Critical Race Theory and phijgsiocal conceptions of equality of educational
opportunity and non-oppression to provide analyticanmes through which to understand the
particular experiences of black students at predantly white universities. Critical Race
Theory (CRT) will help me to understand if and hoace impacts the learning and living
experiences of black students, while equality aficadional opportunity and the principle of
nonoppression serve as complementary frameworfeciitate a deeper understanding of these
experiences. Specifically, the frameworks serva ssndard against which to assess educational
opportunity and oppression in predominantly whitatexts.
Blacks at PWIs: The Continuing Significance of Race

In his watershed workhe Declining Significance of Rad#illiam Julius Wilson (1980)
posited an America where race relations have eddiwéhe point where socioeconomic status is
more important than race as a basis of discrinonatNot surprisingly, this view of a post-racial
society, a society where race ceases to be releliastbeen challenged by several scholars
(Feagin, 2006; Hacker, 1992; hooks, 1995; Mard@9). Feagin (2006) for instance, asserted:
“Even many social analysts who recognize the difficult conditions faced by certain groups,
such as contemporary discrimination against Afridemericans, do not assess how deep,
foundational, and systemic this racial oppressias lbeen historically and remains today” (p. 5).
Hacker (1992) observed that “racism is real, anuliis that has haunted this country since
Europeans set foot on the continent” (p. 26). Wptrticular regard to traditionally white
institutions of higher learning, Love (1993) statés... there has been little institutional

recognition of White racism, little discussion obvh it is manifested on campus, and little
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attention to how it affects black students, evethamabsence of overt intent to discriminate” (p.
29). Indeed, incidents of ethnic and racial intahere and discrimination are still prevalent in
American universities (Chang, 2000). As the literatwill make clear, in the case of black
students attending PWIs, DuBois’ (1995) prescieadalration that “the problem of the twentieth
century is the problem of the color line” still ga true (p. 3).
Over the past fifty years, African American studeof predominantly white institutions

of higher learning have drawn considerable schyplatiention. A notable subset of this work
explores their academic and social experiencegedisas challenges faced on these campuses
(Feagin et al., 1996; Allen, 1985, 1992; Flemin§84; Nettles, 1988) As the first study to
“explore systematically and in depth the racialengnces of African American students in their

daily rounds on a predominantly white universityngais,” Agony of Educatioms seminal and

sets an important standard for research aimetuatinating the experiences of black students at
these institutions (Feagin et al., 1996, p.xi).

In Agony of Education Feagin, Vera and Imani (1996) investigated thedli and

experiences of thirty-six black students (and thmrents) attending a predominantly white
university in the South. Describing the impetustfogir work, they write: “In this book we take

issue with the misinformed portraits of what go@simo the corridors, classrooms, offices, and
byways of predominantly white colleges and univegsiin the United States” (p. x). Indeed,
their findings revealed a campus rife with racigmd discrimination, debunking the conservative
view of racial harmony and rampant multiculturali@feagin et al., 1996).

Agony of Educationis also noteworthy for its use of qualitative nueth and the care

taken to preserve the voices of its African Amatistudent participants:
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This book is based substantially on focus grougrimews with thirty-six randomly
selected black juniors and seniors at State Untyesiad with forty-one black parents in
nearby metropolitan areas, areas that often semtbrsts to the university. These black
students and parents were not selected becaudeeiofdctivism in regard to racial
matters [but chosen at random from telephone liBitgy are typical of the students and
parents who grapple with the barriers faced byad&fm Americans in higher education in
this state and the nation. (Feagin et al., 1998i)p.

Whereas traditional educational research seemeasbsgure participants’ voices in statistical

data, Agony of Educatiohpreserves the voices of African American studeartd parents who

have directly or through friends and relatives expeed racial demarcations and barriers at

State University” (Feagin et al., 1996, xi). Inghway, Agony of Educatiors unique in that its

contribution to the literature is one groundedhe ficcounts and voices of black students at a
predominantly white university. Several themes gmérfrom this work that bear on my present
study, beginning with context of choice.
Context of Choice

In Understanding Equal Educational Opportunity: Socialstice, Democracy, and
Schooling,Howe (1997) observed that the existence of a)(i@@bortunity, or an opportunity
worth wanting, requires a favorable context of ceppne in which “the thwarting of the desired
results of individuals’ choices is reduced as fapassible to the kind of uncertainty that gives
deliberation and choice their meanings” (p. 19)afTis, the context for choosing one college
over another, for instance, must be such that ¢hg@ educational opportunity does not come
with an attendant “noxious result,” such as thespmléty of encountering racism and racial

discrimination. Although “most black parents workrth for their children to succeed, and many
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see advanced education as a way up for their elmldfFeagin & Sikes, 1995, p. 130), the
decision to send their children to a predominantlyite institution is one often marked by
ambivalence. Indeed, “because of the negative tdima many predominantly white colleges,
very difficult choices are forced on African Amarcstudents and their parents” (Feagin et al.,
1996, p. X). As one African American parent noted:

Very often, blacks will feel that [at] State Unigdy...they can get a good academic
background. However, for blacks, they feel thatréleea lot more negative kinds of
feelings, emotions, considerations going on theréact, even with their black programs
here that they have-the student programs-therd’&mmugh knowledge of the cultural
differences, not enough allowances for expressimg c¢ultural differences. So the
students—while they may be academically sound, rgotallking about a total person, and
especially in the undergrad level—-are not ableeteetbp into a full-fledged whole person
who feels good about himself or herself. (Feagial €t1996, p. 30)

Indeed, the implications associated with attendimpgedominantly white university appear not to
be lost on black students and parents. For instame@y wonder whether their child will be
received at these institutions, or encounter awsphable and potentially demoralizing racial
climate (Feagin et al., 1996). As one parent ia ghudy observed:
| think | would like my children to go to [nameslacal university], a black institution.
And that's because of the topic that we’re disaugsiacism in higher educational
[settings]—there is or has been a lot of racismhiwithis state’s institutions....l didn’t
attend that school [State University], but | knaots| of people who did, and the black
people who attended...all experienced racist attguataong the students and among the
teaching staff there. | think things may change..eyfhow have a black administrator.
(Feagin et al., 1996, p. 26)
Faculty support is yet another consideration flaick parents and students. However,
Nettles (1988) found that while white parents camdasonably assured that their child will have

ample white faculty from which to draw support stis less the case for black parents and their

children.
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Racialized Spaces

A persistent theme in the literature concerns theese racial climates to which students
of color are exposed. Feagin et al. (1996) descsibeh climates thusly: “The concept of
racialized space encompasses the cultural biagesi¢lp define specific areas and territories as
white or as black, with the consequent feelingdelbonging and control” (p. 50). In several
studies, scholars found an overall unwelcoming @fteh hostile climate as being a challenge to
black students (Feagin et al.,1996; Nettles, 1988n,1985). Hurtado’s (1992) work on campus
climate supports other findings that traditionalite college environments are locations for
racial conflict and alienation. For example, Feaginal. (1996) found that most African
American students, including those with top gradesie some adjustment difficulties in coping
with the unwelcoming climate at predominantly whiteiversities. In particular, black student
participants at State University cited instancegaufial stereotyping and profiling by college
personnel, underrepresentation in yearbooks aret otllege memorabilia, and an absence from
college rituals such as homecoming, to name a feavances. As one black student noted:

This university does cater to white students. Yoow, the commercial strip near the

university is for white people. You know, bars gwenere—all white boys in it, no black

people. The frat row’s white, no black Greeks, mathso they’re coming from where

they're coming from....[She added later] Sometimes like, “God, if | was white I'd

have the best time.”...They get to have partiesatHouses. They don’'t have to pay for

it. You know, they just have the best time. Everyghis geared toward them. Their
[campus] paper is geared toward them. Everybodgesgi(Feagin et al., 1996, p. 55)

Underscoring this perception of whiteness, anotblack student of a predominantly white
university commented:

| applied to a lot of different schools besidesehend | got accepted to this Ivy League
school. And | went up there, checked it out. Anldteof people at home were like, well,
you only got in because you’re black. You don’tetes to be there, or you don’t deserve
to go, which may be true. | may have gotten in fiinnaative action, but | deserve to be
there, simply because of my merit. And | felt batglt out of place. One reason | didn’t
go there, besides the money (I couldn’t affordat)e reason | didn’t go was because it
reeked of whiteness. And that is no joke. And lrashexaggerating. | was only there for
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two days, and after one day | wanted to leave. IAméan, really, it reeked, everywhere |
went, reeked of old white men, just lily whiteneseszing from the corners! [laughs] |
wanted to leave (Feagin & Sikes, 1995, p. 94).

According to Solorzano, Ceja and Yosso (2000)iatanicroaggressions, the subtle yet
offensive treatment directed toward people of gobmntribute to the racialization of space in
predominantly white settings, the signaling thag fredominantly white campus is “home
territory” (Feagin et al., 1996, p. 61) for Whitéss a case in point, one black student recounted
an experience with a white student pulling intcagkphg space:

As she’s about to get out. And, you know, I'm watkup. I’'m not even paying attention

to her, and the next thing | hear is “click, clitknd she’s looking at me like I'm going
to rape her (Feagin et al., 1996, p. 61).

Faculty-Student Relationships

A consistent finding in the literature implicateshite faculty in the overall poor
experiences of black students on traditionally e/ttidmpuses. Unfortunately, despite Kobrak’s
(1992) claim that “the education of any studenimately rests and falls on the teacher-student
relationship inside and sometimes outside the ass’ (p. 515), the black student-white
faculty relationship has been characterized asoighat best (Feagin et al., 1996; Allen, 1985;
Nettles; 1988). Black students report less coniaitt faculty (Nettles, 1988); report an inability
to form strong relationships with faculty (Flemirk84); felt that faculty had difficulty relating
to them because of race (Allen, 1988), and chaiaetk relationships as confusing and
contradictory (Feagin et al.,1996). Not surprisyngls a recourse, students of color tend to seek
academic help from family, friends, or faculty asthff of color than from white faculty
(Guiffrida, 2005).

A recurring lament of black students concerns ttresmtment in the predominantly white
classroom. Specifically, black students reportanses of racial insensitivity and stereotyping, as

well as pressure to represent the so-called “blaek8pective. According to Feagin et al. (1996),
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“a characteristic experience of black studentsredpminantly white universities is feeling the
burden placed on them by whites to act as deferatetxplainers of their group” (p. 91). As
one student noted:

“[White professors] can be talking about a wholeeotsubject...[and] they use the word

;T;nority" in a sentence. And their eyes just looght at you” (Feagin et al., 1996, p.
Fries-Britt and Turner (2002) found that black &t took exception when faculty asked them
to represent their entire race by giving “the blgmrspective” on issues, and when they
stereotyped them as less capable than their whiteterparts.

Although most reports of stereotyping involved fiagufellow students also have been
implicated. In fact, Kobrak (1992) contended thahatv black students experience in the
classroom with white instructors often serves aatalyst for racist perceptions and behavior by
white students. One student recounted:

This one is kind of dumb, but anyway I'll say itwhs in one of my history classes when

| was a freshman, and these white guys were talkbayt hockey, and | said something

about it, and they said, “Oh, what do you know dlimckey? You're black.” And | said,

“Well, just because we don’t dominate that spoot doesn’t mean | don’t know nothing
about hockey.” (Feagin et al., 1996, p. 66)

Lack of Recognition/Visibility

Such experiences call to mind Young’'s (1990) oletgom that “to experience cultural
imperialism means to experience how the dominardrmngs of society render the particular
perspective of one’s own group invisible at the saime as they stereotype one’s group and
mark it out as the Other” (p. 59). Indeed, lackr@fognition and visibility emerged as another
theme characteristic of black experiences on thasguses.

A central theme found in our group interviews isstblack invisibility, that is, the

experience of white professors, students, staff begsy and administrators as full human

beings with distinctive talents, virtues, interesémd problems.... African American
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students at predominantly White institutions oftém not receive full recognition and
respect from many White students, teachers, adyipoftice and other campus personnel.
The White failure to recognize is very serious ifaieaches lessons of out-of-place-ness
and self worthlessness to Black students (Feagh,et996, p. 15).

According to Howe (1997): “Recognition,” as | uggrequires appreciating characteristics such

as race, ethnicity, gender, culture, languagegioeli and sexual orientation as central to

persons’ identities” (p.77). Black students, howetaced a lack of recognition and visibility:
The subtle thing is waiting in line for things. kElkvhen you go to the computer lab, if
you've got something to do, people get crazy algetting on the computer....If you're
standing, and you sign on a list, so you're waitiogyet on that list. And [white] people
will look at me and try to walk in front of me tees if there are any computers. And the
other day this girl, | mean | almost slapped her.e plerson got up, and she ran over and
said, “Are you finished with that?” | said, “Excusee. I've been waiting here a half an
hour. | don’t think so.” And she’s like, “Oh, I'mosry, I'm sorry.” And she saw me
standing there. She saw me. | made eye contacthasithtoo, like, “Hello. I'm waiting,
too. You'll have to wait.” And she just looked atentike, “Yeah, whatever.”... | was
there before she was. [Moderator: Do you think iiéisial?] | think the computer thing
was racial...But when it comes to courtesy, they'o¢ going to give it to me. And |

don’t know if it's racial, or just because maybeyhdon't know me, or they don't like
what | was wearing. But | just don’t count. (Feagtral., 1996, p. 64)

As this quote illustrates, lack of recognition, xgiregarded as if one were invisible, not only
implied one’s not counting, being worth less thdheo students, but a racial order that gave
preference to whites at the expense of blacks. ,Tjhskas “race” suggests a socially constructed
set of understandings about group membership kalsgakt exclusively on discernible physical
attributes, “racism” implies a social order thaivipeges notions associated in the common
imagination with whiteness or being white.

The Scourge of Race/Racism

That black students attending traditionally whiteiversities contend with a highly
charged racial climate, poor and tenuous relatigsswith white faculty, and racial affronts by

both faculty and fellow students is well establhElowever, what impact, if any, might this
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have on their overall well-being and academic aamneent on these campuses? Perhaps in
response to this question, Henderson (1988) writdslapting to a predominantly white
university is threatening for a majority of blackudents. Four years of hostility, isolation,
insensitivity, and sorrow are almost certain” (p9B

Indeed, studies document the profound impact odcaally-charged climate on black
student expectations, morale, achievement andtrate(Feagin et al.,, 1996; Feagin & Sikes,
1995; Allen, 1988; Fleming, 1984;). According tcefding (1984), exposure to prejudice and
discrimination on campus has a significant effectldack students’ cognitive and affective
development at predominantly white institutions.agie and Sikes (1995) assert: “The
pervasiveness of white culture on campus bringflespibessures to conform to white standards
of dress, language, and group behavior” (p. 97agkeet al. (1996) note that misrecognition and
racialized spaces combine to erode a sense of gietpiblack students would otherwise feel
toward their institutions. In fact, 92% of blackudéents identified feelings of alienation and
loneliness as reasons for dropping out of the pragantly white university (Mow & Nettles,
1990). Bennett and Okinaka (1990) found dissatigfacand alienation to be the norm as black
students persist to graduation. Even though blagttesits may graduate from an institution, the
isolation and alienation they face from peers amcllty leaves them dissatisfied with their
overall college experience (Bennett & Okinaka, 1990

Minority students, especially black students, faceque and demoralizing stresses at
PWiIs, including “experiences with racism and quei about their right to be on campus”
(Smedley, Myers & Harrell, 1993, p. 435). Such s$Bs can undermine students’ academic
confidence, as well as their academic and sociagmtion (Steele, 1997; Fleming, 1984; Tinto,

1993). Furthermore, black students at PWIs expee@stress on five separate factors, including
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social climate, interracial stress, racism and rdigoation, within-group stresses, and
achievement stresses (Smedley, Myers, & Harrei31.9

Subsequent studies have confirmed these views.ifst&ance, Malaney and Shively
(1995) measured the difference between student&lliexpectations upon entering college and
subsequent perceptions after one academic yeae, HiEck students indicated a significant
decrease in feeling like the institution was makarg effort to make them feel comfortable, a
decrease that was more significant for black sttedéman for their Asian, white, or Latino
counterparts.

Other studies linked the predominantly white campos diminished levels of
achievement and retention of black students (Flgnif84; Allen, 1988). Steele (1992) writes:

At one prestigious university | recently studied|yol8 percent of the graduating Black

students had grade averages of B or above, as cethpgh 64 percent of whites. This

pattern is the rule, not the exception, in evemtiost elite American colleges. Tragically,

low grades can render a degree essentially “tedfninathe sense that they preclude

further schooling. (p. 68)
Significantly, Bowen and Bok (1998) found Africanm&rican college students’ class ranks
continued to be lower than white students at P\Wen after controlling for variables such as
SAT scores, high school GPAs, and socioeconomtasstédt almost every selective college in
their sample, black students’ academic performaagestered below that of white students and
at levels lower than predicted by their SAT scores.

Recent research challenges the prevailing assumpti@at inadequate academic
preparation alone is the primary reason for lowdaosic achievement and persistence rates

among African American students at PWIs (Cabre@aNTerenzini, Pascarella, & Hagedorn,
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1999). These studies suggest that black studeo¢sdaallenges beyond academic preparation
and ability. Steele (1992) confirms this view:

More than half of Black college students fail tonqaete their degree work—for reasons

that have little to do with innate ability or eramental conditioning. The problem, a

social psychologist argues, is that they are waleed, in ways that are sometimes

subtle and sometimes not (p. 68).

Indeed, scholars (Steele, 1997; Fordham & Ogbug)l®8ve long implicated race in
seeking to explain the academic performance ofcAfriAmerican students vis-a-vis their white
and Asian counterparts. Accordingly, Steele (20&8)cluded: “This situation forces on us an
uncomfortable recognition: that beyond class, sbigt racial is depressing the academic
performance of these students” (p. 111).

Research comparing the experiences of black stsdatiending PWIs with their
counterparts at HBCUs (Fleming, 1984; Allen, 198Bp supports a link between campus race
relations and academic performance. Fleming (1@®%erved that black students who enter
PWIs with academic credentials equal to those eirtlwhite peers experience “academic
deterioration” (Fleming, 1984) due to the raciaessors in the college environment. Academic
deterioration became evident in the fact that GBAd academic performance of blacks often
declined at PWIs (Fleming, 1984). Too many bladkdshts exhibit a marked decrease in
performance from their high school grades over bagond what is generally expected for
adjustment to college-level work (Allen, 1985). Ralingly, “students who attended historically
black universities reported better academic perémree, greater social involvement, and higher
occupational aspirations than black students whendéd predominantly White institutions”

(Allen, 1992, p.39). To be sure, research condistéinds that students attending HBCUs report
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higher cognitive gains than their counterparts &VI$ (Allen, 1992; Fleming, 1984).
Furthermore, HBCUs produce a disproportionatelyatgne number of black college student
graduates when compared with PWIs (Allen, 1992).these studies would suggest, campus
experiences on predominantly white campuses apjpeaviden, not narrow, between-group
achievement gaps, to distance black students foadeanic success.

Acting White

“Acting White” emerged as an explanation for théatige low achievement of black
students at PWIs. Fordham and Ogbu (1986) idedtifie factors impeding the achievement
and relative underperformance of African Americaolascents: an oppositional collective or
social identity, “a sense of peoplehood in oppositio the social identity of white Americans
because of the way white American treated themd an oppositional cultural frame of
reference that identifies certain activities, irtthg doing well in school, as “white activities”.(p
181). As they noted:

Subordinate minorities regard certain forms of lwéraand certain activities or events,

symbols, and meanings as not appropriate for thepause those behaviors, events,

symbols and meanings are characteristic of whiteegans. At the same time they

emphasize other forms of behavior as more apprepioa them because these are not a

part of white Americans’ way of life. To behavetire manner defined as falling within a

white cultural frame of reference is to “act whitid is negatively sanctioned (p. 181).

Although black adolescents identify a number ofawédrs as “acting white,” including,
"being in honors or advance placement classeskspe&tandard English, dressing in clothes
from the Gap or Abercrombie and Fitch rather th@mmny Hilfiger and FUBU, and wearing

shorts in the winter” (Neal-Barnett, 2001, p. 8#)e term is most often associated with



23

indicators of academic performance and succesd-@&aett, 2001). Indeed, academic success
falls among those behaviors more often perceivetdlagk students as the province of Whites
(Tatum, 1997)Fordham and Ogbu (1986) contend that a dilemmaloleyevhen academically
promising black students identify academic sucasswhite.” Here, black students face a
choice between either striving for academic sugcasgpresumably “white” aspiration, or
representing an authentically “black” self (Fordh&®gbu, 1986). This dilemma, this burden
of acting white, contributed to impairing the acauie performance of black students (Fordham
& Ogbu, 1986).

While a growing body of literature challenges tladidity of “acting white” among black
youth (see Ainsworth-Darnell and Downey, 1998),teading that Blacks have long regarded
education as a means of advancement and mobilayracist society (Anderson, 1988), at least
two studies support the hypothesis. For instanger§2006) writes: “My analysis confirms that
acting white is a vexing reality within a subsetAsherican school...The evidence indicates that
the social disease, whatever its cause, is mosalem in racially integrated public schools” (p.
54). Likewise, Neal-Barnett (2001) investigated gsgchological impact of the “acting white”
accusation, finding that some adolescents reatt aviger and frustration, or experience anxiety
and depression.

The burden of “acting white,” then, might be undeosl in terms of opportunity costs.
According to Howe (1997): “As education is presgrgiructured, doing well in school exacts
greater ‘opportunity costsin terms of one’s identity and continued participatin one’s
cultural group-from members of certain groups than from membexstioérs” (p. 5). Extending
this reasoning to traditionally white campuses,dacaically successful black students may feel

pressured to choose or alternate between eithaaraepn and strict group affiliation, or
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assimilation with white culture (Fordham, 1996).cAdingly, Fordham (1996) found that
academically successful black students felt corafdeib adopt a “raceless” persona, distancing
themselves from attributes and cultural traits eiséed with black culture. Fordham and Ogbu
(1986) also found, interestingly, that black yoetinphasized allegiance to group in instances
involving conflict and competition with Whites. Age shall see, group loyalty or separation
serves as a popular coping mechanism for blaclestadn predominantly white contexts. Thus,
paradoxically, black students’ academic achievermentpetes with their need to maintain group
affiliation, even as group support may be perceagdecessary for academic success.

Stereotype Threat

Stereotype threat emerged as yet another potéimtesdt to black student achievement on
traditionally white campuses (Steele, 1997). Hetereotypes can function in the academic
environment for black students to undermine theéilitg to achieve on particular academic
tasks. While the notion of racial stereotypingestainly not new to Blacks in general and black
collegians in particular (Feagin et al.,, 1996; Youri990; Howe, 1997;), Steele’s (1997)
stereotype threat underscores the extent to whadmalr stereotypes impair the academic
functioning and performance of black students. Bese suggests that negative stereotypes
casting doubt on black students’ academic competghay a role in this underperformance
(Aronson, Fried & Good, 2002). Steele (1997) defistereotype threat as:

. the social-psychological threat that arises wilogre is in a situation or doing
something for which a negative stereotype aboutsogmup applies. This predicament
threatens one with being negatively stereotypedth wheing judged or treated
stereotypically, or with the prospect of conformitogthe stereotype...It is a situational

threat-a threat in the air. (p. 614)
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The basic notion behind stereotype threat anaigdisat “in situations where a stereotype about
a group’s intellectual abilities is relevastiking an intellectually challenging test, beindiezh
upon to speak in class, and se-@&tack students bear an extra cognitive and emadtiomalen

not borne by people for whom the stereotype do¢sapply” (Aronson, Fried & Good, 2002,
p.114). Although Steele (1997) contends that stgp@ng transcends race, black students may be
more vulnerable given the ubiquity of negative etéypes about black people (Aguirre &
Turner, 2004). To be sure, empirical evidence stppbe salience of the stereotype threat for
African American students relative to their whiteuoterparts in standardized test performance
(Steele & Aronson, 1995).

Poor campus climate, racial attitudes of indiffeeiby faculty and students, and racial
discrimination all emerge as challenges that Afridemericans deal with at PWIs. As the
foregoing literature suggests, these challengesaat and build upon one another to undermine
overall well-being and academic achievement of lblatudents. Ultimately, the literature
suggests the need to understand the extent to véxiphriences on the predominantly white
campus implicate context of choice, racialized spastudent-faculty relations, lack of
recognition and invisibility, racism or racial digaination, “acting white,” and stereotype threat,
and whether the experiences reported in a Soustata might also apply on a predominantly
white campus in the Midwest.

Negotiating the Predominantly White Campus

The distinctive challenges faced by Black studemtBWIs call for effective coping and
other adaptive behaviors (Tatum, 2004). “Dependuppn the nature and magnitude of
discrimination, as well as upon other social cand#, several responses are possible: (1)

passive acceptance, (2) marginal participation, g83imilation, (4) withdrawal and self-
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segregation, (5) rebellion and revolt, and (6) argad protest” (Aguirre and Turner, 2004, p.
16).
According to the literature, racial separation elf-segregation is a common response to
both individual and institutional racism. As hoqi&995) observes:
Those of us who remember living in the midst ofiahapartheid know that the separate
spaces, the times apart from whiteness, were foctsary, for reimagining and re-
membering ourselves. In the past, separate spaaetmewn time, time for recovery and
renewal. It was the time to dream resistance, tunineorize, plan, create strategies and
go forward. (p. 6.)
In addition, Tatum (1997) notes:
That life is stressful for Black students...on preduwantly White campuses should not
come as a surprise, but it often does. White stisdmmd faculty frequently underestimate
the power and presence of overt and covert maatfess of racism on campus, and
students of color often come to predominantly Wisdenpuses expecting more civility
than they find. ... Black students on predominantlizitdd/ college campuses must cope
with ongoing affronts to their racial identity. Thaesire to retreat to safe space is
understandable. (p. 76)
Black students have also often sought solace ickldtudent organizations. For instance,
Black Culture Centers (BCCs) represent safe andraffg spaces for black students at PWIs,
providing a sense of historical and personal idgiiBatton, 2006). Black students value student
organizations that validate their frustrations,isis® establishing alternative connections with

faculty, and provide opportunities to give baclotber Blacks (Guiffrida, 2003).
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Home and community provide yet another supportpace for students of color at PWIs
(Guiffrida, 2005). For example, Latinas and Chicarsd a predominantly white university
perceived their families as among their most inmgrartassets at college. Families and home
communities provided cultural connections, straegifor dealing with and negotiating
oppressive contexts, and strong encouragementctesd (Bernal, 2002). Clearly, this was the
case in Feagin et al.’s (1996) study as well.

Ultimately, understanding black students’ copingchemisms requires understanding
their value system and cultural orientation (Asaff91; Fordham & Ogbu, 198@ccording to
Asante (1991)African Americans tend to construct their socialues more from a family or
group orientation than do Whiteslence, in a context of alienation, hostility anciaa
invalidation, some black students resort to theaia values and seek out other black students to
create allies and social networks (Fleming, 1984).

Despite empirical support for the benefits of selfregated communities, and the need
for black students to carve out supportive, affirgriand counter-hegemonic spaces (Perry,
2003), some view such student communities withisimp For instance, Bloom concluded that
“the black presence has become ‘indigestible’ beeanf the black student desires for self-
segregation and political power” (Bloom, cited iaagin et al.,1996, p. 2), a position that not
only lacks sensitivity to racial challenges on @redominantly white campus, but implicitly
endorses black student assimilation. Villalpand20@ observes that when students of color are
observed associating with each other, “their samce-gffiliations are lamented in the public and
private discourse as the cause for racial balkéinizaf college campuses” (p. 619).

Thus, an emerging debate in the literature concevhsther separation from, or

integration into, the college culture is the bestirse for black students attending traditionally
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white campuses. Tinto (1993) linked student pragjogsand retention with the extent to which a
student academically and socially integrated irgmpus life. Other scholars report limitations
with this view and argue that Tinto’s theory of dgat retention fails to account for certain
cultural variation, such as the importance of pgewups, parental roles and community
commitment in the lives of black and other studewitscolor (e.g. Guiffrida, 2003). These
scholars posit that connection, not integratiorespnts a more effective retention model for
black students, as connection does not imply aexting of black identity and culture. Scholars
have also contended that Tinto’s theory places sstee emphasis on the need for students to
adapt to the college environment rather than fogusin systemic or institutional change that
creates a welcoming environment for students frawerde backgrounds (Rendon, Jalomo, &
Nora, 2000). Hurtado, Milem, Clayton-Pederson ani@m(1998) further suggests that while
student agency often drives institutional changepantability for change ultimately rests with
the institution itself.

After reflecting on this literature, | began to vdam about the various challenges
encountered by black students, the impact of tbkalenges and experiences on personal well-
being and academic achievement, and whether tlugfispstrategies employed to cope and deal
with such challenges, such as joining a black studeganization, facilitate integration (Tinto,
1993), connection (Guiffrida, 2003), or alienatiivtam mainstream campus life. Ultimately, |
began to question why black student experiencepredominantly were what they were. For
instance, why were black students particularly edible to racial discrimination and profiling?
And moreover, what were the everyday racial dynanlike on the predominantly white

campus?
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The foregoing questions suggest the need for a-antheory, if you will—through
which we might account for black students’ experesnon predominantly white campuses. Such
a lens would take into account some important icaité-irst, the framework must be sensitive to
the unique history and plight of black and othestdnically oppressed people of color in the
United States. Next, the perspective would opdrata the premise that race continues to be a
salient issue in this country. Finally, given theominence in the literature to themes of
recognition and invisibility, a useful lens embradhe voice, perspectives and experiences of
those on the margins. With these parameters in ,nhibdlieve that Critical Race Theory is the
most appropriate and practical analytical tool ifovestigating black student experiences on
predominantly white campuses. In what follows, plexe the origins and tenets of Critical Race
Theory, as well as its relevance to this study.

HISTORICAL OVERVIEW OF CRITICAL RACE THEORY

Critical Race Theory (CRT) is a contemporary theca¢ framework that challenges the
ways in which race and racial power are understoodstructed and represented in American
law. The formulation of progressive legal schol@errick Bell, Alan Freeman, Delgado,
Kimberle Crenshaw, Patricia Williams and otherdRTCemerged in the mid-1970s in response
to two observations of American society and lawstriDelgado and Stefanic (2001) note
concerns among progressive legal scholars witi'dhitler forms of racism that were gaining
ground” in the years followin@rown v. Board of Educatioand other constitutional precedents
theoretically aimed at addressing the effects afataoppression and discrimination (p. 4).
Indeed, Bell (1995) and others cautioned againstitically basking in the triumphalism of
Brown v. Board of Educatigmoting how quickly de facto segregation becansedider of the

day.
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A second observation concerned the field of Ciitiesgal Studies (CLS), the intellectual
school from which Critical Race Theory originatatlarew inspiration. In particular, scholars
guestioned the capacity of Critical Legal Studiesatidress race and racism in its critique of
American jurisprudence. Given the significancehi$ tatter observation, and the contribution of
Critical Legal Studies to Critical Race Theory,thar discussion is in order.

Critical Legal Studies (CLS) is characterized beicism toward the liberal vision of

the rule of law, by a focus on the role of legauiss in capturing human consciousness

by the agreement that fundamental change is retjtirettain a just society, and by a

utopian conception of a world more communal and leierarchical then the one we

know now. (Matsuda, 1995, p. 64)

According to Cook (1995), “CLS has unabashedly lehgled the accepted values of classic
liberalism by undermining the interpretations oivpte property, individual rights, equality of
opportunity, meritocracy, and governmental powerictwhhave sustained and reproduced
oppressive hierarchies of wealth and power” (p. 8)so doing, CLS appeals to scholars of
color and others concerned with issues of equity social and economic disparities. Indeed,
CLS resonates with minority scholars “because étstral descriptive message-that legal ideals
are manipulable, and that law serves to legitimetesting maldistribution of wealth and
power—rings true for anyone who has experiencedrifnonwhite America” (Matsuda, 1995, p.
64).

That identification with CLS notwithstanding, ccdl race scholars grew increasingly
wary of the movement’s direction, specifically flure to challenge the specific racialized
nature of the law and its impact on persons ofrcélor instance, although scholars agree on the

importance of drawing upon the insights of thosetimized by racial oppression (Williams,
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1995), Cook (1995) notes that CLS fails “to acquaself with the history and perspective of
those who have, in different contexts, enduredoptiodlems of most concern to CLS—problems
associated with hierarchy, powerlessness, andregihg ideologies” (p. 85). The implication
of this failure was not lost on Williams (1995)f e cannot conclude absolutely the victims of
racial oppression are always the best architecits @ure, we must assume that the best insight
and inspiration for its amelioration will come frothose most immediately and negatively
affected” (p. 192).

Similarly, Crenshaw (1995) argues that CLS failsdasider racial domination and white
race-consciousness in its analysis and critiquaahstream legal ideology. Given the centrality
of white race-consciousness (i.e. white good/blaak) to both black racial domination and
Whites’ investment in hierarchy and meritocracyistiis far from being a trivial matter
(Crenshaw, 1995). Indeed,

White racial consciousness reinforces whites’ setisg¢ American society truly is

meritocratic, and thus it helps to prevent themmfrguestioning the basic legitimacy of

the free market. Believing both that blacks arerfiioi and that the economy impatrtially
rewards the superior over the inferior, whites #e¢ most blacks are indeed worse off
than whites are, which reinforces their sense thatmarket is operating “fairly and

impartially.” (p. 116)

Thus, in failing to interrogate racial dominationdawhite race consciousness, CLS, albeit
unintentionally, legitimates the racial status quo,effect reproducing racial inequality in

American society.
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CRITICAL RACE THEORY DEFINED

Mari Matsuda (1991) has defined critical race tgeas “...the work of progressive legal
scholars of color who are attempting to developrésprudence that accounts for the role of
racism in American law and that works toward thenglation of racism as part of a larger goal
of eliminating all forms of subordination” (p. 1385pecifically, CRT views racism as endemic
(Bell, 1995); challenges liberal ideologies, rejagtnotions of meritocracy and color-blind
justice (Crenshaw, 1995); highlights the centratify'experiential knowledge” in order to posit
that “reality” is situational and socially-constted (Ladson-Billings, 1998, p. 11); posits
Interest-Convergence in explaining the circularuratof racial reform (Bell, 1995); theorizes
Whiteness as property (Harris, 1995); and focusepraxis as well as theory (Crenshaw, 1995;
Cook, 1995). Each of these tenets will be disaligséurn.

The Centrality and Permanence of Racism.

Consistent with DuBois’ (1995) prescient observatabout race, CRT begins from the
premise that race (and by inference, racism) iseslted in American society (Bell, 1995). For
critical race theorists, racism permeates evergaspf life in America, “from minute, intimate
relationships (legacy of anti-miscegenation lawscWiprohibited people of differing races to
marry), to the neighborhoods we live in (inneresti barrios, and reservations), and the schools
we go to (low achieving vs. high achieving), akk tivay to the macro-economic system (white
male domination of ownership of the means of praday’ (Zamudio et al., 2011, p. 3).
According to Zamudio et al. (2011), race is alsobedied in our systems of beliefs and
ideologies. Indeed, the “very notion that race ongkr matters is part of an ideology that
justifies and legitimates racial inequality in sgi’ (p. 3). Marable (2002) described American

racism as largely and fundamentally structural, ‘onaintained through the pervasive power of
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white privilege” (p. 56.). Thus, a central conceCRT is the dismantling of the pillars of
structural racism and of the prejudice, power amdilpge that support and perpetuate it
(Marable, 2002).

Debunking Meritocracy and Colorblindness.

CRT interrogates and critiques the mutually-reiaifog concepts of meritocracy and
colorblindness. Specifically, CRT challenges thevpiling view that “continued educational
inequality has more to do with individual choicesher than discrimination in schools, which
continues to place whites at the top and peopleaddr at the bottom of the educational
hierarchy” (Zamudio et al., 2011, p. 26). AccorditagCrenshaw (1995), the history of racial
domination and white race consciousness have cadbio give whites decided social,
economic, and political advantages over communitiés colo—advantages that appear
colorblind and meritocratic rather than raciallysbd. To be sure, given the greater wealth in
white communities and thus greater funds for thagal schools, white students enjoy “racially
based advantages that appear colorblind” (Zamucb,e2011, p. 29).

At the same time, the rhetoric of meritocracy anbbiblindness functions to stigmatize
and disadvantage communities of color (Crensha®5)1%or instance, when Blacks are unable
to achieve at levels comparable to Whites, somdigate black culture (as did McWhorter,
2000), not a history of racial discrimination angpeession. Indeed, the color blind ideal holds
that America extends equal opportunity to all, rdtgss of race. Thus, “if blacks are on the
bottom, it must reflect their relative inferiori(Crenshaw, 1995, p. 116).

Interest Convergence.
Despite being hailed as the panacea for stateisardtracial segregation in American

public schools, precedents suchBaswn v. Board of Educatiohave had, at best, a marginal
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impact on desegregation (Bell, 1995). Indeed, sttsdef color are more segregated than ever
before (Ladson-Billings & Tate, 1995). Bell (199pfsits that such re-segregation (read: the
reversal of gains made by civil rights legislatios)inevitable, owing to interest-convergence,
the idea that whites will support racial “progréss) long as this progress converges with their
interests:

...the interest of blacks in achieving racial eqyahll be accommodated only when it

converges with the interests of whites. Howevee, Hourteenth Amendment, standing

alone, will not authorize a judicial remedy prowidieffective racial equality for blacks
where the remedy sought threatens the superioetabstatus of middle and upper-class

whites. (p. 22)

Importantly, the notion of interest-convergenceoars for “two steps forward, one step back”
nature of racial reform in this country, and herioe the reproduction of racial inequality
(Zamudio et al., 2011).

Whiteness as Property.

The racialization of property has been a centrdl @muring theme in American history
(Harris, 1995). As Harris (1995) notes, the systérslavery facilitated the conflation of race and
property, whereby white and black became synonynvatis free and slave. In other words,
whiteness signified the “presumption of freedomlianeas blackness signified the “presumption
of slavery”.

Because whites could not be enslaved or held assslthe racial line between white and

black was extremely critical; it became a line obtpction and demarcation from the

potential threat of commodification, and it detemad the allocation of the benefits and
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burdens of this form of property. White identitydawhiteness were sources of privilege;

their absence meant being the object of propeguty279)
The right to possession, the right to transfer, right of use and enjoyment, and the right of
exclusion are essential attributes associated pntiperty rights, and thus whiteness (Harris,
1995). Whiteness as property is exemplified in aitmevery sphere of human endeavor,
including education. For example, the use of stahded tests to sort students, guide
curriculum, and ultimately determine who is wortbfy a college education is one such tool
serving the property interest of whiteness (Zamwdial., 2011). In terms of higher education,
whiteness as property reveals itself in the nobérracialized space, “which encompasses a
number of cultural biases that help define speeifeas as white” (Feagin et al., 1996, p. 16).
Emphasis on Experiential Knowledge/Counterstornytgll

Solorzano and Yosso (2002) describe majoritariaariest as the “bundle of
presuppositions, perceived wisdoms, and sharedraulinderstandings persons in the dominant
race bring to the discussion of race, and whichilpges people in positions of domination” (p.
28). In such accounts, black people are often mexdevisible or treated as objects, not as
subjects or agents capable of naming their owntye@ladson-Billings & Tate, 1995). With
regard to black students at traditionally whitetiléions, majoritarian stories are evidenced in
the view that black students are faring well andtent with their learning and living
experiences. CRT seeks to counter these errondoarsaterizations. “By recognizing that
experiential knowledge of women and men of colotegitimate, appropriate, and critical to
understanding, analyzing, and teaching about racibbrdination,” and “drawing explicitly on
person’s of color lived experiences,” CRT faci@sitthe production of counter-stories, thus

challenging the dominant discourse on race (Sohmrz4998, p. 122). Indeed, “those who have
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experienced discrimination speak with a speciate&do which we should listen” (Matsuda,
1995, p. 63).
Praxis: Social Action and Change.

A final tenet of CRT emphasizes the importance rai{s and a commitment to social
justice (Crenshaw, 1995). Critical race theoristgia that it is not enough to theorize about race,
but to use theory as a catalyst for critically mf@d social action and change. In this way, CRT
draws on the insights of Martin Luther King's atal theology, which combined theory and
practice into a radical vision for social changeodk, 1995). Notably, CRT’s social justice
agenda is not limited to race. Rather, criticakbrdteorists are committed to the elimination of all
forms of oppression and subordination, includingsm, sexism and poverty (Yosso, 2005).

CRITICAL RACE THEORY IN K-12 AND HIGHER EDUCATION

Ladson-Billings and Tate (1995) were among thet fgsholars to consider CRT'’s
relevance in and application to educational sedtingd critical race theory in education
challenges the dominant discourse on race andmaassthey relate to education by examining
how educational theory, policy, and practice aredu subordinate certain racial and ethnic
groups (Solorzano, 1998, p. 122). With particulegard to Black students, Ladson-Billings
(1998) conceptualizes CRT in education as an apprfma understanding how race, racism, and
racial power affect “the educational experienceé&fican American students (i.e. instruction),
the educational outcomes of African Americans, dllecation of resources, the content of the
official school curriculum and school desegregdtigm 18-21). Specifically, Ladson-Billings
and Tate (1995), suggest that in utilizing a CR1spective to analyze educational inequity, the
curriculum, and, specifically, access to a highhtarigorous curriculum has mostly been the

province of White students. In this regard, culdiou represents a form of intellectual property,



37

whereby the quality and quantity of the curriculwmaries with the “property values” of the
school (p. 54). Thus, CRT can also be used aslad@oitique multicultural education programs
(ethnic studies vs. the “canon” debate, in the a#skigher education) and assist students in
exploring their personal biases and prejudices, fandssisting them in developing liberatory
approaches. As well, CRT can also be applied ioresffto both challenge and broaden the
academic canon to include diverse perspectives.

Increasingly in higher education, several schoterge begun to apply CRT as a tool to
examine the dynamics of race, racism and racialepd®elgado and Stefancic, 2001; Ladson-
Billings & Tate, 1995; Solorzano & Yosso, 2000; &akno, 1998). According to Solorzano and
Villalpando (1998),

...the overall goal of Critical Race Theory in higlegtucation is to develop a pedagogy,

curriculum and research agenda that accounts ordle of race and racism in U.S.

higher education and work towards the eliminatibmagism as part of a larger goal of

eliminating all forms of subordination in higherueation” (p. 213). “From a critical race
theoretical perspective, higher education refletisctural and ideological contradictions

that exist in society. (p. 220)

For instance, Soloranzo and Villalpando (1998) wapptitical Race Theory to understand the
apparent paradox of marginality on traditionallylgmedominantly white campuses. Marginality

...Is a complex contentious location and process @&bherpeople of color are

subordinated because of their race, gender, argk.clMoreover, those on society’s

margin do not have the power to define who is atdénter and who is at the margin;
what is considered privileged and valuable knowéedgd experience and what is not;

and who has social status and related privilegendraldoes not. (p. 212)
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Although marginalization represents an oppressigadition for students of color,
Soloranzo and Villalpando (1998) nevertheless quhthat it potentially serves as a source of
empowerment. For example, students may exploit tharginalized position to create affirming
and supportive networks, to develop the skills seagy to cope and succeed on campus and,
importantly, to reflect on and critique their mangjization.

Solorzano (1998) applied critical race theory aBamework to examine how racial
microaggressions affect the career paths of ChieaaaChicano graduate students. To recall,
microaggressions are subtle insults (verbal, ndaleand/or visual) directed toward people of
color, often automatically or unconsciously (So&ra, Ceja & Yosso, 2000, p. 60). Solorzano’s
(1998) findings confirm that microaggressions arereality for students of color on a
predominantly white campus. Students in his stuydut of place in the academy because of
their race, felt their teachers/professors had tosvgectations for them, and experienced both
subtle and overt racism.

Similarly, CRT will help me to understand and explahe salience of race in
predominantly white universities. For example, therature highlights the phenomenon of
racialized spaces on predominantly white campuwglsrein certain spaces are understood to be
“white” or the province of white students (Feaginaé, 1996). CRT scholars have posited the
notion of “whiteness as property” (Harris, 1995high could help in understanding why and
how racialized spaces develop, and their poteetfatt on black students.

Having discussed research about the experiencAfiodn American students at PWIs,
their responses to these campus experiences, ragaigt for centering this investigation on such

students, and the need for an analytical lens girouhich to parse and make sense of these
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experiences, | now turn to discussing issues agbpsstice, equality of educational opportunity,
and nonoppression.
ENSURING EQUITY AND EQUALITY OF EDUCATIONAL OPPORTNITY
| begin this discussion of equality of educatioapportunity with the following excerpt
from the 1958Brown v. Board of Education, Tope#acision:
Today, education is perhaps the most importanttiomof state and local governments.
Compulsory school attendance laws and the greaenehktures for education both
demonstrate our recognition of the importance afcation to our democratic society. It
is required in the performance of our most basiclipuesponsibilities, even service in
the armed forces. It is the very foundation of gatitzenship. Today it is a principle
instrument in awakening the child to cultural valuen preparing him for later
professional training, and in helping him to adjaostmally to his environment. In these
days, it is doubtful that any child may reasondidyexpected to succeed in life if he is
denied the opportunity of an education. Such anodppity, where the state has
undertaken to provide it, is a right which mustrbade available to all on equal terms.
(Warren, C.J.E., 347 U.S. 483,1954)
Yet, ensuring equality of educational opportunity rersaame of the most persistent and vexing
social justice issues confronting this country.HA@wve (1992) observes: “In 1954, the landmark
Brown v. the Board of Education decision thrust tdoacept of equal educational opportunity
center stage and it has retained a central rokglutational policy and research ever since” (p.
456). Significantly, race appears to be a subtexthie pursuit of equality of educational
opportunity, suggesting the following question: Hought race account for persisting disparities

in educational opportunities?
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As noted (see previous section), CRT scholarsigatd structural factors (racism, in this
case) as impediments to educational equality. 8€11995) assertion that racism is a permanent
feature of American society that undermines thé&ibigtion of educational opportunity is a case
in point. Other scholars have advanced the noti@at equality of educational opportunity
remains elusive for certain racial groups (AfricAmericans, for example) because of some
genetic or cultural deficiency. lithe Bell Curve a book widely denounced for promoting
scientific racism, Hernstein and Murray (1994) athed a troubling thesis concerning black
people, intelligence, and equality of educationpbartunity. In their view, disparities in
educational opportunity exist and are justified daese black people, relative to Whites and
Asians, lack the intelligence to compete with tlo@iunterparts on such standardized instruments
as the Scholastic Aptitude TesHernstein and Murray (1994) thus favor a dramatic
disinvestment of government in such compensatoognams as Head Stath a similar vein,
McWhorter (2000) posited that black students engagacademic self-sabotage by their so-
called anti-intellectualism, victim mentality, anttndency to separate themselves. For
McWhorter (2000), inequality results from deficieasin black culture, not racial discrimination
or historical disadvantage. However, by contrashjard (1978) contends: “The problems of
educational inequity are not problems which ariseaaconsequence of some defect in a
particular population. These problems arise undeying conditions of oppression” (p. 110).

In recent years, the quest for equality of educati@pportunity has been complicated by
two developments: the systematic dismantling ofrratitive action and, more recently, the
notion of a post-racial (read: color-blind) sociesyiggesting a critical question: If race is no
longer significant, as post-racialism implies, thamght the pursuit of equality of educational

opportunity be a valid and meaningful one? Herdstboed by empirical research on Blacks at
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PWIs and my personal experiences in these insiitgtil develop an argument against post-
racialism and defend equality of educational opputy as a standard against which to assess
racial injustice.

The ongoing pursuit of equality of educational opgoity specifically and social justice
in general begs several questions relevant to Ngew: First, what are the prevailing
conceptions of equality of educational opporturdatyd why do they fall short of ensuring the
very equality of educational opportunities they gmrtedly seek to attain? Second, what
alternative conceptions exist to challenge theseegtions? Lastly, in the context of a so-called
“post-racial” and post-affirmative action societynight the quest to ensure equality of
educational opportunity be a relevant and worthevbile?

Following Gutmann (1987), | explore equality of edtional opportunity in K-12 and
present her critique of three prevailing concetion the equality of educational opportunity
debate, a point of departure | believe provideseful context for understanding educational
opportunity issues in higher education relativeAfoican American students. | then present
Gutmann’s alternative to these conceptions. Negdnisider Kenneth Howe’s (1997) critique of
the formal and compensatory interpretations of aetlacal opportunity and present his rejoinder
to Gutmann’s nonrepression principle. As part a$ tiscussion, | examine his case against
Gutmann’s non-repression principle and his altéveahonoppression principle. Lastly, |
connect and extend these ideas to Young's (1998)éices of oppression.

Interpretations of Equality of Educational Opportyn

Gutmann (1987) considers three prevailing integii@hs: maximization, equalization,

and meritocracy. The maximization perspective sstggthat equality of educational opportunity

can best be attained by maximizing the distribubbeducational resources in such a way that
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improves the lot of all students. Put another wiayyrequires the state to devote as many
resources to education as needed to maximize ehikllife chances” (p. 129). Importantly,
under this scheme, all children stand to benefit,just the disadvantaged or under-served, for
example.

Ostensibly, maximization may seem reasonable aseansnof ensuring equality of
educational opportunity. As Gutmann (1987) explatnsaximization supports the fundamental
liberal values of free choice and neutrality amatifferent ways of life, and distributes the
chance to benefit from these values as equallyssilple among all citizens” (p. 129). However,
closer scrutiny of this approach reveals one daiitimitation. Suppose we follow this
prescription to maximize and invest all availablesaurces in distributing educational
opportunities. What, then, to do with health cargood, or other equally vital issues which also
directly or indirectly affect a child’s life chang® Therein lies the principal weakness of
maximization, the notion of opportunity cost, or @atmann describes it: “The price of using
education to maximize the life chances of childveyuld be to forego these other goods “(p.
129).

Whereas maximization proposes a kind of indisarate and unrestrained spending on
educational goods irrespective of differences amgmogips, equalization recognizes inequality
in educational opportunity (goods). Equalizatidryg, advocates for a compensatory distribution
of educational opportunities “so that the life ctes of the least advantaged child are raised as
far as possible toward those of the most advantg@admann, p. 128More precisely,
equalization holds that

...the educational attainment of children should ddfer in any systematic and

significant manner with their natural or environrta#rand natural causes of differential
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educational attainment, since these causes of |soggqualities are beyond people’s
control, and therefore “arbitrary from a moral perstive. (Gutmann,1987, p.131).
In this way, equalization appears to offer a ma@&igarian perspective than maximization.

As a potentially viable means of eradicating indidyiaequalization is not wholly
without merit. Indeed, there is clearly the recdigni of inequality, that certain groupkr
instance, those historically and/or systematicdépied access to educational opportunitee
deemed worthy of compensatory treatment, at leatte extent that such treatment brings the
disadvantaged to the level of the advantaged. iBhas important advance over maximization,
which ostensibly trivializes differences betweeundsints. Nevertheless, equalization falls short
in one important respect: If the ultimate objectdfeequalization is to bring the disadvantaged to
the level of the most advantaged, should therebeotonsensus as to whether the standard to
which the least advantaged will aspire is deemearhy one? Suppose, for example, that the
disadvantaged find the standard to be lackingucally-negating or otherwise insufficient. The
difficulty with equalization, then, is that it pte®es a consensus among the disadvantaged that
the most advantaged represent a standard worthipgrsn a sense depriving the disadvantaged
of agency and deliberation and giving rise to oh&otmann’s (1987) fundamental objections:
“To equalize educational opportunity, the state Midwave to intrude so far into family life as to
violate the equally important liberal ideal of fagnautonomy” (p. 132).

Unlike equalization and maximization before it, theeritocratic perspective
conceptualizes equality of educational opportumitya way fundamentally at odds with the
egalitarian ideal upon which equality of educatia@portunity depends:

A meritocracy is dedicated to distributing all edtional resources in proportion to

natural ability and willingness to learn. In priplg, therefore, meritocracy must provide
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those children with relatively few natural abilgi@nd little inclination to learn with the

fewest educational resources and the least edunehtttention, and those children with

the greatest natural abilities and motivation wité most. (Gutmann, 1987, p. 134)
Besides the obvious question of who would deterntivee standard for “natural ability” and
“willingness to learn,” meritocracy raises anothir, more problematic issue. Whereas with
equalization a case can be made for redress toricmty disadvantaged or oppressed groups,
meritocracy seemingly distributes educational oppuoties upward to the already privileged and
advantaged or, in this case, “children with a ratability or willingness to learn,” often at the
expense of the disadvantaged. As Gutmann observes:

A meritocracy does not require—it may even preclzgducating less talented and less

motivated children up to a socially basic levellitdracy. [Furthermore] nothing in the

meritocracy interpretation of equal educational apmity secures an education

adequate for democratic citizenship to children wlppen to have (whether by nature,

nurture, or their own free will) little intellectutalent or motivation.” (p. 134)
In this way, meritocracy stands to reproduce akelyjlideepen the very inequality of educational
opportunity it ostensibly seeks to resolve.
Deliberative Participation and Nonrepression

Given the limitations and deficiencies inherentearlier interpretations of equality of
educational opportunity, what sort of interpretaianight serve as a more viable alternative?
Or, put another way, how might we fashion sociatige and equality of educational opportunity
in ways that distribute educational opportunity @tyuand ensure that all have a voice in

determining what constitutes an educational good2hls end, Gutmann (1987) proposes an
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alternative interpretation of equality of educatbopportunity, one founded in deliberative
participation and nonrepression.

In contrast to previous interpretations of equadityeducational opportunity, in which the
state has exclusive authority to determine whastitutes an educational and social good, the
priority of that good relative to another good (nmaization), and to whom that good should be
allocated. (meriotocratic, equalization), Gutmani{lE987) alternative interpretation gives
prominence to the capacity of all citizens in a deratic state to deliberate and participate
meaningfully in the shaping of society :

Deliberative democracy underscores the importafgaiblicly supported education that

develops the capacity to deliberate among all obiidas future free and equal citizens.

The most justifiable way of making mutually bindimtecisions in a representative

democracy-including decisions not to deliberateualsome matters—is by deliberative

decision making, where the decision makers areumtable to the people who are most

affected by their decisions. Deliberative decisiaking and accountability presuppose a

citizenry whose education prepares them to delibeend to evaluate the results of the

deliberations of their representatives. A primaiy af publicly mandated schooling is

therefore to cultivate the skills and virtues ofilokeration. (p. xii-xiii)

A democratic state is therefore committed to alimgcpeducational authority in such a

way as to provide its members with an educatioryaaie to participating in democratic

politics, to choosing among (a limited range ofpddives, and to sharing in the several

subcommunities, such as families, that impart ithetd the lives of its citizens. (p.42)
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Ultimately, a truly democratic society strives tad@onscious social reproduction, “the ways in
which citizens are or should be empowered to imibgethe education that in turn shapes the
political values, attitudes, and modes of behaofduture citizen” (p. 14).

However, realizing this ideal of ‘conscious sociaproduction’ requires that society
resolves a fundamental problem: How do we ensunaligg of educational opportunity in a way
that remains true to and consistent with democrateals? Accordingly, Gutmann (1987)
proposes a process model equality of educationabrynity with two aspects: authorization
principle and threshold principle. The democratitharization principle determines the priority
of education relative to other social goods. Threghold principle, in turn, limits the discretion
which may be exercised under the authorizationcgple by “imposing a moral requirement that
democratic institutions allocate sufficient res@s¢o education to provide all children with an
ability adequate to participate in the democratacpss” (p. 136).

The authorization principle addresses Gutmann’'87{1@entral question of a democratic
education: Who has the authority to determine wbastitutes an educational good and how this
good should be distributed? Specifically, this piphe “recognizes the mistake in maximization
by granting authority to democratic institutionsdetermine the priority of education relative to
other social goods.” (p. 136). It may be recallbdt tmaximization proposes the unrestrained
commitment of the state’s resources for educatetinout regard to other, equally salient, social
goods such as health care. Addressing this flamaximization, the democratic authorization
principle enables stakeholders (schools, familser governmental institutions) to determine
how and for what purpose resources will be allatate

While the authorization principle addresses it$elthe issue of authority and control

over the distribution of educational goods, theeshiold principle seeks to resolve the question
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concerning the minimum of an educational good gmpate for students in a democratic society.
Specifically, the threshold principle:

...avoids the mistakes in both equalization and merdcy by specifying that

inequalities in the distribution of educational geaan be justified if, but only if, they do

not deprive any child of the ability to participaéectively in the democratic process

(which determines, among other things, the priooityeducation relative to other social

goods). The democratic threshold principle thusgsdimits on the legitimate discretion

of democratic decision-making established by théha@ration principle. (Gutmann,

1987, p. 136)

To recall, equalization and meritocratic interptietas of equality of educational
opportunity presuppose that benefits (educatiormadg) accrue to one group often at the
expense of another group. Alternatively, the demicrthreshold principle proposes that all
children are entitled to a non-negotiable threstemdcation, one that is “socially relative as it
insists that school provide all educable childrenhwan education adequate to participate
effectively in democratic processes” (Gutmann, 1987138). “Although education above the
threshold may be democratically distributed aceuydio meritocratic principles, education
below the threshold must not be” (p. 137).

But are these principles sufficient in themseleacthieve conscious social reproduction
of which Gutmann (1987) speaks? For instance, lcaset entrusted with authorizing education
be counted on to ensure that appropriate and,csdtyrally relevant education are distributed
equitably to all children, and that these samedcdii (and their families) have a voice in
determining what constitutes an appropriate andully-relevant educational good? Is this

feasible in the diverse society in which we livedaspecially the majority-minority context that
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is the United States? Gutmann believes not anddtuscates establishing principled limits or
constraints on democratic authoritijfo integrate the value of critical deliberation @mg good
lives, we must defend some principled limits onitpzal and parental authority over education,
limits that in practice require parents and statescede some educational authority to
professional educators” (p. 44).

The principle of nonrepression “prevents the statel any group within it, from using
education to restrict rational deliberation of catipg conceptions of the good life and the good
society” (Gutmann, 1987, p. 44). “This principle tiserefore compatible with the use of
education to inculcate those character traits, sagclhonesty, religious toleration, and mutual
respect for persons, that serve as foundationsat@nal deliberation of differing ways of life”
(p. 44).

Significantly,

...repression has commonly taken the more passive @drdiscrimination in schooling

against racial minorities, girls, and other disfi@w groups of children. The effect of

discrimination is often to repress, at least teraply;, the capacity and even the desire of
these groups to participate in the processes tiattgre choice among good lives.

(Gutmann, 1987, p. 45)

To be sure, systematic efforts to repress and umderthe capacity of black students to attain an
education, and thus their capacity to deliberatd eaffectively participate in democratic
processes, have been well-documented (Feagin, e198l6; Feagin & Sikes; 1995; Anderson,
1988). Thus, the nonrepression principle functimnpreempt efforts by those with the authority

to restrict one’s capacity to deliberate.



49

Implications for Higher Education
Questions concerning deliberative participatiortharity in education, and the need for
principle constraints on this authority are notited to K-12 education. Indeed: “Schooling does
not stop serving democracy, however, when it cetsd® compulsorror when all educable
citizens reach the democratic threshold. Its pupahange” (Gutmann, 1987, p. 173). In fact,
“many of the same arguments for teaching primahgststudents to deliberate hold for college
students” (p. 174). To be sure, “while not a subsdi for character training, learning how to
think carefully and critically about political prt@ms, to articulate one’s views and defend them
before people with whom one disagrees is a forrmofal education to which young adults are
more receptive and for which universities are walted” (p. 173). That is, institutions of higher
education are ideal for cultivating the kind oftical deliberative capacity of which Gutmann
speaks. As well,
Control of the creation of ideas-whether by a mgjasr a minority-subverts the ideal of
conscious social reproduction at the heart of deatmc education and democratic
politics. As institutional sanctuaries for free slarly inquiry, universities can help
prevent such subversion. They can provide a redhereavnew and unorthodox ideas are
judged on their intellectual merits; where the na@ml women who defend such ideas,
provided they defend them well, are not strangats/bluable members of a community.
Universities thereby serve democracy as sanctuafiesnrepression. (p. 174)
Nonetheless, some argue that nonrepression isagieguate principle for guaranteeing that all

citizens can participate as equals in democratibelative processes.
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Critique of Nonrepression and Defense of Nonoppoass

Consistent with Gutmann (1987), Howe (1997) chajéenconceptions of equality of
educational opportunity that tend to reinforce amgroduce the very inequality they ostensibly
purport to correct. For instance, the formal (ogalg interpretation “identifies equality of
educational opportunity with the formal structufeeducational institutions. In its purest form, it
requires only the absence of formal, legal barrierparticipation based on morally irrelevant
criteria such as race and gender. In a slightlyngger form, it also requires equalizing resources
among schools, at least up to some floor” (p. 2)-2Bis conception of equality of educational
opportunity is weak from Howe’s standpoint becaitseequires only the absence of formal
barriers, and nothing more. As such, it fails tocamt for the social factors which may prevent
some students from making use of those opportsgnitie

For the most part, however, the formal interpretafialls considerably short of the goal

to which the principle of equal educational oppoitiy should aspire. It is far too often

insensitive to the profound influence that sociattérs can have on educational
opportunities, even when formal barriers are abseudt resources such as funding are

equalized. (p. 28)

Howe’s (1997) argument is compelling, particulaniien one considers the history of
American slavery. It is well documented that aftex passing and ratification of the thirteenth
amendment, most African Americans found themsdlvéise very conditions of servitude which
the amendment putatively abolished. Though legalig theoretically “free” (the absence of
formal barriers) to take advantage of the freedacoaled Whites, African Americans lacked

social and other resources (white cultural capitalinstance) to exercise their freedom.
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This is not to suggest, however, that the formé&rpretation is wholly without merit.
Even Howe (1997) concedes that “the formal intdgti@n can serve a progressive function, for
banning legally sanctioned racial barriers to etlanal opportunity was surely a moral advance,
and removing such barriers for children with disébs and for females was an advance as well”
(p.28). The question becomes whether this is eifies sufficient function. As Howe’s argument
suggests, it is not. As the example of Americamesaillustrates, removing formal barriers is an
insufficient means of achieving equality of edusa#il opportunity. Social, economic and
cultural factors, in this case the previous cooditof servitude, and everything suggested by it,
must also be addressed for equality to begin teakzed.

By contrast, the compensatory interpretation takés account the historical or social
conditions rendering certain groups disadvantagedHowe (1997) writes: “In contrast to the
formal interpretation, the compensatory interpietatis sensitive to the importance of how
interactions between the characteristics of indiald and the features of educational institutions
can function to increase or diminish the worth ofnfal educational opportunities”(p. 28).
Despite its advantage over the formal interpretatidowe finds compensatory conceptions
similarly lacking. The compensatory propositiorkeliits predecessor equalization, corrects for
inequalities by compensating the disadvantagedchwlm Howe’'s perspective is a virtue.
However, compensatory conceptions beg a criticaktjon, and one posed by Gutmann: Who
should have the authority to shape the educatiastiaens in a democratic society? According
to Howe, the compensatory conception presumesthieastandard to which the disadvantaged
are compensated—a Western or White standard, srcfse-is a universal and mainstream one.
Such a standard remains one the disadvantaged gexlipo part in shaping, resulting in what

Howe terms “ensconcing the status quo.” “It is \aulible to the criticism that it implicitly adopts
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the status quo regarding what is of educationalttwand how this is to be determined. It
therefore fails to afford educational opportuniteégqual worthto individuals who have had no
part in shaping the educational practices and @ulen content that are deemed educationally
worthwhile” (p. 31, italics added).

Extending this reasoning to black students at predantly white institutions of higher
learning, it is useful to reflect on DuBois’ (1998hservation that African Americans must not
only look at society through their own eyes, buoathey must look at it through the majority
culture’s eyes in order to survive in the majodiyminated societyl his “double consciousness”
of which DuBois (1995) spoke may manifest in thempdmenon of “acting white” (Fordham &
Ogbu, 1986), where academic achievement is pemtdivde the exclusive province of white
students, and black students who aspire to achhay& conform to standards established by
whites, even if said standards are inimical tortihrgerests. For Howe (1997), this is tantamount
to oppression, because black people (studentBigitase) must essentially negate themselves to
accommodate to a culture they had no part in skyapin

That certain groups are subject to oppression dalis question the adequacy of
Gutmann’s nonrepression principleke Gutmann (1987), Howe (1997) favors principledits
on “legitimate democratic authority” (Gutmann, 1987 45). Such limits are critical in their
view because they work to prevent “any single grilopn monopolizing educational authority
and in part by permitting (indeed, obligating) msgional educators to develop in children the
deliberative capacity to evaluate competing conoaptof good lives and good societies” (p.
46). However, although nonrepression is clearly timorin Howe'’s view, it fails to go far

enough.
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Nonrepression is too weak to adequately protecgmalized and oppressed groups in
negotiating the participatory ideal. So far as h dall, one could faithfully employ
Gutmann’s principles—allow everyone to have a say make sure schools are equally

open to all group of children—and wind up with sdiniieg very akin to Hirsch’s (1988)

“cultural literacy” as the threshold. (p. 67)

In Howe’s (1997) view, the nonrepression principleggests merely tolerating diverse
groups, perspectives and values, not their acceptan full inclusion or integration into the
decision-making process, thus intentionally or temtionally reproducing the status quo. Howe
thus proposes grounding equality of educational odppity within a principle of
nonoppression,” in order to protect groups thatthreatened with marginalization and exclusion
from meaningful democratic participation” (p. 67uch an approach speaks directly to
Marable’s (2002) concern that:

. the great challenge of any democracy is to enshat all of its citizens are
“stakeholders” in a common project called civil gbg. Millions of racialized “Others”
are today experiencing “civil death”-the destruetmf their social, legal and economic
capacities to play a meaningful role in public .lil/e must find creative paths to
reinivest in citizenship to build civic capacitiegthin the most disadvantaged sectors of
our society. Combating civil death is the key todvesvitalizing democracy for all of us.
(p-xiv)

That is, given that oppression marks certain gretgisal, in this case—as subject to forces that
constrain, curtail or prevent their capacity tof-sletermine, to effectively deliberate and
participate in processes that shape their choitégood lives” (Gutmann, 1987), a principle of

nonoppression must replace nonrepression as theigdad limit on authority. As it pertains to
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black students on predominantly white campuses,, the must consider the ways in which this
deliberative capacity specifically, and equalityeafucational opportunity more generally, might
be hampered by oppression, a subject to which | taoav
Five Faces of Oppression

In Justice and the Politics of Differencleis Marion Young (1990) posits five faces of
oppression relative to the lives and experiences oppressed groups: exploitation,
marginalization, powerlessness, cultural impemmalisnd violence. Drawing on the literature as
well as my personal experiences and observatiorss tedditionally and predominantly White
campus, | consider each of these “faces” in turd for their relevance to Black students’
experiences on predominantly White campuses.

Young (1990) conceptualizes social justice thusly:

Justice should refer not only to distribution, kalso to the institutional conditions

necessary for the development and exercise of ioha capacities and collective

communication and cooperation. Under this conceptid justice, injustice refers

primarily to two forms of disabling constraints,ppssion and domination. (p. 39)

In Young’s (1990) view, “oppression is a structyshenomenon that has the effect of
immobilizing or diminishing a group” (p. 42). In @&xtended sense,

...oppression refers to the vast and deep injusioese groups suffer as a consequence

of often unconscious assumptions and reactions @f-meaning people in ordinary

interactions, media and cultural stereotypes, amdctsiral features of bureaucratic

hierarchies and market mechanisms- in short, thealgprocesses of life” (p. 41).
According to Young, five dimensions or “faces” cbnge the oppression experienced by

oppressed groups.
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Exploitation

“Exploitation occurs through a steady process eftthnsfer of the results of the labor (or
other efforts) of one social group to benefit aroth(Young, 1990, p. 49). Young (1990)
extends this view of exploitation, asserting thidie"injustice of class division does not consist
only in the distributive fact that some people hgveat wealth while most people have little.
Rather, exploitation enacts a structural relatiebMeen social groups” (p. 50). Viewed in this
way, exploitation implies “social rules about whatrk is, who does what for whom, how work
is compensated, and the social process by whichethdts of work are appropriated” (p. 50).
With particular regard to exploitation and oppresgeoups, Young raises an important and, in
the case of this study, relevant question: Is gsgale to conceptualize a form of exploitation that
is racially-specific? Accordingly, Young affirmsah“wherever there is racism, there is the
assumption, more or less enforced, that membetiseobppressed racial groups are or ought to
be servants of those, or some of those, in thélgged groups” (p. 52).

To be sure, instances of racially-specific exptmta where members of oppressed racial
groups were servants of those in more privilegesitioms, abound in my African American
history. The enslavement and subsequent dominafigkirican Americans is but one notable
case in point. But in extending Young’s (1990) aaptaalization of exploitation to include the
idea that members of oppressed racial groups’friptace is beneath, and not alongside, those
in comparatively privileged positions, several epées emerge to illustrate such exploitation on
traditionally white college campuses. For instartdacks and other people of color are often
overrepresented in the service sector, positioasdlso tend to be low wage. Invariably, in my
experience as both student and employee at aitraaliiy white university, the more “servile”

and “undignified” the position, the more likely was occupied by African Americans and/or
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other people of color. | also recall the uneasirthas | experienced interacting with the Black
“help” at my traditionally white alma mater, altatmg between a sense of kinship and solidarity
and, most ashamedly, detachment and condescefi§lunlatter case had me feeling complicit
in their exploitation.) Though some of my fellow iehstudents, particularly those involved in
the anti-racist struggle, empathized with the appaambivalence, most seemed oblivious to the
racialized nature of exploitation on the campus.

Exploitation on predominantly white campuses wa® axemplified in the practice of
tracking (Oakes, 2005). As Feagin et al. (1996) atigers have observed, black students on
traditionally and predominantly white campuses @ften steered into majors with less prestige
and earning potential, and away from majors, sughemgineering, that tend to be more
prestigious and higher-paying. Such structural @sggion ensures that income disparities and
inequalities along racial lines persist.

Marginalization

A second face of oppression, marginalization, pe&ssas the most dangerous form of
oppression, in that “a whole category of peoplexgelled from useful participation in social life
and thus potentially subjected to severe mateegkidation and even extermination” (Young,
1990, p.53). According to Young (1990), “while miaigization definitely entails serious issues
of distributive justice, it also involves the dem@iion of cultural, practical, and institutionalize
conditions for exercising capacities in a contextezognition and interaction” (p. 55), an issue
of particular relevance to this present discussion.

Marginalization figures prominently in the literagu To be sure, scholars have long
noted the sense of alienation experienced by daa#tents on traditionally white campuses, as

well as the often inadequate effort put forth ditionally white campuses to facilitate black
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student integration (Tinto, 1993) or connectior{@uiffrida, 2003) the institution. For instance,
traditions of predominantly white campuse®me with blatant racial themes and subtexere
often born without consideration from blacks ancheot students of color, who were
systematically excluded from any decision-makingotball games at many universities, as well
as racially-restrictive membership requirementsraditionally white sororities and fraternities,
are notable examples of practices that have tleetedf marginalizing and alienating students of
color.

As well, marginalization reveals itself in whiteaskrooms. In these contexts, black
history or culture receive little notice or arewe from a decidedly Eurocentric vantage point
(Asante, 1991, 1996). As a case in point, in mahyng political science classes, topics of
historical, social or political import to black g#e often were treated as footnotes, or covered
from a perspective of cultural deficiency, suggestthat black people fell short in some
fundamental way. Unfortunately, an American histafgss taught by a renowned historian
reinforced for me and for classmates the notioblatk marginality in American history. Such
experiences with also reinforced a felt sense afgplessness (Who decides and defines my
history as an African American?) and thus led medarses which | felt would affirm and
validate my status as a black coed on a predonyna&hite campus.

Powerlessness

According to Young (1990), “the powerless are thad® lack authority or power even
in this mediated sense, those over whom power &cesed without their exercising it; the
powerless are situated so that they must take et rarely have the right to give them” (p.
56). As noted, black powerlessness seems mostravitdéraditionally white classrooms, where

an already hierarchical relationship between teaene student can be complicated by race.



58

Feagin et al.’s (1996) study highlights this vieas do studies by Kobrak (1992) and Allen
(1988), who found that black students feel powsrlaad unsupported in the face of white
faculty. Black students, for instance, might fifetmselves wondering if a particular comment
would be negatively received by white faculty, who turn might unfavorably rate black
students’ work. In my own experience at a predomtlgawhite university, the sense of
powerlessness | felt extended beyond the classitoothe dormitories, administrative offices,
and even the two student organizations with whidtad been affiliated. The largely African
American student base notwithstanding, the fatbath organizations ultimately depended on
the university (which served as host), underscomoagj only a sense of powerlessness but
powerlessness at the hands of a white power stexedupower structure indicative of cultural
imperialism.

Cultural Imperialism

“Cultural imperialism involves the universalizatioha dominant group’s experience and
culture, and its establishment as the norm” (Your8§0, p. 59). Thus, “ to experience cultural
imperialism means to experience how the dominargnings of a society render the particular
perspective of one’s own group invisible at the saime as they stereotype one’s group and
mark it as the Other” (Young, 1990, p. 59). To tedeaditionally white institutions enshrine
Eurocentrism, which, like cultural imperialism, asges that a particular culture or race-white,
in this case-is the ideal, a standard against wdliabther races are judged.

Traditionally white campuses express Eurocentregagdand values in ways both subtle
and overt. The tacit glorification of everythingrépean, the primacy accorded European history
and languages, the decidedly Eurocentric perspectia the classroosevident in faculty

lectures, class discussions and textbeo&sd even the ubiquitous statues of (mostly) wimié&
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adorning college buildings illustrate but a few wdyurocentrism asserts itself on traditionally
white campuses, contributing to a racial bifurcatwhere white represents all that is great and
significant, and “others” represent all that is igoeat and significant (Crenshaw, 1995). Lisa
Delpit (1995) defines this cultural imperialism asCulture of Power” and writes: “To provide
schooling for everyone’s children that reflectseldl, middle class values and aspirations is to
ensure the maintenance of the status quo, to etfsatr@ower, the culture of power, remains in
the hands of those who already have it” (p. 28).

Significantly, cultural imperialism involves a pdox of invisibility, in that aspects of
their ways of life and contributions to society aegely seen or heard in academic life, and
visibility, in the sense that oppressed groups sirgmatized, stereotyped and or otherwise
marked as different. In other words, dominant megsiof a society render the particular
perspective of one’s own group invisible at the saime as they stereotype one’s group and
mark it out as the “Other” (Young, 1990).

Black invisibility occurs “when dominant groups Ifab recognize the perspective
embodied in their cultural expressions as a pets@eclhese dominant cultural expressions
offer simply little place for the experience of etlgroups, at most only mentioning or referring
to them in stereotyped or marginalized ways” (Yqurd®90, p. 60). Black students in
predominantly white educational settings are ratgjdto the realm of the invisible” (hooks,
2008, p. 93) when their perspectives fail to béeptéd in mainstream academic life (Feagin et
al., 1996); when they are disproportionately unelenesented in coveted educational tracks and
programs (Feagin et al., 1996; Oakes, 2005); arehvtheir individual and disparate voices are

taken as monolithic and representative of the (Beagin et al., 1996).
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At the same time, black people and other oppresgedips are objectified and
represented as inferior “others,” thus becoming eesnspicuous “targets.” Aguirre and Turner
(2004) observed that “more than any other ethnpufagion in the United States, and perhaps in
the world, African Americans have been the victmhsiegative beliefs and stereotypes” (p. 69).
A persistent stereotype concerns black academigetance and intelligence (Hilliard, 1994).
Thus, on traditionally white campuses, black stisienay be collectively marked less as “real”
students and more as affirmative action cases (fe2006). Hooks (2008) explains that to
stereotype black people is to fail to see themudlg human. When dominant groups perceive
oppressed groups more as objects than as realepedplence against members of this group
becomes acceptable.

Violence

Ultimately, violence becomes a face of oppressass because of particular acts, “than
the social context surrounding them, which makesntipossible and even acceptable” (Young,
1990, p. 60). As we have seen, this social congexine in which black life is devalued and
“othered.” According to hooks (1995), violence aghiblack people is promoted, encouraged
and condoned in white supremacist contexts.

As history has shown, predominantly white campuseshardly insulated from broader
societal violence. To the contrary, these instiugi of higher learning have been sites of intense
racial conflict. The upheaval attending James Méneddesegregation of Ole Miss and racial
unrest at Olivet College (Michigan) are two notabfel infamous examples of the violence (or
threats thereof) to which black students have Isedfected on majority white campuses. In the
case of Olivet College, African-American studenggided to leave the campus in mass because

of fear for their safety (Feagin, et al., 1996).
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As a coed at one of these institutions, I, too,oentered this fifth face of oppression.
However, unlike the physical violence visited ugderedith and others daring to desegregate
exclusively white educational institutions, the lelmce to which | and my fellow coeds were
subjected appeared more psychological in natureinstance, during my freshman year, a flier
circulated under the door of black sorority pledgesouncing “open season on porch monkeys.”
Later that same year, other provocative fliersutated admonishing black students to “stay in
their place.” Though unspoken, the “or else” imglia such fliers clearly came as a threat of
violence. Here, violence occurs when one worries shich eventsould happen, even if they do
not.

Ultimately, these conceptions of equality of edigral opportunity and different aspects
of oppression provide an analytical lens to evaluhé experiences of black students on a PWI.

In chapter 3, | defend a research methodologyhisrstudy.
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CHAPTER 3
METHODS
INTRODUCTION

Feagin and Sikes (1995) argue that a deeper ea#ionnof the experiences of black
students requires listening to and valuing whatckl American students tell us about what
happens to them and how they feel, act, and thipk”91). According to Ragin (1994),
gualitative methods are ideal if the task is tolesgophenomena on an in-depth level. Thus, |
propose a methods framework that combines quaktatmethods with a naturalistic (Critical
Race Theory) research paradigm to facilitate dgmetpa deeper understanding of the learning
and living experiences of black graduates of a @madantly white university.

As highlighted in chapter one, there is a sigaifit gap in our knowledge about black
students of predominantly white universities. Speally, little is known about how black
students are faring today, in the wake of postatern and post-affirmative action. As discussed
in chapter two, the literature suggests the needmiore specific insight into the choices and
experiences of black students. In particular, thera need to understand the motivations and
reasons underlying black students’ decision tondtta predominantly white university; the
nature and impact of learning and living at thessitutions; whether and the extent to which
racial challenges exist; how students negotiateetluhallenges, and how experiences might be
characterized when considered against conceptcef equality of educational opportunity, and
oppression. To this end, | propose the followingsiions:

1. What figured into Black students' decision to cleotmsattend a predominantly White

university?
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2. How do Black students describe their own experieniearning and living in a
predominantly White university?
3. To what extent might such experiences impact Bitcklents’ sense of well-being
and academic achievement?
4. In what ways might Black students cope and deah wetrning and living at a
predominantly White university?
5. To what extent might race be implicated in the eigmees of Black students at
PWiIs, and how do students conceptualize, desaimmake sense of race/racism?
6. What is the range of educational opportunitiesrdtd Black students, and to what
extent might these opportunities be perceived asgben par with those afforded
White students?
7. To what extent might the learning and living expedes of Black students exemplify
different forms of oppression?
THE NATURALISTIC PARADIGM
“All research is informed by particular worldviews perspectives held by the researcher
and scholars within his or her discipline. Thesespectives are called paradigms” (LeCompte &
Schensul, 1999, p. 41). Paradigms speak to how exveejpe reality (LeCompte & Schensul,
1999). Specifically, paradigms address such ontcdbg epistemological, and axiological
qguestions as: What is the nature of reality? Hokniswledge generated and understood by the
knower and the known? What roles do values plagsearch? (Lincoln & Guba, 1985). Lincoln
and Guba (1985) describe the ways in which theralgt research paradigm differs from the

positivist view on these key questions. In whatolwk, | discuss these competing perspectives
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and approaches to research, argue why a natwaksiearch paradigm is most appropriate for
this study, and expand on this view in a discussidie researcher’s role.

How are reality and truth conceptualized in redgarEor positivists, the goal of any
research is to get at the truth so that this tra#ty ultimately be predicted, and to control the
everyday world and minimize confounding aspectghéir view of the world, there is only one
reality, one absolute truth, and that reality i;\gte, tangible, and fragmentable” (Lincoln &
Guba, 1985, p. 37). Truth or reality can be disaggted as either a “this or that,” but not a “this
and that.” Conversely, for the naturalist, “There aultiple constructed realities that can be
studied only holistically; inquiry into these muplie realities will inevitably diverge (each inquiry
raises more questions than it answers) so thatigbied and control are unlikely outcomes
although some level of understanding can be actiie{e 37). Because naturalist researchers
view reality as holistic and unbounded, they aremof any and all understandings emerging
from their research.

It is this open, holistic view of reality, one wieemultiple realities coexist, that makes the
naturalist perspective especially appropriate fog study. To be sure, there is more than one
reality for black students on a traditionally whitampus. For instance, one may be black and
female; black, female, and gay; or black, femafe] aconomically disadvantaged. If we are to
fully understand the experiences of black studentpredominantly white campuses, all of their
identities or “realities” must be considered.

Positivist and naturalist inquiry also differ ohet question of epistemology. In the
positivist view, for example, the knower-known, ogsearcher-participant relationship, is
dichotomous, independent, and linear (Lincoln & &uh985). Here, the emphasis is not on

participants’ voice or subjectivity —their ability share perspectives and offer insights —but
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whether a given participant’s data support or eeftite researcher’s hypothesis. In fact, in
positivist inquiry, it is the researcher who isvileged with “voice,” and who thus drives the
researcher-participant relationship. The naturglesspective, on the other hand, encourages an
interactive and reciprocal researcher-participaationship; that is: “The inquirer and the
‘object’ of inquiry interact to influence on anoth&nower and known are inseparable” (Lincoln
& Guba, 1985, p. 37). Here, the researcher-padtipelationship is a shared and egalitarian
one—voice and subjectivity are extended to bothaleraand known.

An ideal paradigm for this study is one that notyotakes into account the unique
challenges faced by black students on white cangpsseh as marginalization and invisibility,
but also one that encourages black students te ghair stories in ways that illuminate and
deepen understanding. This opportunity to namesomeh reality and generate “counter-stories”
provides for the “psychic preservation of margipadl groups,” who often internalize white
oppression (Ladson-Billings, 1998, p. 14). Gives #&mphasis on participant voice and
subjectivity, and thus an implicit respect for mapant knowledge (i.e. their realities, their
truths), the naturalist paradigm is most fitting flois study.

The role of values in research is yet another tpoincontention for the positivist and
naturalists. Under positivism, attempts are madkeip the researcher’s values, preconceived
ideas, biases, or convictions at bay, lest theyrlg” the study. For their part, naturalists make
no such claims of objectivity. In fact, the natisehot only actively reports his or her values and
biases, but also acknowledges a point that seeshstothe positivist researcher: Because values
are inherent to the researcher, and thus diffiocuiuppress or keep at bay, they will consciously

or unconsciously feed into the various phases ef itlquiry process, from “choice of the
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problem” to “choice of major data-gathering andadamalytic methods.” (Lincoln & Guba,
2000, p.169).

In the section that follows, | lay bare my own goeceptions, biases, and convictions
with respect to the present study. That | am ablot so—unfettered, without concern that these
biases and convictions will “corrupt” the study—frces why the naturalist paradigm is most
appropriate for this study.

RESEARCHER’S PERSPECTIVE

According to Twine and Warren (2000), qualitatiesearchers ground their studies in
areas of their own life that they find problemaftamilarly, Ladson-Billings (2000) advises that
research reflects a researcher’'s most cherishadsidad social commitments. Specifically, she
stresses the need for researchers to work in fizethdiscourses and ethnic epistemologies” in
order to “challenge the hegemonic structures (aimabsls) that keep injustice and inequity in
place” (p. 271). This study reflects both perspedi In this particular case, it is my experience
as an African American woman in traditionally whigducational institutions, and later as a
student activist, that serves as the backdroprespiration for this study.

In this study exploring the living and learning exipnces of black graduates of a
predominantly white institution, | am in many wayery close to this group. First and foremost,
| feel a deep kinship with and personal commitmenthe black community—in the U.S. and
beyond. As a college student, | specifically sougtgmbership in organizations aimed at
supporting black students and challenging the titgtnal barriers hampering black student
advancement. Both the Black Student Organizatisey@onym) and the Coalition Against
Racism (pseudonym), a multiracial, anti-racist eitdorganization, were central to my college

experience. Later, while a graduated student ierhattional and Comparative Education, | twice
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served as a volunteer teacher in Africa. | am amoavid reader of African and African
American history, and continue to involve myselfpiojects and programs supportive of youth,
particularly youth of color.

In addition, | expect to relate to any struggledeamlings of ambivalence they may have
experienced as black students in a predominantigewdontext. As noted, black students in
predominantly white educational settings often expee academic self-doubt, a phenomenon
known as stereotype threat (Steele, 1997). As d,co&o harbored the usual doubts about
college, especially my ability to excel and thrikesuch an openly competitive environment, one
in which black students were not expected to aehat\evels comparable to white students.

At the same time, | expect a certain social digafor instance, there is certainly, and
most obviously, the generational divide. My studyrtigipants are the oft-cited, ahistorical
“Millenials,” who may relate little, if at all, téthe social struggles of the past. For me, coming of
age in the era of RogtRonald Reagan, and later Rodney King, race lodiarge@. For example,
in 6" and 8th grade, respectively, | was spat upon amatéd by classmates during a showing of
Roots Later, as a freshman in high school, | was gte@teone of the bathrooms with the
inscription “Roz is a nigger.” As an undergraduateas spurred to activism by the circulation
of a racially inflammatory and threatening “operasen on porch monkeys” flier, which had
been placed under the door of some black sorotigges. Such personal encounters with
racism might ring unfamiliar, if not shocking, tanticipants of this study.

Finally, my age-mates and | would not have imagiaedhy where a black man would
one day become Head of State. Energized and emedvasrwe were by the 1988 presidential

bid of Jesse Jackson, we nevertheless regardedtichias a more or less symbolic gesture.
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However exceptional Obama’s presidency may proveeotoday’s black students have this
historic event as a testament to black potentidl@ssibilities.

In the interest of transparency, | must also laseli&o biases and preconceptions of
black college students, and of white educationsiitutions, respectively. First, | believe racial
self-consciousness is intensified in predominantlyite contexts, and that blacks students
experience ambivalence about expressing themsetvesays that might be perceived as
stereotypically “black.” Confirming this view, Cay (2000) found that racial salience, or the
extent to which race figures prominently in the dsnof black students, was higher among
African Americans attending PWIs than at histohicalack colleges and universities (HBCUS).
Similarly, Guiffrida (2004) found that black studenwere hyper-conscious of their clothes,
hairstyles, and mannerisms, and how those behawdght be perceived as not in line with
white college culture.

Second, | believe that despite well-meaning attemipy some traditionally and
predominantly white universities to challenge tieeblogies of imperialist, white supremacist,
capitalist patriarchy [that] form the basic foungliprinciples of culture in the United States”
(hooks, 2000, p.129) these institutions remain &mentally Eurocentric. Eurocentrism is
predicated on assumptions of European superioafythe universality and neutrality of
European views and ideas, such as meritocracy,oatiropean culture as the standard and
norm against which other cultures or races are uredsand judged (Ani, 1994; Asante, 1991).
With particular regard to predominantly white edumaal universities, Eurocentrism is reflected
in curricula and pedagogy, evident in traditiongrs@s when students at the University of
Mississippi sing “Dixie” and wave the confederalagf apparent in the conspicuous and

ubiquitous iconography of “founding fathers” andchet white historical figures, evidenced in
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campus programs and activities that assume a whiteral frame of reference, and revealed in
overt and covert acts of racism (Asante, 1996).

These preconceptions aside, my closeness to thecsubatter, “insider status,” and
personal regard for the study participants confeerain advantage. For instance, | expect to
bring a deep level of sensitivity and understandiogthe processes of data collection and
analysis. Tillman (2002) highlights the importanmleculturally-sensitive approaches and the
ways in which African American researchers may the# cultural knowledge and experiences
to build rapport with study participants.

At the same time, | am ever cognizant that suclserless may have an unintended
“blinding” effect. Thus, | was mindful to not takke more obvious themes emerging from this
research for granted. In addition, | actively saugimd did not overlook or trivialize, aspects of
participants’ experiences that did not mesh with mgws. Ultimately, as the “human
instrument” (Lincoln & Guba, 1985), my goal wasdonvey black graduates of predominantly
white universities as they are, not as | would eiiem to be. Any tendency to do otherwise
was guarded against by using the strategies odtim#éhe trustworthiness section of this chapter.

SITE SELECTION

The site selected for this study is a large, putdsearch and teaching institution in the
upper Midwest, henceforth referred to as Seledtiuerersity. Selective University is located in
a mostly white, traditional college town, but nealarge, racially-diverse urban center—a city
which has played a central role in diversifyingegéive and other universities in the state.

Selective University boasts a highly diverse arablamically-talented student body, with
students hailing from all 50 states and 114 coestand high average ACT scores ranging from

28 to 32. According to the Office of UndergraduAtimissions (2010), 25% of undergraduates
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are African American, Hispanic American, Native Aioan, or Asian American. Interestingly,
an article in one of the school’'s newspaper advissation when interpreting admissions and
enrollment data, citing the Higher Education Oppuoityy Act (HEOC, 2008), which revised the
way institutions of higher education collect angppag demographic data. Effective 2010,
students are no longer counted by their primarg/eghnicity, as they had been in prior to 2010,
but by each and every race category they deemcayybdi. Although this change should not have
a direct bearing on the present study—participanlishave already graduated—it is certainly
noteworthy in light of recent challenges to affithaa action.

Significantly, in November of 2006, voters in tlstate approved a constitutional
amendment banning affirmative action in universitimissions. Like the anti-affirmative action
amendments adopted in other states, this one piethiBelective and other public universities
from considering a student’'s race and ethnicitypast of their admissions criteria, thus
undermining efforts to ensure a racially diversplgant pool.

For their part, Selective University responded r@atively and aggressively as possible
to minimize effects. For example, admission crétevere broadened to include such variables as
“special skills and talents” and “unique personathground.” In addition, the President and
other University officials expanded their outreatly hosting speaking and recruiting
engagements at various black churches, schoolscaminunity organizations, most of them
located in the nearby urban center of the statelly, the University expanded its urban satellite
center and empowered staff to increase recruitroéninderrepresented minorities. Still, like
many major public universities operating under Emamendments, Selective’s minority (and
specifically, black) enrollment dropped for Africédmerican first-year students by about 35%

between 2005 and 2009.
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According to one of the University’s leading newstlets, the anti-affirmative action
amendment was one of many factors complicating ntynaccess to Selective University. The
article also cited the state’s fragile economy, thet of tuition, and disparities in pre-college
educational opportunities as barriers to entryufaerrepresented minority groups. Significantly,
while access to Selective remains a problem, arnac@widence suggests that black student
progression and retention have seen marked imprenem

Like many traditionally white universities with astory of racial unrest and student
activism, Selective University appears committedneeting the social, cultural, and academic
needs of students of color, as well as promotirmgatapenness and tolerance. The University
hosts several black social, civic, and politicabarizations, such as the Black Student
Organization (pseudonym), sororities and frategsjtiand pre-professional associations, each
serving as a critical source of support and commguor black students. The University is also
home to an array of academic support and leadersltigtives. These programs are aimed at
supporting and encouraging academically struggktgdents, many of whom are African
American. Finally, Selective requires all undergraigs to complete a course focused on race,
racism, and diversity. This mandatory course isended to raise racial awareness and
understanding, and to encourage students to questit challenge their assumptions about race.

Although Selective may be commended for its commitimto students of color and
racial tolerance, room for growth remains. For anse, black faculty continue to be
underrepresented in most departments and progmuaspting African and African American
studies. As a result, black students have a limiteol of faculty from which to draw support,

encouragement and mentorship.
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PARTICIPANT SELECTION

LeCompte and Schensul (1999) stress the needHnogtaphic (qualitative) researchers
to “operationally define” the population they wish study (p. 115). Operationally defining a
group means identifying a specific group whose attaristics are of interest to the researcher
(LeCompte & Schensul, 1999). Because the purposiei®ttudy was to explore the post-racial,
post-affirmative action learning and living expe&ges of recent graduates of a traditionally and
predominantly White university, the ideal partigipavas a recent graduate of the university
(2006-2011), a former resident of university hogsiand a former participant or member of a
predominantly black student organization.

Negotiating entry and gaining access to participamas one of several considerations
when locating a social situation to study (Spradle380). LeCompte and Schensul (1999) and
Hatch (2002) discuss a number of sampling strasegiiavays of identifying and enlisting study
participants. Snowball sampling—a purposeful sangplprocess in which the researcher
identifies one or more potential participants who, turn, assist in identifying others—is
especially useful when participants are difficudt reach (Willie, 2003). Thus, | began the
participation selection process by initiating ph@mel/or email contact with a pre-existing lead
and recent graduate of Selective University. (I thet lead through a family friend and current
student of Selective University.) Upon securinggmied consent (Appendix A), | then requested
the lead to assist me in identifying another pat¢marticipant. Upon securing that participant’s
informed consent, | asked him/her to identify aeotpotential participant. This “snowball”

process was repeated until | had secured a geradmded pool of 10 participants.
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Protocol, Ethics, and Protection of Human Subjects

Ethical standards from the Wayne State Univelsisyitutional Review Board were
followed in the execution of this study (approvaim in Appendix A). The participants were
informed about the study through the use of anrméal consent. The consent form included all
IRB required elements, such as describing the marpbthe study, the identity of the researcher,
the rights of participants, a description of thresponsibilities, and the potential risks and
benefits to participation. In addition, code narard pseudonyms served to protect the
confidentiality of participants.

DATA COLLECTION

An overall goal of my data collection and analys®s to deepen understandings about
the learning and living experiences of recent gadesi of a predominantly white institution as
they relate to the research questions and the parpbthe proposed study. To align with this
goal, and in the interest of constructing a comensive portrait of black students’ experiences,
this study drew upon four data sources. Semi-stradtand focus group interviews constituted
the primary data sources in the study, as thesadadhe best approach for gaining access to the
students’ personal experiences (LeCompte & Scheri€i99). Secondary sources included
cultural artifacts and a researcher’s journal. @atéection proceeded over two phases: first with
individual, semi-structured interviews, and therthwiocus group interviews, to provide for
reinforcement of the findings.
Semi-Structured Interviews

LeCompte and Schensul (1999) describe qualitatnterviews as special kinds of
conversations used by researchers to explore iafioish experiences and interpretations.

Individual interviews allow the researcher to explguestions and topics in great depth, and
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thus to gain a deeper understanding of particisahtughts and experiences. Another benefit of
interviews is that they enable researchers to captan-verbals. For instance, a participant may
appear sullen or misty-eyed when recounting a qdai experience. Interviews allow the
researcher to capture these expressions and thak #re data.

| conducted one-hour, semi-structured interviewspg@rson) with five women and five
men participants. LeCompte and Schensul (1999) esigg semi-structured or unstructured
interview format that allows for a free exchangensen the interviewer and the interviewee. To
this end, interviews included a series of open-dngigestions and began by focusing on the
participant’s perspectives and experiences (Appedi Audio recordings of interviews were
transcribed for analysis.

In addition, | accounted for informal conversatiohughout the data-collection
process. Thus, when there were opportunities to wath a participant before or after the
scheduled interview, | made notes as soon as labes following these conversations, about
issues germane to the research.
Focus Group Interviews

Following Feagin et al. (1996), | conducted a fogrsup interview to “encourage
participants to cover issues not anticipated byrésearcher, to move back and forth between
issues of importance, and to build on each othdegas by associating personal experiences and
opinions with what has been described by otherd'8)p In this particular case, group interviews
served as a complementary data source, a kind efflmer check” to semi-structured interviews,
whereby “data, analytic categories, interpretati@rmsl conclusions are tested with members of
those stakeholding groups from whom the data weiginally collected” (Lincoln & Guba,

1985, p. 314).
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Focus group interviews were conducted with thepsxicipants, three men and three
women, interviewed individually during phase two ddta collection. Again, to preserve its
integrity, the focus group meeting was audio-tafmdanalysis. | posed questions to follow up
on ideas presented previously by the participamindusemi-structured interviews, phone or
email communication (Appendix D). For example, kexb participants to further explain a
comment made during interviews.

Artifacts

Artifact collection is yet another data source ¢deed for this study. Artifacts are useful
because they can tell their own story independettieinterpretations of participants, and they
can be gathered without disrupting the natural flmwhuman activity (Hatch, 2002). Cultural
artifacts gathered for this study include flierspdhures of the Black Student Organization
(pseudonym) and other student organizations, estiftom the University’s student newspaper,
as well as an exploration of related campus wehslteaddition, artifacts were solicited directly
from participants and institutional contacts.

Lastly, | maintained a field journal to record pmnal reflections, insights, notes about
informal conversations with study participants, amg pitfalls encountered during the course of
data collection.

DATA ANALYSIS STRATEGIES

LeCompte and Schensul (1999) describe data anahgsia systematic and recursive
process, wherein data collection and analysis clelek and forth until patterns emerge that
make sense. As detailed in the previous sectia, staurces for this study included individual
and focus group interviews, informal conversatiangtural artifacts, and a researcher’s journal.

To most effectively identify emerging patterns ahémes in these data, | employed analytic
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procedures that drew on Spradley’s (1980) definibbanalysis: the “systematic examination of

something to determine its parts, the relationsmpong parts, and their relationship to the

whole” (p. 85). Specifically, this process involvebentifying cultural domains, breaking these

domains into smaller categories or sub-domains smught patterns of sameness in the data. |
also identified dimensions of contrast between waittiin cultural categories and then sought

overarching themes.

Domain analysis involves three steps. First, tiseaecher identifies cultural domains and
then assigns a cover term. Second, the reseaistgethle included terms, or “smaller categories
inside the domain” (Spradley, 1980, p. 89). Thedttstep involves linking together the cover
term and included terms to form a semantic relatigm To illustrate this process, a researcher
might note the perceptions participants have oif tihaditionally white university, and assigns
this as her cover term. Specific perceptions indé@ become the included terms. For example,
a participant may perceive a given university add cand unwelcoming. “Cold” and
“unwelcoming” thus serve as included terms. Laghg, researcher forms a semantic relationship
by linking “cold” and “unwelcoming” to the “Percaphs” cultural domain with the phrase, “is a
kind of” or “is an example of.” Thus, “cold” and fiwelcoming” are kinds of perceptions about a
predominantly white university.

After identifying domains and discerning all pddsiincluded terms in the domain, the
next step is to undertake a taxonomic analysisax®romy “shows the relationship among all
the included terms in a domain” (Spradley, 1980118). In so doing, taxonomies deepen the
researcher’s understanding of a social situatiocutture by looking both for within domain

subcategories and by working out relationships ajsa-domains and domains, respectively.
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Componential analysis was then used to “systenmiticearch for the attributes
associated with cultural categories (Spradley, 1980a31). This analysis assisted the researcher
in identifying dimensions of “contrasts among themters of a domain” (p. 131). Returning
again to our example, “cold” and “unwelcoming” mhg similar in that they are kinds of
perceptions participants may have of a univer&ityt, upon closer scrutiny, the researcher may
see that they are also different, depending onctivegext. For instance, “cold” may present
differently in the classroom than in the residehedl, the counselor’'s office, or at a football
game. These different contexts, then, represenembions of contrast for this “Perceptions”
cultural domain.

Finally, the analysis process involved discoveroodfural themes. A cultural theme is
defined as “any principle recurrent in a numberdomains, tacit or explicit, and serving as a
relationship among subsystems of cultural meanin@radley, 1980, p. 141). In our
hypothetical case, the researcher might discovemhaa Feagin, et al. (1996), that racialized
spaces exist on a predominantly white campus.

TRUSTWORTHINESS IN QUALITATIVE RESEARCH

A key issue in qualitative research is assessingestablishing the trustworthiness of a
study. According to Lincoln and Guba (1985), theibassue in ascertaining trustworthiness is
this: How can an inquirer persuade his or her awgdie (including self) that the findings of an
inquiry are worth paying attention to, worth takiagcount of? Lincoln and Guba propose four
criteria for evaluating the trustworthiness of @e@ch study: Credibility (internal validity),
Transferability (external validity), Dependabilifyeliability) and Confirmability (Neutrality).

Each of these will be considered in turn.
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Lincoln and Guba (1985) describe the implementatb the credibility criterion, the
conventional inquirers analog to internal validig, a twofold task: first to carry out the inquiry
in such a way that the probability that the findingill be found to be credible is enhanced and,
second, to demonstrate the credibility of the fmgdi by having them corroborated by the
constructors of the multiple realities being stddi@. 296). To this end, credibility will be
established by means of triangulation and membecichg. Triangulation is important to
improving the probability that the findings andergretation of a study will be found credible
(Lincoln & Guba, 1985). Findings derived from mplé participants (triangulation of sources)
and from different kinds of data (triangulation mkthods). In this study, in-depth and focus
group interviews, as well as artifacts and a redeais journal combined to strengthen
credibility. In addition, | incorporated member-ckang items, whereby study participants
engaged in discussions serving to corroborate nadoadings, to fill gaps, and to clarify
confusions.

The transferability criterion was met through exghed accounts (counter-stories, in this
case), as these provided the thick descriptionsésgary to enable someone interested in making
a transfer to reach a conclusion about whethetrémsfer of findings from this study to another
site can be contemplated as a possibility” (Linc&lGuba, 1985, p. 316). Here, the goal is not
generalization, as it is for the conventionalistt to generate a body of knowledge upon which
other researchers may build.

Dependability was addressed by maintaining antauwaii. Maintaining an audit trail
implies explicitly indentifying the data source (peipant, type of data, page numbers within
data) for included items on analysis worksheets, tixonomy, and the findings report. This

audit involved *“a thorough examination of the daténdings, interpretations and
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recommendations, and attesting that it is suppdiyedata and is internally coherent” so that the
“bottom line” may be accepted (Lincoln & Guba, 1985318).

In addition to the dependability audit, LincolndaGuba (1985) recommend keeping a
reflexive journal as a technique for establishingfemability. To ensure a proper confirmability
audit, | maintained organized files of all datacliding personal notes, observations, and
insights gleaned from the field. Via the reflexijaurnal, | captured personal observations,
values, and insights emerging from the field. Idiadn to providing a log of research activities,
the reflexive journal proved especially criticah@auseful) during data collection and analysis
phases. Here, by tracking my own sense of evemtgslcontinuously reminded to check these
against research participants’ data. Thus, thenpdwserved as an important check on researcher

bias. Finally, the journal allowed me to record imypact on the field and its impact on me.
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CHAPTER 4.
LEARNING AND LIVING AT SELECTIVE UNIVERSITY—

THE MORE THINGS CHANGE, THE MORE THEY REMAIN THE SA ME

In 1988, legendary civil rights activist and RaamBPUSH Coalition founder, Jesse
Jackson, made his second and perhaps most imprdsdivor president of the United States. A
then Selective University junior, | vividly recathe excitement and euphoria (among black
students, that is) that marked the occasion. Ingihel as it seemed to me at the time, Jesse
Jackson was making history (much like Shirley Cbishbefore him), and black students at
Selective were beyond hyped. Perhaps, this his@rent signaled a nascent post-racialism.
Perhaps, it marked the beginning of the end ofgidged by the color of skin as opposed to
the content of one’s character. Surely, it was aeed, if Jesse Jackson had shattered the
proverbial glass ceiling and been accepted askdevi@ntender in presidential race, then maybe,
just maybe, a broader trend of racial acceptandereconciliation was on the horizenWillie
Horton political ad debacle and other racially-gjeal events of the time, notwithstanding.

Learning and living on campus, however, | wasnsdisabused of my youthful idealism.
Indeed, less than a year before Jackson was to maked, racially incendiary fliers declaring
“‘open season on porch monkeys” and warning blaoklestts to stay in their place began
circulating on campus. (Revealingly, these flieesurfaced the year Jackson announced his
candidacy). Then, there were the inflammatory e@it® in the student newspaper assailing
affirmative action and calling into question theademic credentials of black athletes. Clearly,
race remained a troubling issue.

But 1988 was a different time, and a great deal ¢hanged in the intervening years to

shape my thinking about race and racial matterdtifguaside for a moment the Obama
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phenomenon, one trend brought home over a decadl@man my return from overseas merits
particular attention. Somewhere along the way, evaitd black students appeared to have found
common ground in popular culture, specifically whtip-hop music. In the days of my youth, rap
(now Hip Hop) was, for all intents and purposesgua to the black community. (It would have
been odd, indeed, to see white youth connectirRutdic Enemy’s “Fight the Power,” or other
popular rap of the day). Today, with the genre hgwrossed racial boundaries, it is nothing to
see young black and white alike enjoying its rhyshamd beats. Needless to say, this trend,
combined with other observations which seemeddoatichanging racial dynamics, set me to
thinking: Might race relations on the predominantlyite campus reflect this seemingly growing
trend of cross-racial connection, albeit on theybapculture front? And, more broadly, how
might this and other significant developments otrex years translate on the predominantly
white campus? For instance, to what extent did fapge prominently in black students’
reflections of their time on campus?

To be sure, based on my own personal experienc@alective University and reading of
the literature, | harbored no illusions about rateAmerican society. Still, given the social,
cultural, and even political changes over the p@agstdecades, | maintained a cautious optimism.
Certainly, | was curious about the experiences latlkb students today and wondered if they
resembled those in Feagin et al.’'s (1996) landnséuldy. | reasoned (justifiably, in my mind)
that learning and living on the white campus mightan altogether better proposition than when
| was an undergraduate student at Selective. Bigt ahy hopes proved overly optimistic and a
tad premature.

Revealingly, as captured in the field note excénpt follows, data from this study stand

as a sobering and painful reminder that while mbhels changed, much has, regrettably,
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remained the same. Moreover, this revelation caerg early in the data collection process,

following my first interview with Vida, a politicascience and African American studies major

and 2009 Selective University graduate.
Ok, this is like déja vu! Will we ever reach a timvaen black students no longer have to
defend their right to be on campus? Or be submdubtle and always demoralizing
racism? Vida is certainly one formidable young wambooking back, | don’t think |
would’ve had the guts to challenge that studemisiment the way she did---- and in a
large lecture hall? No way! | can’t help but beawe. Not sure how she mustered the
courage, but it sure took a great deal of it towthat she did. Still, it's a shame that black

students are still being challenged and put ondékensive in this way. (Field note,
January 30, 2012)

Vida, a bright and articulate law student, who wampleting her last semester at the
time of our one-on-one interview, is one of tencesi upon which this study draws to deepen our
understanding of black students as they choosejoulate, and ultimately negotiate their way
through the predominantly white university. Likeddis, the voices constituting this study not
only reveal a great deal about the perils and ppesof learning and living on the predominantly
white campus, but also about those pre-college reeqpees that shape black students’
expectations about life at Selective. Their prafilsee table 1) and stories follow.

Table 1: Interview Participants’ Admission and Gration Year, and Major(s).

Pseudonym Year Admitted Year Graduated Major(s)

Brittany 2003 2007 African American Studies
Craig 2006 2010 Kinesiology/Pre-Med
Eric 2006 2010 Sociology

Jason 2005 2009 Psychology

Keith 2006 2010 Psychology/Pre-Med
Kiara 2004 2008 English

Lisa 2006 2010 Cognitive and Brain Science
Shamar 2006 2010 Business Administration
Sheila 2003 2007 Social Work

Vida 2005 2009 Political Science/African

American Studies
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COLLEGE-GOING DELIBERATIONS

“It was apparent that the life | wanted to haveuldn’t come so easily to me being in
(city), going to (hometown community college), neaylot even going to (hometown
university). | knew | should set my sights on sbingt bigger.” (Vida, recorded
interview, 1/27/2012)

Senior year of high school was an exciting tintrenfie, as | pondered a future beyond my
all-girls, Catholic high school and the all-blackban community from which | hailed. Though |
applied to four schools in all (one of them loa,a contingency in case my application to my
three top choices did not pan out) my decisionltionately attend Selective was a no-brainer: |
would follow in the footsteps of Cheryl, my “bigsser,” who began Selective three years before.

Cheryl, the big sister assigned as my high schuehtor, was a role model par
excellence. A senior when | was a freshman, sheesepted all | hoped to be as a young black
woman finding her way in a predominantly white hggthool. A member of the National Honor
Society, and highly regarded by classmates andhéea@like, Cheryl was the consummate star
student. Thus, when it was announced that she waitéthd Selective Universiithen as now,
one of the most prestigious universities in théestbknew that | would cast my lot likewise.
Choosing Selective

Similarly, for the ten students in this study, cbimg Selective among the vast array of
possibilities, was a no-brainer. In their view, éxive’s appeal lies not only in its educational
offerings, but in its prestige and reputation asop university, as Craig, graduate of a
predominantly black, suburban high school, expldine

| just made a decision on the simple fattecause of Selective’s prestige. Because they

had a lot of good majors, and they had a reallydgeputation, it would be silly for me

to go to another. If 1 wasn't going to get a futhigtic scholarship to a division 1

basketball sport and what not, then | should ch¢8séective). That's how | went about
deciding, because of the education. (Recordedvieter 3/10/2012)
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Lisa, also a graduate of a predominantly blackudedn high school, also placed a premium on
prestige and status, finding Selective’s reputatisma top school to be its greatest appeal:

But | wanted to go to Selective, because they safdl L. would hear is that Selective is
the top school. (Recorded interview, 1/28/2012)

Even Keith, considered “a superstar just for gotngcollege” and initially indifferent to
Selective, ultimately settled on the university dese “it was the highest ranked school | got
into, like the best school” (Recorded interview2 32012).

In some cases, however, choosing Selective ovaar aptions was viewed as a high-
stakes decision. In this regard, Vida offered asigintful perspective. For her, a second-
generation college student, any college educationldvnot suffice. Rather, the college must be
of such caliber that it would provide a “ticket aitthe hood.” She explains:

It was apparent that the life | wanted to have wolilcome so easily to me being in

(hometown city), going to (hometown community cg#¢ maybe not even going to

(hometown, less competitive university). | knewhioald set my sights on something

bigger, like that was my ticket out of the hooduymow, that was my chance to kind of

shine and to have a better life. And | didn’'t segsetf having those opportunities so
hugely readily available if | had of gone to (hoowh, less competitive university), or if

| had gone to, stayed in (hometown city) and ganghdometown community college) for
two years and gotten an Associate’s degree. (Redarderview, 1/28/2012)

Shamar, a second-generation college-going studwhgeaduate of a predominantly white high
school, made a similar point. In recalling hisiation to college in the"7grade, he made clear
that not all post-secondary options are alike:
The only option for us was what college. It wasareare you going to decide to go to
work first, or even a community college or a twaye/ocational training. That was

never, ever part of any discussion | had with mgepts. So yeah, about 7th grade was
when | knew. (Recorded interview, 5/19/2012)

Implicit in both Vida and Shamar's comments is timtion of opportunity cost: attend and
possibly forfeit the “ticket out of the hood,” oetsone’s sights higher and have a chance at a

better life.
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On Not Choosing a Historically Black College or Ugrisity (HBCU)

Following my first interview with Vida, in whichhe theme of black identity and
consciousness figured prominently, | became inanghscurious about the role of historically
black colleges and universities in black studeunsliberations about college. Specifically, |
wondered why historically black colleges and ursitegs (HBCUs) were not reflected among
Vida’s choices for college, even though her commenggested an affinity to such institutions.

Though I, like most of my friends, personally mileut HBCUs for reasons of cost and
distance, | nevertheless regarded them as plabeswose equal to their predominantly white
counterparts, and certainly more welcoming and sujpye of black students. Indeed, back in my
day, HBCUs were highly regarded, viable alternative white universitiesand very much
relevant in a country still grappling with racialsdrimination and oppression. However, as
Briana’s comment that “the real world isn't all bkd (Recorded interview, 3/17/2012) suggests,
other considerations are at play.

In subsequent interviews, an interesting themebdég emerge. Not only were HBCUs
absent from college planning and decision-making, the reasons suggest that HBCUs may
have lost much of their status and relevance. &haigraduate of a predominantly black, urban
magnet high school, wondered with friends aboutnaity of education at HBCUs. In a similar
vein, Keith, a product of a mostly black, suburtbagh school, had this to share when asked
about the role of HBCUs in his decision-making:

No. Like my grandma, she’s kind of like, she’s kiofl you know, from a different

generation. So | guess she...l don’'t know. She hla$ af interesting ideas about race.

But she kind of like beat in my head that if | weéata HBCU, it would be like a huge

disadvantage, and white employers aren’t goingetpect the HBCU. Like | know it's
not true now, but at the time, that's what | thougRecorded interview, 3/23/2012)

Equally revealing and ironic is Briana’s commentg/aduate of a predominantly black, urban

magnet school, she minced no words:
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The only thing | did know was that | didn’t want go to a predominantly African
American college or a historically black collegechuse to me the real world isn't all
black. I just wanted to get experiences. | comenfeopredominantly black city. | wanted
to get an experience, you know, mixing in with Baucasian race. So | applied to
Selective. (Recorded interview, 3/17/2012)
For Briana, and also Lisa, who shared a similatiseent, HBCUs, like their predominantly
black high schools and communities, are not thal“morld.” That is, HBCUs were not
sufficiently racially and culturally diverse to cpete in a racially and culturally diverse world.
Not all respondents perceived HBCUs as deficibotyever. For instance, Kandace,
whose family moved from a predominantly black urlzammmunity to a predominantly white
suburban community when she was in the sixth gresteunted an initial interest in HBCUs.
Having found the transition from an all-black tan@stly white school and community to be a
particularly challenging one, Kandace longed taineto her to the mostly black context of her

youth. She explains:

Kandace: | thought | wanted to go to an HBCU. | tednto go to Spelman. | wanted to
go to Hampton. | don’t know. It came on me like jagiior year of high school to go to
Selective.

Roz: What made you think about or consider an HBCU?

Kandace: | think at that point, | didn't...| miss#te experience of going to school with
all black students, and | used to always say thatmoving back to [urban city] once |
finish with college. And my mom would be like, “oK,that’'s what you want to do. If
you want to go Hampton, if you want to go Spelntaen do it.” So | looked into them,
you know, and went to the website, even thoughttaking a visit. But when | started
researching the top universities, Selective waddpeauniversity at that time. And so, I'm
like, well, I'll just go to Selective. And that'solv | made my decision on that. (recorded
interview, 3/14/2012)

With Shamar, a similar story emerged. A second-ggim® twin whose parents were both
products of an HBCU, Shamar’s decision to attendH&CU was not without ambivalence.
Given his upbringing in a predominantly white suiam community, Shamar wondered whether

Morehouse College would be an appropriate choieeexplains in the following exchange:
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Roz: Why Morehouse?

Shamar: My dad, he just wanted us to, | think, loadk it, because that’s... | mean he
graduated from an HBCU and, you know, we, beingnfridMidwest state), we didn’t
really... That's not so much a part of the cultureeheso | don’t think | knew anyone

going.
Roz: By “part of the culture here,” what do you mea

Shamar: So we’re pretty much from an all-white hbgrhood. We tossed around the
idea of #1. Would we fit in at a school like Morefse? | think the question was
prompted by my dad.

Roz: Tell me more about that.

Shamar: Yeah, so like from his remembrance, the thdt he went to school with fit a
different profile than what we fit, you know. Ana $ie wanted to know, | think, for
myself and my twin, whether we felt like we'd be ndortable in that sort of
environment. (Recorded interview, 5/19)

The ambivalence experienced by Shamar, his twinfatier, himself a product of an HBCU,
was revealing, and struck me as both curious amddy as reflected in the following field note:

How telling that, in this day and age, a brightf-senfident, college-bound black man,
one whose father and mother attended an HBCU, wbntl a predominantly white
university more fitting than its black counterpahst saying. (Field note, 5/19)

Fitting in was not Shamar’'s only reservation witBElJs. Like Sheila, Briana and Lisa, he

guestioned their competitiveness and relevance nn irecreasingly diverse and global

marketplace. He commented:
| think for me, and | can’t speak for my brothdre tquestion was do | feel like, like that
is going to help me in the real world. And what ¢éan by that is, the people that I'm
meeting in the real world; they'’re different gerglettifferent races, come from different
backgrounds. And | just felt like...I think at thabipt, going to an all-male college, you
know, 90 or whatever percent African American, Rlacthink that was for me probably
the biggest reason why | decided to cut that froyist of schools. (Recorded interview,
5/19)

Here, as with Vida before, the notion of opporturibst emerged as subtext for the choices

available to the black college-bound student. Is tdase, however, the question was not a less

selective institution over a more selective ond,epredominantly white one over a historically
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black one. To gain the presumed advantage of legrand living in the “real world”, black
students forfeited the presumed support and affiomafforded by the HBCU.
Choosing Selective Amid Challenges to Affirmativetién

“I'm like, guys, they’re not just letting peopletinSelective with a 2.0 gpa. Like where

does that happen? You have to be legitimately sin@ecorded interview, Kandace,
3/14/2012)

For most college-bound students, college-goirmgheady time, with a great deal of well-
wishing by parents, teachers and classmates.dichrtrecall such well-wishing. Unfortunately,
| also recall the more discouraging tune struckhigh school counselor, a white nun. Despite
my respectable grade point average and ACT scshes,expressed grave concern about my
decision to attend Selective, suggesting that Ildvbe in over my head. | remember leaving her
office dejected and full of self-doubt, a far crgrh how | began my senior year. As it happened,
| was not the only black student cautioned agaapgtlying to Selective. Others, | would soon
learn, were also advised to apply to less seleatdleges; and almost always, the college
suggested happened to be a local one, in a predathyrblack urban city.

Unfortunately, such negative, demoralizing experés were not uncommon among
participants in this study. Jason, an outspokerchpdpgy major from a racially-diverse high
school in a racially-diverse urban community, reded a similar experience with his high
school counselor, a white female. As in my casepdéiad been advised to apply to a less
selective school, one that presumably would bea dit because it would attended by several
of his classmates. When asked to infer her motimatiason was pointed:

Honestly, what | think, what | thought then and whatill think is the case is that she

didn’t think I could succeed at Selective. | redliynk that's the case. What's funny is

that she’s now my little brother’s counselor, ahd &ind of said something similar to my
little brother. (Recorded interview, 3/24/2012)
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As | had over two decades before, Jason sensedotmgselor’'s motivation was racial; that
Selective was perhaps too good for someone like fameone black. Furthermore, the advice
was not wholly without impact, as he explains:

So with my counselor, it was kind of unsettlingi@ve her kind of try and steer me away

from Selective. | wanted to succeed for that reasaidn’t really necessarily subscribe

to what she was saying, but on some level, hedialluto what | perceived as her
believing that | can’t succeed at the universityKkiftd of, you know, stuck in the back of

my mind. (Recorded interview, 3/24/2012)

Not all negative experiences originated from hsghool personnel, however. To be sure,
friends, classmates and other white high schoaestis were also implicated in dampening the
spirits of black students as they headed off te@rle. Perhaps even more demoralizing than
Jason’s encounter with his school counselor weseeperiences of Kandace and Shamar, both
graduates of predominantly white high schools. Bathan a cause for celebration, as typically
occasions such good news, their acceptance inexi8eal aroused an intense negative reaction,
from friends and strangers alike. With Shamar, whmed a scholarship as well as admission to
Selective, the reaction came from a most unlikelyree: his closest friends. He explained,

You know, the few concerns | had were when | taldrgone that | got in. And | actually

told a few people that | thought were friends aé @oint that | had been awarded a

scholarship. That caused a lot of problems, a fesdlpms with people, like | said, that |

thought were friends. They basically accused mkeadraging the fact that | was Black
to get a scholarship. (Recorded interview, 5/192201

Similarly, for Shamar’'s twin, admission to Seleetiwas greeted with intense scrutiny and
criticism. In his case, however, doubt was casthanfitness for a high-caliber school like
Selective. Recalling the reaction by white frien8samar noted:
| don’t know if accusing is the right word, but b=sly they were saying that he didn’t
deserve to get in, based on what they thought thi®egualifications. So we had to

basically cut off 3 or 4 friendships from peopleatitwe were fairly close with, just
because of that. (Recorded interview, 3/19/2012)
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For Shamar, true friends would revel in, not negttis achievement. And as with Jason, who
headed out to Selective with the words of his celars'stuck in the back of my mind,” Shamar
wondered what he would encounter at Selective nmgeof prejudice and judgment. Indeed, if
friends would cry foul about his admission to Sele; then what would stop strangers from
doing the same? He explained:

And | think moving into our freshman year made malize, like, how real it is, like how

it might be here, at a school where there are wostlthere are mostly white people.

And some of them might be, might just see me amkiAnd they probably don’t know.

They don’t know my qualifications, but just fromeseg me, they might have the same

perspective that we, that I, personally, don't desd¢o be here; that my brother doesn’t

deserve to be here. (Recorded interview, 5/19/2012)

Like Shamar and his twin, Kandace’'s admission ete@ive aroused intense negative
feelings from her white friends. Having attendegradominantly white high school, she was
hardly oblivious to racial conflicts and discrimiima. Indeed, negative experiences
predominated in transitioning from a mostly blackde school to a mostly white one. Still, as
she described the reaction of her peers upon lieafiimer acceptance to Selective, the shock
and disappointment were palpable:

It was really hard. | dealt with a lot of hate. Advas hard for me because a lot of that

was during like the affirmative action, like theviguit was first like becoming an issue.

And | caught a lot of heat from my white and, welbn-black classmates. | caught a lot

of heat. They were like you don’'t deserve to gdoiof people were feeling like, in my

high school, that black people got into Selectieeduse of affirmative action, and not
because they were smart. But | always maintainesr @v3.7. (Recorded interview,

3/14/2012)

Here, Kandace laid bare a common misconceptiofifiofnative action initiatives: that Selective
(and institutions like it) admit black studentsisatiminately and without regard to merit. In her

view, and as she reaffirmed on many occasions guhe interview, Selective would not admit

students who were not competitive, be they blackldte.



91

Friends were not the only source of “hate.” As 8are related, random students also
took the liberty of questioning her admission tdeSegve. On one noteworthy occasion, the
random student was not himself a Selective apdlidaut the brother of an applicant whose
admission was denied. She stated:

So it was obvious that nobody was happy for meotAof people came to speak that |

didn’t even know, like this one guy who was a twand his twin sister applied to

Selective, and she didn’t get in. And he came upédike... | didn’t even know this kid.

“Yeah, my sister applied, and she didn’t even getYiou got in because you were black.

You're not smart, and | don’t understand why yout go” (Recorded interview,
3/14/2012)

It should be noted that Jason, Shamar, and Katddagperiences were not without a
specific context. Like their fellow participant$iely applied and/or matriculated to Selective in
the midst of a resurgence of anti-affirmation biattteasures. As explained in chapter one, the
early 2000s were marked by systematic efforts smndntle affirmative action, particularly in
higher education admissions. As | will discuss axglore in chapter five, the experiences of
Jason, Shamar, Kandace and others choosing prealathyinvhite, selective universities in the
midst of anti-affirmative action efforts calls tamd Howe’s (1997) notion of context of choice,
the idea that the context in which black parents their college-bound students weigh options
for higher education differ substantially from tledtheir white counterparts.

Thus, participants chose Selective primarily ftg reputation as a premier public
university. For Vida, all colleges were not the sarthe college of choice would have to be
sufficiently prestigious to elevate her from “thedd.” In addition, Selective could offer what
HBCUs presumably could not: a “real world” expedenthat is, an opportunity to learn and live
within a racially and culturally diverse communitynfortunately, graduates of predominantly
white high schools began their tenure at Selegbiredlisposed to the anti-affirmative action

rhetoric of the time, having had negative encowéth their classmates and friends.
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And, as the next section details, participantstiah impressions and experiences at
Selective proved racially charged.

FIRST ENCOUNTERS: MEETING THE PREDOMINANTLY WHITE AMPUS
“And then when | started school, | was kind oklid wasn'’t feeling it. | was very
uncomfortable. And | also felt like... | was alsactlie residential college at (residence
hall) and | was always the only black girl in all my classes, and that was a complete
shock. | was used to being like friends with evedybin all of my classes, in middle
school, high school. The jokes, the camaraderie aaays kind of black culture, and so

| was completely not used to being in that kinditfation” (Recorded interview, 3/3/
2012)

At the end of my second grade, following the reomndation of her co-worker, my
mother transferred me and my brother from a predanily black to a predominantly white
parochial school. Despite being surrounded by agrenantly black city, Queen of Angels
(pseudonym), was far from welcoming and hospitablblack students. There, | was no longer
the bright, promising student that St. Paul’'s hagrinted in my mind, but rather a black token
to be tolerated. Queen of Angels was where | gofirsiytaste of racism.

Thus, having experienced the “real world” froffl irough 13 grade-my high school
was also predominantly whitethe transition to Selective was a fairly uneveintine. For me,
and | unwittingly suspected others, Selective wobéd an extension of what | had grown
accustomed to at predominantly white schools: d kinsecond-class citizenship. Surprisingly, it
had not occurred to me that Sheila and othersnigafliom predominantly black high schools
would experience what she described as “cultureksho
Culture Shock: Black Meets White

Indeed, for some black students, the first encumiith an overwhelmingly white
campus brought significant culture shock. In Sheitease, not having had many cross-racial

experiences before Selective, the shock was edlyani@nse. She explained:
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My very first experience was at summer orientateong that completely kind of blew my
mind. It was my first time being there, especiatyernight, and it was really just a
completely different environment, in terms of tlaeial/ethnic make up. And the cultures
were so completely different from anything thatdsaused to in (hometown city). And |
was really sort of uncomfortable. | think that whs first time that | really kind of felt
like, you know, wow, this is going to be really féifent. It's not going to be like high
school and like | anticipated it being. (Recordetiview, 3/3/2012)

For Sheila, the culture shock experienced extermgand orientation through her first year.

During the group interview, Sheila reiterated thecdmfort and challenge of adjusting to a

predominantly white environment:

Even when people weren't saying things specificillg racially motivated to me, | just
felt uncomfortable being the black girl in the dag&nd if anyone said anything about
(hometown city), I just kind of got on alert, likehat are they saying; are they saying it in
a negative way? Do they know I'm from (hometowry)@tDo they think I'm a certain
way because of that? All of these thoughts woutdlkef go through my head without
anybody really even saying anything negative. Sat tivas probably my biggest
challenge, just dealing with what | referred tocatture shock earlier. (Recorded group
interview, 6/23/2012)

Although Sheila was aware that attending Selestiovald mean transitioning to a predominantly
white context, she admitted to not having given minought to the implications:

| had thought about it (predominantly white), prblyanot a lot though, honestly. | had
thought about it because | had other friends whoevg®ing to black colleges, and we
had that conversation about the fact that, you knthws is a predominantly white

university and that it's going to be different. Budidn’t really think about it that much. |

kind of thought about the fact that | had a torfregnds who would be going there with
me, and | just kind of assumed, yeah, it's goingpéook with my friends. (Recorded
interview, 3/3/2012)

Unfortunately, experiences like Sheila’s were natommon. However, for Craig, a
graduate of a predominantly black, suburban hidtosl; and sibling of a Selective graduate,
race was but one aspect of culture shock. It wasctimspicuous absence of black men in the
classroom that most troubled him. He explained:

When we’d have discussion with like psychology arislogy, and that’s when | would |

see it more, more apparent, the fact that | anottg black male in this class. At least

with the 300 room full of students, you know, they'only paying attention to the
lecture... There’s not that much... Nobody’s really ipgyattention to what's going on



94

around them. But then like a 25-30 room-filled sta®m, during the discussion time,
that’s when it really became apparent to me thatyyw'm really the only black male in
this class. That made me fell kind of like, “Wow."dlidn’t like, like | never felt
necessarily intimidated, but | don’t think theresnaver a day when | didn’t necessarily
think about it. It always came to my head like, “Wd'm really the only black male.”
And | feel like there was more of an eye on me thiay other of my classmates, | guess,
who were white. (Recorded interview, 3/10/2012)

Noted here is Craig’s emphasis on being black aaterm the Selective classroom, which |
captured in the following field note:

What an eye-opener, my interview with Craig! | méathoesn’t take a rocket scientist to
know that black men and women would experience canlife differently, and have a
different perspective on things. However, | coutdrélp but be struck by Craig’s several
references to being a black male at Selective. d6 wever being black or African
American; it was always being a black male. | fouh to be curious. And though
Sheila spoke of being the only black woman in tlass; it was not expressed as often or
emphatically as when Craig spoke of being a blaaler wonder if this will be the case
for the other male participants, this seeing oriesderms of race and gender, not simply
race. (Field note, 3/10/2012)

Like Craig, Jason’s self-consciousness reflectedctinspicuousness of race and gender in the
predominantly white classroom. He noted:
I’'m the only black guy in a lot of classes! Thereud be a lot of times, | guess in
discussions, | would be more so the only black dguypean there were classes where

there would be 300 people in the classroom, ane tweuld be 2 or 3 black guys in the
class. (Recorded interview, 3/24/2012)

Eric, by contrast, related a different experiendgusting to Selective. The adoptive child of
white parents, and a graduate of a mostly whiteracitlly-diverse high school, he had grown
accustomed to being one a few black males in preadontly white settings. Reflecting on his
high school experience, he commented:
Culture-wise, | pretty much had the same demogeaphiLike in all my classes in high
school, | was probably 1 of 2 black males. So whgot to Selective, it was pretty much
the same thing.

Though Eric may not have experienced shock in thg that Craig and Jason had, it is worth

noting that he, too, found race and gender to dpafgiant. As | will discuss in chapter five, data
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show that for black males, more often than thewdke counterparts, race and gender are equally
salient.

Significantly, not all experiences of culture skaeere black meets white. For instance,
what most struck Jason, a product of racially-irdegf, semi-urban high school, who enjoyed
many interracial friendships in high school, was gfhenomenon of “self-segregation,” or the
seeming social compulsion to gravitate and stickuestvely to one’s own racial group:

So it became increasingly important... So, as | sgidi know | came from a school

where | had probably just as many white friendsfzed black friends. So the whole like,

keeping to your own and all that jazz, as far ks 6nly hanging out with black people,

or something along those lines, it was kind of riewne, and it was kind of forced on
me. (recorded interview, Jason, 3/24/2012)

Despite his initial “shock,” Jason theorized thatlf-segregation is a perfectly natural
phenomenon on the predominantly white campus. Feeaaf the following insight:
Because | think everybody, for the most part, kofidalls back into shells. Once you

come to school, you naturally regress, and | tHorka lot of people, they regressed to
people who looked like themselves. (Recorded intery3/24/2012)

In a similar vein, Briana, who came to Selectiveksgg to expand her friendship network across
racial lines, expressed surprise by what she ctearaed as the overt, in-your-face black
consciousness of a certain black student organizalihe noted:
It was kind of weird for me. | remember... Like thaWelcome Week, like what the
heck? It was crazy. They gave us shirts that deedEelective motto). And like why do |
always want to put it out there that I'm black k&il already know I'm black, and they

know I'm black. So it was kind of weird to come $&lective and really have to stick
together. | could hang out with everybody. (Recdrui¢erview, 3/17/2012)

Culture shock was far from a universal experiendga, a graduate of a predominantly black,
suburban high school who chose Selective in partit® diversity, was brimming with
excitement at the possibility of cross-racial fdships. As she described her hopes as a first-year

student at Selective, her enthusiasm was palpable:
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And when | got to Selective, there were so manfeght people. There weren'’t just
white people; it was like everybody, people frorffatent countries, and | was looking
around at all the people | could meet. (Recordeshwew, 1/28/2012)

Kandace, too, had a favorable first impression upemarrival on campus. Like Jason, Kandace
enjoyed many interracial friendships prior to Sele; and despite having negative encounters
with white students her senior year, she came tec®ee undeterred and with an open mind.
The excitement as she recounted her experienagatation was evident:

At orientation, that's who | connected with. Weteeite 4? There were 4 black girls.
There were 5 of us at orientation. There were mioué the 5 of us connected. And we
did everything with each other those 3 or 4 daysl we all graduated together, which
was nice. And we had a ball. It was almost likekmew each other when we met each
other. (Recorded interview, 3/14/2012)

Still, the culture shock experienced by her blaelerg, particularly those from predominantly
black high schools, was not lost on Kandace, aspgbeulated:

If I didn’t go to high school in (her hometown qity think | would’ve had an experience
similar to my peers that were African American, whient to school in (predominantly
black, urban community) and came to Selective adl dulture shock and didn’t really
know how to deal with being around people of otbeitures. | didn’t have that issue
because | had all kinds of friends. | had friemevery race at (high school). | think |
had like..l did hang out with some black people, but my ctéb$eends were Chaldean,
Phillipino, you know. So for me, it was like, okply know, like | was used to that.
(Recorded interview, 3/14/2012)

Here, it is worth pointing out the irony in Kandaceecollection. On the one hand, she began her
time at Selective having had many fulfilling, inteial friendships. On the other, what made her
orientation, and thus her first impression of Sile¢ so memorable is the connection made with
the four black women, begging a question: Had tinetebeen four black women with whom to
bond, would her first impression have been so mabie?
Academic Shock: Black High School Meets the Whitevérsity

“The workload was so much; | couldn’t take it. lasvjust so much, and | always felt, like

the second semester, like | was stupid. | got ¢opthint where 1 felt like | wasn’t smart
enough to be there.” (Recorded interview, Lisa812912)
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Unfortunately, the shock of black meets white,calture shock, was only part of the
story. In many cases, black students experienceat wbuld best be described as academic
shock, a phenomenon whereby academically talentesk lstudents, most of whom hail from
highly regarded, mostly black high schools, expergethe shock and adjustment of encountering
the academic side of the predominantly white ursinger Accustomed to being at the top of her
class, and regarded as the “best and brightesgjléSthescribed her “shock” as follows:

And that was also when we took a lot of our placetmexams and things for like
languages and things like that. And | kind dfthink | had always been very confident in
myself academically, and that was the first timat ththink | sort of started second-
guessing my, you know, abilities. | had 5 AP classe my course load my senior year of
high school, and I'm thinking I'm going to collegad do what I've always done. And
then I'm taking placement exams and I'm like, yelah, thinking I’'m going to place out
of all of these intro level classes and | havendidn’t place out of them. And so it was
really just kind of like, you know, it shook my diorence a little bit (Recorded interview,
3/3/2012)

From Briana, also high-achieving, a similar pictemerged. In her case, however, she went
against the advice of Selective counselors, wh@estgd starting with an introductory course.

She explained:

My orientation for college was on a Tuesday. Sathevent up there, enrolled in all of
my classes and picked them out. And | had counsdhare tell me, “Ok, you shouldn’t
mix these two classes; you shouldn’'t do calculd$gy said start with pre-calc, and |
said, no, I'm starting with calculus. And | was yexdamant. I'm starting with calculus
because | had pre-calculus, and | was very smadit] &new math very, very well. | was
going to take calculus first semester. Got up themd | didn't know that calculus.
(Recorded interview, 3/17/2012)

The shock was not confined to orientation and presg exams. Sheila, Briana and others were
equally disoriented by their first-time experiendes the classroom. Sheila recounted her
experience first semester, and the shock of baing class where she felt she did not quite
measure up:

| was used to being in a classroom and feelingdyreainfident and answering questions

and speaking and doing all of this stuff, and getre and | really just felt like... | think
the one thing that really stands out about that Bemester is .l.was in the residential
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college at Selective, and they have a huge focusaoguage, and that's one of the
reasons | chose the residential college. But | wasclassroom with other students who,
| mean, by far were way beyond me in terms of thesiel and their abilities, in terms of
speaking and understanding, and | just... | just detefy clammed up. | felt like | was
always slower understanding what the teacher wyagal felt like | was never able to
kind of phrase things, and you’re immersed in #reggliage, and so it’s really kind of sink
or swim. (Recorded interview, 3/3/2012)

So intense was the disorientation that Sheila ahdrs wondered if Selective was the right
choice, such as when she reflected on her firat ged reaction to the combined effects of both
culture and academic shock:

Sheila: The one thing that | always remember fropnfrashman year is that | tried to
leave campus as much and as frequently as possible.

Roz: Why?

Sheila: Because | was very uncomfortable. | justdempletely out of place. (Recorded
interview, 3/3/2012)

Similarly, Briana began to question whether shéyé®longed at Selective:
They (white students) were definitely smarter tinag | was...I felt like it... That one
boy in the calculus class was always getting A’s. iMother suggested | ask him for

help, and | said, no, | can’t. | didn’t know whag lvould think of me, maybe that you
don’t belong here. (Recorded interview, 3/17/2012)

Even Keith, self-described as the smartest kid wstnof his high school classes, was not
immune to the disorientation accompanying acadesmick:
| guess always growing up, | was always like thedest person in my class, and | just,
it was kind of like a pride or ego thing, to be steathan the next person next to me. |

realized once | got to Selective, I'm not the smsirperson in class anymore. (Recorded
interview, 3/23/2012)

As Lisa, Sheila, Briana and Keith’'s comments suggasademic shock, because it engenders
intense feelings of self-doubt and inadequacy, t@ymore grievous than its culture shock
counterpart. For the first time in their academareers, high-achieving black students of
predominantly black high schools not only ceasemhghéthe smartest kid in the class,” but

perhaps worse, they ceased being recognized a$ atrall, especially in comparison to their
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white counterparts. Keith, who began as an engmgenajor, reported being in awe of white
students who could party all night, yet still ma@ag fare well in class. He explained:

| don’t know... It was kind like, “Oh, my God! Whatwrong?” So it was just like, |
don’t know. It was just kind of like | felt likewas trying my hardest, and the best | could
get was like a B+, whereas my other classmatey, wWese out partying and stuff and
getting A minuses and As in these classes. Liketlgnogite, like you know the kids in
the dorms and stuff, and you know | felt | was wogk5 times as hard as they worked,
and still not being able to match them. (Recoradeerview, 3/23/2012)

Indeed, a recurring theme in the interviews of gedds of predominantly black urban and
suburban high schools was the disjuncture betwleein high school preparation for the college
and the realities of learning on Selective’s camprusheir attempt to make sense of and account
for what they perceived as gaps in their knowledgmeral students openly questioned the
quality and rigor of education afforded at theirgsthp black, albeit “magnet,” high schools, as
Briana noted:

| was really scared, because | didn't know whataswdoing. And for me to come from
[high school] and to get into Selective, | was miafilt | was not prepared for college.
Like I felt like my high school did not prepare reough.

Keith, a graduate of a predominantly black, subarbigh school, struck a similar note, in both
the individual and group interview. He noted inntur

| had AP Calc, like probably after my freshman ydawas kind of pissed at (high
school). I'm like they didn’t prepare us for coleegt all. And I took like all AP classes,
for the most part, when | was a junior, and segear. Except for English, AP classes
didn’t help me at all. Like my friends from diffareschools, more prestigious schools,
like they’d be like oh, I just took regular this thiat class, and they would have more of a
background in their non-AP class than | would hiswvey AP, honors, intensive class. It
kind of made me, like, jealous, mad that | didrottg a harder high school. (Recorded
interview, 3/23/2012)

Well, | felt the same way, like academically... €ikvhen | got to the harder classes my
freshman year, like it was like harder than anygHiever had to do at [high school]. Like

| had AP Calc like my senior year at [high schosd,| thought I'd be cool with that. But

it was like totally different. It was like reallyalnd, like learning how to study versus
like... I don’t know, like in high school like justeing smart could probably get you an
A... You pay attention in class and do the homewva#t you get an A, because that'’s all
you had to do. Selective was like just doing thenawork and paying attention in classes



100

wouldn’t be enough to get a good grade. You haventav everything in and out... If it's
a problem that's hard, you have to do it a thoudameés. Like | was never challenged
like that in high school, so it was kind of an adjuent. (Recorded group interview,
Keith, 6/23/2012)

Lisa, also a graduate of a predominantly blackudodn high school and forewarned by recent
Selective grads of the potential for academic sgfieigregistered surprise at the extent of the
disconnect. She explained:

But | would talk to some people who graduated, amebuld ask them, “Like how is
Selective, like I'm anxious” And they were sayirmgat (high school) didn’t prepare them
for it. And it's like... | even took an AP Calculus class at (high schddl)put it this
way: | took AP Calculus in high school, and | hadtake pre-calculus in college—and
pre-calculus was difficult. What did | learn in APalculus? And the same thing with
Spanish. (Recorded interview, 1/28/2012)

It is worth pointing out that while black studemtgre adamant in their critique of their high
schools, they expressed satisfaction with theiralexperience, most notably the support of
high school personnel. Several students spoke appxely of the teachers and counselors that
guided and nurtured them throughout their high stlgears. Likewise, they credited their high
school for instilling a sense of racial pride amhfecdence. These observations notwithstanding,
Craig lamented what he considered to be an inHgremtfair deal for black students of
predominantly black high schools. Here, he speedlaas to why white students have a
comparatively easier academic transition than béiclents:

| wonder how they have it so easy. And | don’'t knatvy | didn’t bring up, but my

roommate and I, we would always talk about thigl ke | really felt that if we were a

little bit more prepared at the high school lex&g#)ective would be like so much easier.

But because we came...we weren't as prepared, weohadrk 10 times as hard as some
of our white students. (Recorded interview, 3/1Q20

My reflection summarized my growing concern:

| see that not much has changed with respect t&imgtwice as hard. Growing up and
having attended predominantly white schools, mgloldassmates and | were repeatedly
counseledby family, mostly-to work twice as hard as our white classmatesppeh of
being regarded as equal. But unlike Craig, my ttemmsfrom high school to college was
fairly uneventful. Though hardly the superstar st | felt fairly prepared for the rigor.
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| had also resigned myself to the fact that | arydatack peers would never rise beyond a
sort of second-class status at Selective. For Guadgothers of predominantly black high
schools, well, I can only imagine. (Field note,B2012)

Overall, participants’ sense of both their suburbad urban high schools’ lapses regarding their
educations were very clear and seemed groundegues of predominantly black K-12 schools.
Summer Bridge Program: Buffering Culture and AcadeBiock

Among other fortuitous events senior year, Seleckbst my applicatior- a seemingly
unfortunate event that turned out to be the praaétidessing in disguise. Had my application
not been lost, | may not have had the good fortahgarticipating in the summer bridge
program, an alternative admission program aimeacelimating promising students of color to
university life.

For Craig, Eric and Shamar, the summer bridgernaragerved as a kind of initiation and
early buffer to the culture and academic shock egpeed my non-summer bridge participants.
Craig found the connections and friendships madetespecially helpful. He noted:

I'm glad | had (summer bridge program) becausetltgdknow a lot of freshmen that

were going to be there in the fall; so | had a dbtconnections. And | guess the

difference... | would say, was like | came from atgyranuch 90% or above African

American high school. | don’t want to say it wastere shock-for a lot of my friends it
was culture shock. (Recorded interview, 3/10/2012)

Eric, too, felt that the summer bridge program géwm a decided edge. In his case, the
opportunity to take classes in advance of fall sgerevas an important benefit. With more than
a little pride, he commented:
It was exciting, you know, kind of did feel like wead an upper hand, just a little bit,
because we knew how to operate, like the systems,kpmow. That was cool, and it

definitely made us feel more comfortable, more ateg because we had a couple of
classes in the summer as well. (Recorded intendéad,/2013)

For Shamar, a graduate of a predominantly whité Bihool whose participation in the bridge

program was voluntary, the experience was a mixessing. On the one hand, it afforded him
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the opportunity to gain friends and “get on thehti¢pot socially.” On the other, the program
created an illusion about social and academicthite was not borne out by experience. With
great insight, he explained:

Got on campus, most of the kids were black. Enjaye8till have a lot of friends still
from that program. However, (summer bridge prograyjaye a little bit of a false
impression of what the rest of it would be Hk8&0 percent were black. So it's like you
go from that environment to the dorm freshman yedrich had 4 or 5 other black
people... So (summer bridge program) made me, sewkhat classes weren’t going to
be easy, but (summer bridge program), | felt, wasye And then once | got into real
classes | think, | don't think it helped me, beaudidn’t study for (summer bridge
program), and | did really well. And so when | cam#, and it’s like, this is college and
| don’t have to study that much more than | didhigh school. And | was studying to get
into the business school, because they admit ytar gbur freshman year. So | was
taking like Econ 101, 102. I think | took Econ 1@bme sort of math, and like 2 easier
classes to help my gpa. And | remember | got am Fng first Econ exam. (Recorded
interview, 5/19)

During the group interview, Eric echoed this concén his view, the program’s curriculum was
not sufficiently rigorous, leaving students undetipged for the more exacting fall semester
course load. He commented:
[Summer bridge program], that was really like a gewpuff course. But like the classes
weren’t... A lot of my high school classes weredearthan those. They could definitely

up that category if they want the college kids you know, really take it seriously.
(Recorded group interview, 6/23/2012)

Thus, even the summer bridge program seemed amtappy lost, in its deficient preparation of
intelligent, hard-working black students for thgais of academic life. In fact, the issues at
Selective (and its white students and many whitellfg and white staff) were primarily related
to a lack of academic preparedness among the btadents, a point | return to in a subsequent
section.

As participants detailed, black graduates of pm@dantly black high schools—urban
and suburban—experienced intense culture shockcdlimaating to Selective’s campus. As Craig

and Jason’s accounts suggest, the shock was ma&t fac black men participants, who felt
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especially underrepresented and thus conspicuousostly white classrooms. Significantly,
academic shock emerged as a concern for graduabdack urban and suburban high schools.
Sheila, Briana, Keith, and Lisa were among thosaementing on the self-doubt engendered by
academic shock, and questioning the quality ofrthgjh school education. Lastly, the mostly
black summer bridge program was noted for buffefiogh culture and academic shock. In
Craig's case, the friendships born of that expeeehelped to facilitate his adjustment to
campus. For Shamar and Eric, the program’s academmponent, while less rigorous than non-
campus courses, nevertheless supported studeatimadc goals.

Unfortunately, while taking classes and livingtire dorm post-orientation and summer
bridge program, the depth of campus climate issyresinded in race became evident in
participants’ interactions with white students.

PROBLEMATIC EXPERIENCES WITH WHITE STUDENTS

Another aspect of being black on Selective’s casmponcerns the often difficult
experiences with white students. Indeed, negatv®unters—in the classroom, residence hall,
and public campus spaeesere cited as the greatest source of angst anttdtiasn for black
students in this study. Significantly, many repdrieaving to contend with white students’
negative racial assumptions regarding their adoms$d Selective, their ability to thrive and
excel academically, and other stereotypical idéasitblack people.

Contending with Anti-Affirmative Action Views/Rhetic
“Yeah, it would come up in classes sometimes. Wadndiscuss it. Some people... I've
had discussions with some classmates who felt gitraimat 1 was there because of
affirmative action and because... | think the pptmm is that, from what | experienced,
is that you're here because you are black, not beeajou are smart. And that bothered

me, because it's like this is Selective. Selecativesn’t let in people who are not
intelligent.” (Recorded interview, Kandace, 3/1412)
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Significantly, of the many negative assumptionstevbtudents held about black students
at Selective, the most persistent and offensivthésidea that black students have an unfair
advantage over comparable white students becalweférafative action. Indeed, several students
indicated that white students openly opposed a#fiive action, and thus the black students they
felt it unjustly benefitted. Shamar recounted higpazience with anti-affirmative action
sentiments in a sociology class, which called todiiis experiences in high school:

| know | was taking a sociology class. That deéhif my freshman year, provided some
of my negative experiences at Selective. | donvkrhow we got into it, but we had a
discussion in class one day about like, whether.likOne kid, | remember, he’s talking
about how some blacks are taking his friend’'s-spdimissions, basically. Like he didn’t
think it was fair that kids whom he knew had lowpias...From what he was saying, his
friend had like a 33 on the ACT, and like a 4.0 didh’t get in. He was certain that there
were black students here that had less than tloatvttt | said...| was in class. | just
responded. | was like, “There are also severaleybp@ople and Asian people and Indian
people that also probably got less than the guatifins you described, so I'm not sure
how you could direct that to one group of peopledAhen that like ignited even more
widespread class discussion, and | just remembedon’t think any of the other
responses were what | viewed as ignorant as whaaide but it just kind of got to me,
mostly because of what happened in high schoolh wie friends there. (Recorded
interview, 5/19/2012)

As noted, experiences such as Shamar’s are nabwtitonsequence. In his case, the affirmative
action debates being waged in the classroom ae@/leése on campus conjured up memories of
senior year, when white friends accused him ofriegiag race to gain Selective admission and a
scholarship. He commented:
Yeah, (ballot initiative) was not fun for me, besaut made me sort of relive everything
that happened in high school. I'd hear people sayi-@ffirmative things)... They might
be in the (popular campus space) having a convensabout it. (Recorded interview,
5/19)
Kandace, who had also been subject to the antradfive action views of her high school
classmates, echoed this experience:
But the affirmative action thing really hit home fme, because of what | experienced in

high school. And it was hard because people blathatlon me getting in. (Recorded
interview, 3/14/2012)
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Vida was also subject to the anti-affirmative actsentiments of a fellow white student.
In her case, however, the affront occurred notnmalk discussion groups but in a large lecture
hall, with well over two hundred students. In reating the incident, Vida revealed that while
she could only hear, but not see the, male voisailagy affirmative action, she nevertheless felt
compelled to speak up and rebut the offending stiudemphatically, she related the following:

And | remember telling him..I said | graduated from high school with a 3.8 ,gpad
I’'m here on a full academic scholarship. And | saidyou to think | have not earned my
way into this university..It completely blows my mind that people like ydunk like
that, and | didn’t, and that's because my mom thise in a world where everyone’s
equal, and as long as, you know, you do your wgok, succeed. (Recorded interview,
1/27/2012)

When asked how she could summon the courage tonyptdefend her place at Selective, but to
do so in the context of a large lecture hall, Vianted out that this incident coincided with an
emerging black awareness and consciousness. Stieuszh

And my last comment before | sat down, becausesl argyry, was | deserve to be here,
and there’s no reason why you or anyone else or eweself should feel like | don't, or |
have to prove to you. The last thing | said to was “You speak of affirmative action as
if it were a handout to black people, but your neothnd sister, they benefit more from
affirmative action than | ever will.” | had justdened it. This was the second semester in
my first year, and so I'm getting a little powerljtde black power, because | was going,
you know, to (black student organization) meeting®lt so proud of myself after | sat
down, because | silenced the room. | commandedatiteition, and | got it. And | got
that respect. And it wasn’t even that | wanted tieapect. | was just so angered, without
even thinking | shot my hand up and wanted to redp{Recorded interview, 1/27/2012)

For Vida, then, speaking out was about exercisiegsqnal agency, and the effect was

empowering, as she described:

| remember feeling smart, one of the few times thhble year feeling smart in the
classroom, when it comes times for discussionltljfst as smart as the next person,
even though and despite the fact that | was a bkok on a predominantly white
campus. And from that point on, | didn’t have alpeon speaking in class. You need to
know how to be so comfortable in your own skin odble to talk about certain things
when you get around people who don't look like ybu.(hometown city), | talked in
front of big groups and, you know, church and comityuevents and all different things,
but | was around people that looked like me, s@a$ womfortable. (Recorded interview,
1/27/2012)



106

Noted in both Sheila and Shamar's comments is #wesibn to speak up and challenge anti-
affirmative rhetoric. Though | will explore this her in chapter five, it is worth noting here
that, owing to the prevailing anti-affirmative amti rhetoric, black students are regarded as
people who do not belong on Selective’s campushdpar worse, they are compelled to defend
and justify their right to belong. Thus, attendiglective came with greater opportunity costs
for black students.

Such anti-affirmative action affronts were not fioed to the classroom, however. Keith,
a then engineering major, related an incident betwa black female friend and a white female
engineering student, which occurred in a publiccepautside of the engineering residence hall.

Still incredulous, he recounted:

[Ballot initiative]? Yeah, this brought back... Bhwhite girl... It was funny, because
she’s like a white girl. She’s an engineer, and shd some sign saying vote yes on
(ballot initiative). | worked hard to get in heggu should too. It was something like that.
And then like my black friend says, “Yeah, you'ravaman and you’re an engineering
major.” She said you might have gotten in withotftrrmative action, but you know
women are not as represented in engineering asamenSo my friend was trying to
explain, she’s trying to explain to this girl theffirmative action just isn’t about black
people, that like you're a woman in engineering,psot of the reason you got into
engineering is because you're a woman. And shersgitigot a 3.5 and blah, blah, blah.
And then my friend was like, “Do you think theydikust let anybody in because they're
black?”

Residence halls were also sites where anti-affiu@aaction views were openly
expressed and debated. Sheila, then a residerigeekaladvisor, recalled the tension generated
by discussions on the anti-affirmative action baihtiative. Although trained to lead these dorm
discussions in a neutral and impartial way, Shedaealed the difficulty of maintaining
composure in the face of such strong and vehenppusition to affirmative action:

| was actually a [residence hall peer advisor] wtieat [ballot initiative] was going on,

and it was our job to hold educational forums vathdents in the res hall. We were not

to take any stance one way or the other, becausgene a resource to all students. We

could not take any political stance, so as to tiehate any student. And so, for that
reason, we could not explicitly say one way or titleer what we personally felt, you
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know, our views. We were to kind of facilitate thetypes of conversations with the
students. And so, | participated in a number ob#&h@nd pretty much every single time,
it was very difficult. A lot of times, they would ach us up so that we were not
facilitating, so that we were facilitating with seone who was different from us, in
terms of ethnicity or gender. But | always felt djkyou know. | always felt
uncomfortable, because as a facilitator, it would difficult. | don’t think staying
unbiased was a problem for me, but hearing it amaMing that these are things that
specifically and personally affect me, and thats tperson holds these very, these
particular views about something that is so perstmane. | mean it was just always
difficult. (Recorded interview, 3/3/2012)

As noted previously, anti-affirmative action view®re pervasive, often extending beyond the
classroom and into personal and more public sp&esh comments also tended to originate
from anonymous students. However, in some casesanh-affirmative action views derived
from more familiar sources, even white studentsw@red friends, as Sheila explained:

One of my best friends, her roommate was a whiteafe and they ended up having to
switch rooms because they could not get along. Heutroommate had made several
comments to her about, just very blatantly saylrag she was there because... my black
friend was there because of affirmative action.sTiki during heated conversations and
arguments with her. And we both knew the girl vesil. And so, even in her relaying it
back to me, it just reinforced to me that there @geple here who think that about me.
There are people here who look at me and think.thatnay never have an argument
with them, where they actually get so off-kilteathhey say it out loud, but that they're
thinking it. And that | never know who’s thinking 1 never know, cool as | can be with
you, because | got along very well with her roomenatconsidered her a friend, and it
was really was just kind of like, if she would ghgt to my black friend, she would say it
to me. She thinks it of my black friend, she thinksof me. (Recorded interview,
3/3/2012)

Similarly, for Jason, the revelation that a trustednd held antithetical views on affirmative
action, and by implication the black students thafportedly benefitted from it, came as a great
disappointment. He recalled:

So there were people who were like, “You're mytfiack friend,” like you know,
would just come about and say it. And so those leeaye ended up getting really close.
And then, after [ballot initiative] passed, | remsen somebody saying, “You know what,
| voted for [ballot initiative] to pass,” and | wéige, “I thought we were friends.” | was
mortified and | was like, “Why?” And so it was ddtlt to reconcile like having a
friend... | think | was personally offended becaustadught that her having a higher
consciousness than most white people have, thatvehtl understand the necessity to
still kind of level the playing field for people.md | think a lot of people with that
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discussion always thought that affirmative actiosmsvgiving somebody else like a head
start--which is funny, because it's actually couimig the head start that, you know, the
last 300 hundred years or so has given peopleoffed interview, 3/24/2012)

That affirmative action was such a personal anglgeielt issue for most black students was
clearly evident. As a result of the anti-affirmatiaction rhetoric, to oppose affirmative action
was to oppose African American students, which sekthe only plausible interpretation given
that the prevailing rhetoric was theteryblack student was a product of affirmative actiamg
thus had admission qualifications regarded asthess
Racial Stereotyping
“There was this really, really obnoxious guy in fngsidential college] language class
my freshman year. And we were like cool and wallddccasionally, but he came up to
me one day (and this was actually the last timmdracted with him) and did this really,
this whack ‘Yo, yo, yo my sister-type thing, tg/bo dap me up or something. And | was
just like... I just looked at him and walked awayo even make that type of assumption
that that's how | speak to my friends, and furtherenthat that's how | would speak to

you. | say hello to my friends when | see themc@Red group interview, Sheila,
3/3/2012)

In addition to the anti-affirmative action viewpemly expressed by their white peers,
black students also found racial stereotyping tgdwt of the learning and living experience at
Selective. Specifically, white students assumed btack students were not as academically
engaged and competent, were confrontational oertplwere loud and “ghetto” and, in the case
of African American males, were more athleticalhan academically-inclined. Importantly,
white students also harbored negative, stereotypisdumptions about the large urban
community from which many in this study hailed.

Academic Incompetence

Perhaps a function of their anti-affirmative antiviews, white students at Selective
failed to see black students as academically caenpeind on par. Craig, a pre-med student,

spoke to this perception as he related an incideafphysics course.
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And even the students, like they're already on du&dh well, this guy is probably not
going to say anything worth hearing, or that hag substance.” | remember | was in a
physics discussion. This was like a study groupl #@uis girl...They separated us into
groups, and this is one of my first days, and wgist going over assignments, and each
group had a question to complete. And while doihg guestion, she answered the
guestion and | said, “No, | actually think it's shibecause this, that and the other.” And
she just kind of ignored me, and then said, “Ndoh’t think it's that,” kind of ignoring
me, like you don’t know what you’re talking abolit thinking it's funny. | can’t wait
until the professor goes over this because sheiggdo be wrong. And | was right at the
end, and she didn’t say sorry or anything, butaswkind of just like, wow. (Recorded
interview, 3/10/2012)

When asked to reflect upon this experience andusatecas to why the white female student felt
compelled to ignore and discount his input, Crdfgred the following insight:

| guess it just goes back to like stereotypes. Qumly in the classroom, the stereotype is
that a black male isn't as educated as a white wraén Indian male, and so, therefore,
there’s no point in interacting with them if youeagoing to focus on your education, if

you're going to do well at Selective, when it conestudying for exams and what not.

However, if you want to have a good time, and guss to the stereotype of black guys
as rappers, as entertainers, actors and whathwot,it makes sense for me to hang out
with them. (Recorded interview, 3/10/2012)

In another instance, one also involving Craig, Keiénd Eric, the academic incompetence

stereotype operated on a more subtle level. HeraigQecounted this encounter with an

obviously intoxicated white coed:
| remember walking back from a party, and we weedkiag back, and this white girl
was kind of drunk. And we were talking, we weremgpback and forth, my friends and |,
and she goes, “You guys, so where are you guys#rdkvhat do you mean where are
we from?” “It's like where do you guys go to sch®blt’'s like, “We go to Selective; we
stay in (residence hall).” She’s like, “No, reall)®d it was like, “What do you mean by
that?” You guys, like you guys go to (neighborilegs competitive university), and | was
like, “What?” (Recorded interview, 3/10/2012)

Though both examples imply that black males ladigent academic competence (read: are

not good enough to be at Selective), the formeeaksvanother side of this coin. From Craig’s

perspective, while black males may not make fotable study partners, they can certainly be

counted on for a good time, an observation uporthvhe felt compelled to elaborate.
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But it's interesting when | moved to like centrangpus and when | was at (residence
hall). I didn’t actually have any bad experiencébkes, but | think it was because, like,
(residence hall) and (residence hall), with thecllmales being athletes and stuibt
only athletes, but it's almost the cool thing tongaout with black guys. It's really
interesting. | really don’t know necessarily knoevhto explain it, but if you're like a
white girl...So, for instance, they would always want to gotoytarties. Whenever they
would stop by our rooms, you know, to say, “Heywraxre you guys doing,” come in and
we’d interact with them. We’d watch tv or somethiiige that. It was just like the cool
thing to have a black friend, just to hang out viathck dudes. But as soon as it came to
academics, it was like, you know, we really thihlere’s not value for us almost in a
sense, when interacting with white students or wioat(Recorded interview, 3/10/2012)

Or, as Keith put it:

| always think, like with a fraternity, particulgrivhen white people know that we’re in
fraternities, they're like, “Can you step for ud?ke that'’s all they think we know how to
do. “Yeah, teach me how to Dougie.” (Recorded griotgrview, Keith, 6/23/2012)

Thus, racism seemed not as confrontational in ése&lence halls and social spaces as it was in

the classrooms. However, Craig and Keith described the black-as-entertainer stereotype

proved to be quite prevalent, which certainly de$imow the use of race stereotypes about black

men further denied their academic credentials amdarced the anti-affirmative action rhetoric.
Loud and “Ghetto”

Jason recalled being conscious of another steredtgfd about black students at Selective, one

that perceived black males as loud and “ghetto.ekdained:

I’'m walking down the street, and people who litgrdike if you're walking with white
friends, they'll look at you; but if you're not aryou’re walking with other black people,
they'll kind of like walk around you. | mean I'veal experiences where I've felt that...
So if I'm being loud with a group of white kids arixed group of kids, it's perceived
completely differently than if I'm being loud with bunch of black people, because there
are a lot more stereotypes with regards to blaciplge Yeah, | think a lot of people have
perceptions of black people being loud and ghetpecially for people who haven’t had
many experiences with black people. (Recordedvraer, 3/24/2012)

Jason’s observation of racial and group dynamiagvealing, particularly the view that when

black students are in their own company, havingadgtime, they are perceived as loud and
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“ghetto.” Yet, when these same students are in dncampany, the stereotype appears to not be
at play. As | wrote at the time:

Jason is such the keen observer... When Blacks deigtick together, however, they
invite suspicion and are perceived as loud, rabtlising and otherwise out of control.
“Ghetto” was not part of the lexicon when | wasSatlective, but the connotation, one
that is uncultivated and unruly, was definitely erqgeption [Jason noted]. (Field note,
3/30/2012)

Here, as Jason suggests, the same behavior becoanksd as “okay” for a racially-diverse
group, but “ghetto” for an all-black group. Agaiultural insinuations emerged that harked back
to black men’s lack of academic credentials, seenit® that flow from and reinforce the anti-
affirmative action rhetoric.

The Angry, Violent, Criminal Black Male
Another stereotype stigmatized black males as ampgtentially dangerous and violent. During
our interview, Keith recounted an experience hedais typical:

| remember one time | was walking down (campueetjrwith (friend), and this white
girl liked clutched her purse and walked, not te dpposite side of the street but like she
was trying to avoid us. And my friend was like, ‘@@ buga, buga.” He did like that to
her, but she just liked walked away looking embssea. (Recorded interview,
3/23/2012)

For Keith and other males in this study, the priogecof the angry and violent stereotype is a
uniquely black male experience. Speculating ashy this is the case, he commented:

| don't like the use of the term ghetto to desctihe way black people dress, but | guess
if a black girl dressed ghetto, like no one is goio be afraid of her, like they might like
look down on her or something but they’re not gaiode like “Wow, we can't let her
into our party because she might start shootingyas; know. But if a black guy dresses
hip-hop or ghetto or whatever, then it's sort &kliwe have to be afraid of you; whereas
if | were wearing a Polo or something, they ignore, you know. Yeah, like I'd be on
the bus with one of my other black friends and tikere would be an open seat next to us
and it would be like the guy would be afraid toisitthe seat in between and stuff like
that. Yeah, it would be like you know, like peopleuld be acting like we were waiting
for someone to give us a reason to kick their agat would be a lot of people’s
perception. People were like afraid of us. (Recarndéerview, 3/23/2012)
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Though Keith believes that much of the stereotypsghe result of dressing “ghetto,” other
accounts suggested that black male students wéjecsuo stereotyping irrespective of their
attire. Jason’s observation was a case in point:

Like | said, I've been around a group of guys thate differert=some white guys, some

Asian guys, a couple of black guyand I've seen how people interacted, how peopée lik
walked around us or what not or just, you knowyé&'re in the middle of the street or if

we’re on the sidewalk, how people would say exauseand walk and what not, versus
black people. I've literally seen people walk asrtise street. | think a lot of people, like
| said, associate black males with criminals, amdos some of them, that is all they are
able to see, because that is what's portrayedamtedia and what not. And | think for

me, when I'm in a group of black males, I'm jusbig threat, potentially that's 5 threats
or 5 potential criminals, versus if I'm with 4 othehite people; it's just a group of kids.

(Recorded interview, 3/24/2012)

As Jason’s experience suggests, black males ajecsub stereotyping by virtue of their race
and gender, not their wearing apparel. And herainagve see nuance in the stereotype. Black
males in mixed company are given the proverbias past perceived as threats. However, black
males in their own company are regarded as potesriminals. Such stereotypes work with
added force to call the academic credentials afkdohaale students into question.

Black Male Student As Athlete

In both individual and group interviews, the blackle as athlete, not student, emerged
as a pervasive stereotypical view held about blaales on campus. As the following accounts
revealed, black males, regardless of physical blnlohg quarters or other indicators suggesting
an athletic affiliation, are routinely asked abatlletics and whether they are athletes. Still
incredulous, Jason recounted the following:

Oh, so this was funny, because a lot of studerdsgiit | was an athlete, which is

hilarious. I'm 5’'8”. I'm not like athletically-sizeé. You would think... People were like,

“Oh, do you play football, are you on the baskdttedm? “And after a while, | would be

like, “Yes.” Especially if I'm wearing a hoodie gomething like that, and people would

be like, “Oh, I think he’s an athlete.” | mean peowould literally ask me like multiple

times, because they assume that for me to blackiame on Selective’s campus, it's

probably because I'm an athlete. Being a black madeause black females, there are
more black females than there are black males,l an€an athletics for women maybe
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are not as popular. So I think for me as a blaclenthat is something that's unique to
black male-hood, or at least more dominant in blatide-hood, where people just
naturally assume that about black men. And | mbahwas pretty much commonplace.
We would talk about it in class and laugh. (Recdrisheerview, 3/24/2012)

Similarly, Eric added succinctly:

That was the most extreme, but it's like a coufleother things. Like people ask if
you're on the football team, and you're like 5 foét (Recorded group interview,
4/21/2012)

For Craig, coincidentally a star athlete in highhaa, the black male as athlete stereotype
reinforced his view that black males gain greatseptance in the social realm than they do in
the academic. With characteristic insight, he noted

Like, for instance, | would play basketball evemydgy. This kind of goes with what we

talked about earlier. | would play basketball evEriday, and that was a stress reliever

for me. And | would interact with the white peopésd | was like that guy, because | was
pretty good at basketball. So, you know, they wanhang with me. So | had a lot of
white friends when it came to that. But when it eata other things, | didn’t have as
many white friends. | can’t honestly say that lliseatudied with any white friends, when

it came to organic chemistry, or when it came tp @inthe other sciences. That's just the

way it is. (Recorded interview, 3/10/2012)

Again, not lost on Craig or the other black makeshe subtext message of the athlete
stereotype: the black male is better suited for liheketball court or football field, not the
classroom. Eric echoed this sentiment when he defémagainst a common assumption: that he
is on campus for any reason other than to purssi@dhication. During the group interview, he
stated:

| mean the sports thing. Even if | didn’t have @wglective stuff on, or if I'm like in a

mixed atmosphere, they'd say, “So like do you pay sports?” “No, | ‘m solely here

for academics.” | don’t know; it's just weird. (Reded interview, 4/21/2012)

For Craig, Eric and other black males in this sfutlg pervasiveness of black male stereotypes
conveyed a clear message that they do not belongaopus, unless the purpose is social or

athletic, a message resulting from and consonatit thie prevailing anti-affirmative action

rhetoric.
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Stereotyping the Predominantly Black City

In some cases, stereotypes were projected ontaldéheographically black city from
which many Selective students hailed. Sheila redafluch stereotyping in an environmental
course, noting:

| had an environmental course, and we were talkingut...I can’t even recall exactly

what we were talking about, but | know someone ntadecomment that if people, and |

don’t necessarily recall if it was like in (hometowor it was a particular area that we
were studying, but | know it was a predominantlyadX area that our course pack was
focusing on, or that this particular article wasusing on, and they made the comment
that if they would just keep their lawn cut and jxeeash out of their yard, then, you

know, blah, blah, blah, blah, blah. This was aattidvho made the comment that if they
would just clean up their yard, if they would jusu know, keep their grass cut.

(Recorded interview, 3/3/2012)

In another incident, a white male classmate queBédila about a hometown street, made
popular by a movie. She recounted:

Well, |1 can recall on one of my breaks from my Splardiscussion. There was a white
guy from California, and we hadn’'t spoken prettyamuhe whole semester, and he
leaned over and asked me, trying to figure out bowut it... Then he said something
like, “Have you ever been on [popular hometown etfreand is that what it's really
like?” And it was around that time, | think, the w® [popular hometown street] had
come out... probably a few years before that or gleoof years before that, and he
knew | was from [hometown city] probably from, y&oow, the conversation that | had
engaged him in class. And | was kind of like, | wem into it. | didn’t want to have to
answer it. | was kind of like, you know, it was fjum irritating question to answer ..
feel a lot of people have ideas about [hometown] cind people who are from
[hometown city] and people coming from all over timaintry have these views of people
in [hometown city], black people in [hometown city]

Roz: What views?

Sheila: Probably what they've seen on TV, the mdmevie]. | guess there are some
people who have a particular impression of whatlike...One big ghetto, that it was one
big... 1 don’'t know, a city with a lot of people wheere uneducated, or that it was
something that would be glamorized with rap sthdon’t really know what people ... |
get the sense that people had negative impressigimmetown city] and people from
[hometown city], and the students on campus whdrare [hometown city]. And | don’t
know if that was accurate or not. | don’'t know lat was really what people’s
impressions were, but that was sort of how | #&ftd so | didn’t want to have to answer
guestions about what [hometown street] was likec(Rded interview, 3/3/2012)
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Similarly, Briana was unsettled by the stereotypegected onto her hometown. The offense
taken was palpable as she recalled one instance:
| had a lot of stereotypes about [hometown citydrigd. And | remember an Asian
person... She had said something negative aboutdtuavn]. And [hometown], at the

time, |1 don’t even think it was as bad as it isagdbut | really didn't like you talking
about the city | was from, when you never reallsiteid. (Recorded interview, 3/17/2012)

In both commentaries, the suggestion emerged thtabmly is demonizing the predominantly
black city tantamount to demonizing the predomilyabtack people in that city, but also that
every black student would somehow be an authomtythe whole of the city, a large multi-
faceted urban area with far more variation neighbod to neighborhood than is the case for city
in which Selective is located.

Other Racially Offensive or Insensitive Experiences

Though not all negative encounters with white sthid involved anti-affirmative action
or stereotypical views, they were nonetheless dsghras racist or racially offensive. For
instance, Sheila recounted a disturbing incidewblving a white male hall mate, who donned a
wig and referred to himself as a “wigger.” She dote

A guy who lived like a couple of doors down from mgresidence hall) came out of his

room wearing like this wig. It was kind of like arty kind of like wig. He was a really

tall white guy. A bunch of us were in the hall wand he said, “Check it out, I'm a

wigger.”l had never heard that term, and | gotlyeakally upset. It was clearly racial.
(Recorded group interview, Sheila, 6/23/2012)

In Lisa’s case, the racial offense was not by amngmous hall mate, but someone she regarded
as a close friend. Furthermore, the event occultethg a difficult period in Lisa’s life, when
she felt that “all white people were racists.” D#sing the event that precipitated the end of her
friendship with a gay white male, Lisa stated:
And freshman year, | had an incident with a ...He'wlite male who's gay, and we
were really, really close. And | had a scuffle witty parents. This was winter break,

freshmen year. | went to Meijer’'s and | had KoodAand | had other things in there but
| took everything out, and Kool-Aid was in theree Mvalked into my room, which is
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not... | mean that’'s normal, and he was like “Heyu yaave Kool-Aid. So you fit the
stereotype now?” And that just made me like... He yoking, but it was just like | don’t
really need that right now. (Recorded interviev2812012)

Though admittedly a joke, Lisa nonetheless tookeption to her friend’s racially offensive
reference. In another incident, one involving apdis between her and her roommate, Lisa
recalled the nonchalance of her residence hallestuddvisors, which she felt was racially-
motivated. She gave the following account of events

So | helped her move all her stuff in, becausecsimee late, like after the move-in dates.
Everything was ok, then | just got really irritatéecause | felt like she was just
disgusting, to put it simply. Like her clothes wereerywhere. She would leave out
tomato soup, and it would be mold all over it, d@'sllike, “Clean it up.” And so we got
into a little argument, to say the least, and 1 jold her | don’t want to live with you any
more. | left for a football game, and | came ban#l any mirror, like a door mirror, and it
was broke on the floor, and I'm like, “She didntebk my mirror. | don’t think she did
that.” So | went to the front desk and | told th#mat | think my roommate, that we had
an argument this morning and | think she broke nryan And they were like, yeah, she
came in. She was really frantic, she was crying, didn’'t mean to do it. She was just
really upset with you, blah, blah, blah. So | jst&iod there and was like, “Ok, even if she
was upset, does that give her the right to bregkoimy things?” Now if | were to do
that, | feel like it would be a different issue. d\htold them that “I feel like you guys are
not taking this seriously because I'm black.” (Relsal interview, 1/28/2012)

Briana recounted an experience that she and hek blassmates found to be offensive:

Like I had this one class... | guess, maybe littlbtkeuhints...But this one class, it was
my English writing class. And so this one girl sarekll, “Why do black people perm
their hair.” No, no this one girl, who was blackiote a paper, and she wrote a paper
about why she permed her hair...and, you know, becahs wants it to be easier to
manage and things like that. And then this whi®é ggmmented in the class and said,
“No, black people perm their hair because they warie white.” (Recorded interview,
3/17/2012)

In some cases, comments by or encounters withewgtitdents were viewed as more
racially insensitive than offensive. For instan&famar, then a resident advisor, recounted a
racially-tinged incident involving a white hall neatHe described the event as follows:

| was a [resident advisor] at [residence hall]. i8any hall, there were people who would

put up Obama signs, and there were people who wouldup McCain signs. And |

remember one night...And | had an Obama sign upaamay came through our hall and
like vandalized everyone who had Obama on their,daxad would just write different
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things, nothing that | remember being like racidlmean he didn't say the N word or
anything like that. It was just...Obviously, this kplt a lot of time into vandalizing
everything that was put up. So | found out who @svand had a conversation with him.
And | said, “Like | understand that you are, yowWn into politics and you have your
beliefs, but you crossed the line when you vanddliegveryone’s property.” And he was
like, “Are you accusing me of being racist. I'm reotacist.” And | said, “I don’t believe
that to be the case. I'm just telling you that whati did, there are a lot of issues | have
with it.” (Recorded interview, 5/19/2012)

For Vida and other black females, racial insenigjtiwas exemplified in the many inquiries
about her grooming regimen. She explained:

| remember when | was in the dorms, and | used @arwny hair in a bob. And so |
would have to wrap it at night, and | remember ohmy hall mates asking me, “Why do
you do that; why do you tie your hair up at nightiyt she said it in a way that...She
was asking me, in general, why do black women whkei® fabric on their hair at
night...I had to educate herThat was one of the things | struggled with at &ale.
And | remember talking about [female African Amarcstudies professor] about this,
my frustrations with feeling like | have an obligat to educate every non-black with
whom | come into contact at this university. Thaswvhat | struggled with, my question
to [female African American studies professor] isatvhappens when we just want to be
black, when we just want to exist and want to tedes of our own damn business and do
our own thing. You know what? It is not my obligatj my responsibility, nor my fault
that you are deprived of an education in which galn't come into contact with black
people. (Recorded interview, 1/27/2012)

Noted here is not only Vida’s frustration at figldisuch questions, but of also having to educate
her white hall mates on black culture and expegefteila, who recalled similar questions from
hall mates and others curious about black studdmkl a similar view. During the group

interview, she stated:

| don’t have any problem with the idea of educatsagneone. The bigger issue is that
you have the rapport with me to ask me the questtactfully, and that we have a
relationship prior to asking. I’'m not just the bBtaeducator; | am your friend and you are
asking me questions and we are learning about etheln. And then the other side to it,
too, is that when we are in situations where wetlaeeminority, say at Selective, and we
don’'t know something about quote unquote whiteurelt we're seen as ignorant, or
we’re seen as “You should know this or this is lbimgs are, you're not as developed or
as academic or as whatever as you should be.” Behwhey don’t know things about
our culture, it's ok. Like why would | know what yado with your hair, why would |
know what this pick is for. | mean, you know, i6k for you to ask all of these questions
of us and for us to educate you about ourselvasybyust have to kind of find our way
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in your world. | think that's part of the biggersise, the way that | saw it. (Recorded
group interview, Sheila, 3/3/2012)

For Sheila, the frustration at having to educatetevistudents about black culture was
compounded when the inquiring student had not bshedol sufficient rapport with black
students. Also insightful was her suggestion thbtii@en exists for black students that does not
appear to be the case for white students. Wheré&asaA Americans on Selective’s campus
must be versed on white culture, lest they be perdeas being “ignorant,” white students need
not be aware or educated on black culture. Regathe racial dynamics in a sociology class,
where affirmative action and other such topics warenly debated, Jason echoed this sentiment:

| think probably a little more so for the white pé® than the black people, because
again, the black people, we have to know aboutentuiture but the white people don'’t
have to know about black culture. (Recorded ineawyi3/24/2012)

Although encounters with white students were vives largely problematic, black
students’ were not entirely devoid of fulfilling ags-racial relationships. Eric, for instance,
recalled his friendship with a white roommate, Tony

My roommate was white. His name was Tony. He wa®a, cool dude. It's funny:
They're always curious about black people. LikeaVvd a ritual in the morning; | always
put lotion on my body. And he’s like, “Why do yowo that?” My best friend growing up
was white, and he asked all of those questionsrééfony ever did. And | don’t fault
him for being curious. You can kind of get from tiome how they ask And what this
university has taught me is that a lot of thingsnérracist; they're just ignoranthey
don’t know. Unless it's like with a very derogataigne or something like that, then |
wouldn’t raise an eyebrow at it. (Recorded intenid/21/2012)

Noteworthy in Eric’'s account is his assessment shah questions are more indicative of good-
natured curiosity than racism. He expressed sinailabivalence over affirmative action, which
he attributed to his unique upbringing. During gjneup interview, he commented:

| was kind of on the fence, because | saw both wBys$ just my upbringing and my
certain circumstances... | didn't feel like | nedde, | mean | could’ve fought for like the
majority or the masses, but me coming from a bamkgd where | was raised by
Caucasian parents, | had ample resources. If mgngamwant to send me to private
school, they could have. | mean | can see both w&escorded interview, 4/21/2012)
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Characterizing the Campus Environment

Not surprisingly, given their negative experieneath white students, black students in
this study described the campus environment a®wslyi tense, divided and reminiscent of a
bygone era, and white students as ignorant, reemst,entitled. Jason’s characterization of the
campus environment during the anti-affirmative @tiballot initiative was typical of the
participants interviewed. He observed:

Jason: | think for a lot of minorities or what negpecially around like the whole [anti-
affirmative action ballot initiative] thing, | thknit was really heated. And | think for a lot
of the white people it wasn'’t...It didn’t even show an their radar, because they didn’t
have to know anything about it.

Roz: Please explain.

Jason: | mean that’s pretty much white culture. Wigeu are in the dominant culture,
you don’t have to know about the nuances of theonties. | mean that's pretty much
101. And so | think they didn’t really care becatisey didn’t have to have any vested
interest, because it didn’t really affect them.¢B&eed interview, 3/24/2012)

Also typical was Keith’'s assessment of the racighainics on campus, which he described
thusly:

| mean it's kind of like everybody sticks to therves. Like the Indian kids hang out
with the Indians, the Asians hang out with the Asjawhites with whites, blacks with
blacks. (Recorded interview, 3/23/2012)

During our interview, Vida commented that the hdaggchange over affirmative action opened
her eyes to a kind of racism she had not expectddhgsumed was a thing of the past:

It completely blows my mind people thought like ttlaaad | didn’t. And that's because
my mom raised me in this world where everyone’satgnd as long as, you know, you
do your work, you succeed blah, blah. | didn’'t knth&re were people in this country in
2005 that had never seen black people. | didn’tktiat there were people that still have
these racist thoughts that were in [Selective’seftd assumed they were somewhere
down in Kentucky, Georgia, there in the backwoods Mississippi or Georgia
somewhere, where they keep to themselves. | ditiimk that people... and | thought
racism was just black or white; it was either exteeor nonexistent. | didn’t know that,
you know, racism, it's a continuum, and there aespgbte all along that continuum.
(Recorded interview, 1/27/2012)
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Similarly, Briana commented:

...and | remember Facebook beginning when | was lleg® and becoming big, and
when the proposal passed ending affirmative actibnyas this one white girl who
emailed a black male student and said, “You allygwohere because of your color.” And
then it went around mass email to a lot of the wizgtions. Everyone knew who this
person was, and it was just.really didn’'t see the hatred or | didn’t notideor | didn’t
know people thought like that until then. | waselik'Wow, that was so mean for
somebody to say that, and to say that knowing,.wketon’t know if they really knew it
would become something as big as it was, but it defmitely, “Wow, discrimination
and hatred and things like that; they still ex(®ecorded interview, 3/17/2012)

Sheila reached a similar conclusion, following salénstances of negative encounters with

white students:

| think mostly among my group of friends it was m@o like, “Wow, we’'re really seeing
what the country is really like now. Like this ishat it's like.” We have been very
sheltered being from schools where everybody’skhlaxcept for one student. | think it's
kind of like, “Wow, we’re seeing what it's like; ire really seeing what white people
think of us.” I mean in [hometown city] it was kiraf like when you... | knew about
racism, and | heard people say things about wheteple or police or whatever. But |
don’t think it was like, “Wow, this goes on in thiday and age” | think it was like, “Wow,
we didn’t realize that this it what goes on, ang ils how it is, and now we’re seeing
that.” (Recorded interview, 3/3/2012)
As these patrticipants’ examples of racial steresgypnd displays of insensitivity toward racial
differences suggest, life at Selective proved agtra@yening experience. Having arrived excited
to be among the elite high school graduates, thdeght (at least in the black community) to be
among the elite in the entering freshman classeddc8ve, participants found these notions of
themselves as highly qualified college studentdlehged at almost every turn. Participants’
dreams and hopes for a future where they mightrbeca respected part of U.S. society were
being challenged. The world was tioeir oyster, as they had earlier believed.
Participants revealed how as black students thésnohad negative experiences in
interactions with white students. Specifically, ddastudents had to contend with the anti-

affirmative action views of classmates, hall matsg] other students not in their classes or

dorms. For Shamar and Kandace, such rhetoric caédlechind similar experiences in high
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school. Though most students felt silenced by affitimative action rhetoric, Vida and Charles
mustered the courage to challenge their classmatew/s and defend their right to be on
campus.

Racial stereotyping emerged as another concernteVghudents’ comments and actions
gave the impression that they saw their black pag@cademically incompetent; angry, violent,
and criminally-inclined; and more athlete than std Likewise, white students saw
predominantly black urban areas as filled with lilignd “folks too lazy to tend to their lawns.”
Significantly, black men bore the brunt of racirsotyping.

Black students also noted other ways white studdataonstrated racial offense and
insensitivity. Sheila recalled the incident wherebywhite male student donned a wig and
referred to himself as a “wigger.” Black women papants took exception to the questions
concerning their hair and grooming regimen, esgigcighen sufficient rapport had not been
established between the two parties. Studentsa@sonented on the unfairness of having to
educate white students on black culture.

Given the pervasiveness of anti-affirmative actibetoric, racial stereotyping, and other
offensive or insensitive conduct, black studenta&do view and describe the campus climate
campus as tense and polarized, and white studemtsayant, entitled, and racist.

And, in such a climate, participants suffered fribra effects of learning and living with

anti-affirmative action rhetoric and stereotypieaws expressed by white students.
NEGATIVE EFFECTS OF ANTI-AFFIRMATIVE ACTION RHETORT AND RACIAL
STEREOTYPING

“This is one thing that | kind of struggle with arrhs of speaking up and not worrying
necessarily about how | would be perceived. “ (Rded interview, Craig, 3/10/2012)
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As noted, being black on Selective’s campus meantending with the anti-affirmative
action rhetoric, stereotypical, and otherwise agiews and actions of white peergews and
actions that were not confined to the classroomalsd expressed in residence halls and public
spaces on campus. Not surprisingly, black studepsrted being negatively affected by these
experiences. Specifically, beyond their sense dajegnfrustration and even despondency,
students commented on the psychological toll exiabtte learning and living on Selective’s
campus, evidenced by their struggles with self-d@uial the pressure to assimilate and represent
the race. Significantly, self-sabotage was alsontepl as an effect.

Self-Doubt and Fear of Speaking Up

Among black students in this study, feelings ofemse self-consciousness, and the
resulting fear of making one’s voice heard, wereumommon. In Craig’s case, the hesitation
to express and articulate his ideas in the classre@s rooted in his fear of potentially
confirming stereotypes about black academic incdemme. Discussing his trepidation, he
stated:

And so | guess that's probably what held me baoknfraising my hand and having a

guestion, because all eyes are going to be on me.| Already felt like all eyes were on

me, so if | were to raise my hand and say somethiag know, it's going to be even

worse, because I'm already black; I'm like the oblhack person in a room of 300

students. For me to raise my hand and have songethigay. | just really didn’t want all

that attention on me. Or even a 25 or 30 discussi@ss..I'm really trying to get out of
that, that whole mode of thinking. It's almost li&eself...| forgot what the psychological
term is called, but because of the stereotypespiaple have for you, you almost play
into that. | forgot what it's called. But that'srid of how [ felt when | would even think
about participating. |1 don’'t want to mess up ang samething and people are really

going to think like this dumb black guy or somethilike that. (Recorded interview,
3/10/2012)

Sheila, who “was used to being in the [high schatdgsroom and feeling really confident and
answering questions and speaking and doing alisfstuff,” echoed this sentiment. In her case,

the anxiety was particularly acute when classro@ougsions centered on race:
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| got so tired of feeling uncomfortable and of fegllike, ok, you have to say something;
you haven’t said anything in class today, you hveay something, you have to like
participate, and then kind of constantly secondsgung myself... Okay, but, you know, |
don’t want to sound stupid, or | don’t know if, ydunow, how that’ s going to be
perceived. | just got sick of the constant dialogueny head, of having to kind of, you
know, figure out what | was going to say and ifwias going to be appropriate or
intelligent. (Recorded interview, 3/3/2012)

Elaborating on this point, she continued:

| mean each time having that knot in my stomach...Ardt of times earlier in like the
first couple of years of college, | either did mespond or | would brush it off, and a lot
of times it would be.l.would be very angry, but really not know how &spond to it. |
wasn’'t used to having to respond to comments kigg, tand so | just, | didn’t want to
make a scene. | didn't feel comfortable enoughinad lof call a person out, but then | also
felt guilty and ashamed that | didn’t call peopl# and that | didn’t say something back
when people made comments like that. (Recordedvietg, 3/3/2012)

Shamar revealed his fear of speaking up in hisnegsi school classes, where he felt especially
inhibited. He observed:

| remember that being the case quite a bit in th@ness school. Before then, sociology
and stuff, | was definitely more free with what &svsaying. But | feel like because of the
students that | was with in the business schoolwds very competitive and it just...
really held back quite a bit, | think, because drdi want to say something that would
make them think like, “How did this guy get inteetbusiness school?” And | felt at that
time that people had...When they would see me, theyldvthink that, because | was
black. It didn’t have to do so much with the gendtewas just the fact that | was black...

| thought would make people, a lot of the white plepask themselves when they saw
me, “How did this guy get in?,” and that's wheres thressure, | think, came from.
(Recorded interview, 5/19/2012)

Importantly, the self-doubt and intimidation expeced by black participants in mostly
white classrooms was not unfounded. During hisuntev, Shamar recalled an incident in which
he observed the critical, disapproving gaze of @/btudents upon a less articulate black female
classmate who deigned to speak up. He describegkfiexience as follows:

| remember this, that sociology class. It was nmeshiman year, and | remember there

were two of us: me, and then there was a black leendand | forget what public school

she went to, but she was from a (large urban sctlistiict) school. And we were very
different, | mean as far as our backgrounds, howartieulated things, and | think how

people perceived us. So she would say things, amild almost want to jump in to help
her, because | would look at other people eyeingimesort of like a very skeptical,
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critical way, because she would articulate thingsas eloquently or as ...She wouldn’t
use as big of words as some of the other peopttass used. And | think for the most
part when she would say things, she was reallykspgdrom her experiences, and no
one else in the room, no one else in the room flghbexperienced them. And | don't
think most of the kids in the room understood theAnd | just remember a lot of times
she and I...1 feel like she would do the same for {Recorded interview, 5/19/2012)

Shamar recognized that white students appeared onidical of the African American woman
student, judging her less articulate and eloquéntortunately, this was not news to me, as | had
a similar experience as a Selective student, whiefiected upon in the following field note:

| am most struck by his experience in that sociplolass, with a fellow black, female
classmate, the one he felt white students perceigsdedss articulate. Perhaps the reason it
resonated so was because | experienced somethiiigran undergrad. | too noticed that
black students who differed from whites in theictdin and manner of speaking were
subject to more scrutiny than blacks who spoke‘itieg’s English.” As Shamar noted,
his classmate spoke from her experiences, whiadguse they likely differed from those
of her white classmates could have potentially airedl class discussion. However,
because her speech was deemed suspect as “blGkiiites seemed not to appreciate
what she had to say. Here again, prototypes abhoat(here, racialized speech) conferred
a sort of belonging on some blacks which was deotbdr black students. (Field note,
5/19/2012)

Representing the Race and Assimilating

The fear of speaking up in class was also linketlack students’ concern that their
words and deeds would not just reflect on themmdwiduals, but on the black race as a whole,
as Shamar explained:

As | start to think about it more, it did affectiitthis sense that l.feel like | did feel the
need to represent the race and myself, but mdstlydce, in a positive way. | think that
may have actually restricted me from really sayamything in class. Now that | think
about it, |1 probably, | do remember like formulafithings to say that | thought were
insightful, that | thought would be beneficial ttags discussion. But not knowing what
someone’s response would be to that comment, Idddcto withhold it from that
conversation. (Recorded interview, 5/19/2012)

For Shamar and others, the pressure of havingpesent the race was not confined to the

classroom. In his case, the pressure to conforns @peech and dress such that they reflect
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positively on the race was also in evidence in ogpmaces where white students outnumber
blacks. Elaborating on this point, Shamar noted:

And | also felt, when it was close to those expwes as far as times, the want and need
to prove myself more in experiences outside ofsclagke | feel how | dressed, like how

| would talk to people. Like | remember | would bery cognizant when | was talking
with my black friends, if we were surrounding bygeoup of white people, because |
didn’t want to..l was definitely conscious about their perceptiodnd so the way |
would normally talk to my friends and not care, [s® very loose with what we were
saying-and like | said, have our inside jokes, and kindilké our slang. | feel like |
would change up if | saw a group of white peoplprapching. Sometimes | remember
even saying things to my friends, like, “Calm dowa, a little bit more quiet.” (Recorded
interview, 5/19/2012)

Here, Shamar not only tended to censor his talkaalpaist his appearance as he felt the situation
dictated, but also to impose similar restrainth@black friends. He continued:

...And | think it was directly related to some of sgonegative experiences, where like |
felt the need to prove myself or even like représem sometimes felt like |1 was
representing the entire race, like | was very avedrihe fact that | might be someone’s
first time interacting with a black person, andttvauld sort of change how | would talk
to them, how | would act with friends in front éfeim. So, yeah, | think it was more so of
an issue outside of class, even at parties anfl stefnember not inviting certain friends,
because | knew that they would act a certain wdlg wie, and | would act a certain way
with them, and that might turn mostly white peopfg because of how we’re acting and
their not being used to that. (Recorded intervigli9/2012)

In a similar vein, Keith recalled adjusting hisletpf dress in an attempt to avert stereotyping.
He explained:

...Like I dressed like, | don’t know, | guess moretid” when | was younger, you know.
Like now, | don’t wear my clothes as baggy and m’'tevear shirts that are as loud and
stuff like that. My freshman year, you know, | wargy Cartier's everywhere, and, you
know, like looking back on it, | might have lookgtetto to somebody or whatever, but
it's just like at the time, | felt like, out of pt@ sometimes, | guess. | mean, and it's just
like, like 1 don’t know if it was being at Selectivchanged me to dress more
conservatively and stuff, or, | don’t know, if itjgst | grew up, but it's like when | used
to dress like that and stuff, like people woulddkif look at me like, “Ooh,” like the one
girl said it, “Like you don’t go here, like whateayou going here on campus” | guess
they thought | was from (nearby urban city) or sqilaege urban city) thug, hanging out
or something. But like | don’t know if | was juské | quit noticing as much, or | started
to dress more conservatively... By the time | wasragr or senior, either | didn’t notice
it or they weren't stereotyping me, one of the twd.don’t know if it was me getting
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older or me getting tired of people looking at mazg... | kind of like | sold my glasses,
| started wearing tighter clothes. (Recorded ineswy 3/23/2012)

In some cases, the psychological effect of deakith racism defied easy definition or

categorization, as with Keith, who explained hipiog strategy as follows:

It was sort of like any incidents or things thatub make me mad or stuff.lt's like
when stuff bothers me, I'm good at blocking it o8b it’s just like...There’d be times
when | felt out of place like this or that, butsitiike | didn’t really let it weigh down on
me. And | can't remember a time when | was sittimgny dorm room moping about
being, you know, looked at funny. Every now andhthieis more like something would
piss me off, I'd be mad for 20 minutes, and go baxkny bed. (Recorded interview,
3/23/2012)

Withdrawal/Self-Sabotage

In addition, Shamar revealed an effect that heatherized as self-sabotage. In his case,
the negative experiences and racism encounterékeiglassroom compelled him to withdraw
from potentially beneficial relationships with wéistudents. He noted:

A lot of it turned me off. But | think in some capiy, | used it as an excuse, as opposed
to try to overcome it. For me it was like... | justutdn’t... Like when | would explain to
people why | wasn't doing well, | would use it as example. And | would probably use
it more as a crutch than | should have. That's wiatnember in class, at least from my
time at the business school. A lot of great prajessa lot of really smart students. It's
just that some of those negative experiencesnkthurned me off in a way that didn’t
allow me to use those professors and the restasietistudents, who were actually nice
people, in a way that was beneficial. (Recordeerunew, 5/19/2012)

Interestingly, Shamar also noted his failure tcetaklvantage of academic resources geared to
students of color, fearing that involvement in spabgrams would further stigmatize and subject
him to the judgment of white peers. He explained:

| was scared of people finding out that | was irs throgram that helped me get in
[business school]. They might look at me like, “@le, got in because he had help from
this problem.” | think it was partly a racial thingartly an ego thing, but 1 was
just...Even with people that were in the program with, even with them | felt a little
odd about it. | was almost embarrassed becausektiay how | got in. So | feel like all
the help that was available, and | didn’t reallyknew that it was available, but I didn’t
want to use it because of the fact that | didn’htMaeople to perceive that my success or
admission to the program was a result of that {&pcorded interview, 5/19/2012)
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For Sheila, coping meant leaving campus as oftepoasible, a strategy she found to be both
unsustainable and counterproductive. She commented:

But yeah, it was anger, frustration, it was annagaat that | didn’t particularly do
anything about it in that time. | typically justted to friends. But that was part of time
when | really felt like | don’t like white peopléwent through this whole phase of like |
don’t like white people; they are very ignorant ahdy don't, they're very judgmental,
and they don’'t understand a lot, and | don't likerh, and | don’t want tyo be around
them. And so that’s why | left campus a lot. | eittame home to [hometown city] or |
went to [nearby university]. | had friends who wémtnearby university] and | just felt
very comfortable there. Yeah, or | would have mgrfds from [nearby university] come
over to [Selective], and | would kind of hang outhwthem the whole weekend. But |
tried to get away from campus as much as posdiltas just really upset at the level of
ignorance and just constantly feeling uncomfortallelidn’t want to go through college
leaving every time | could. | wanted to have thajpgable college experience and stuff.
(Recorded interview, 3/3/2012)

In Lisa’s case, the consequence of withdrawing mvase social than academic. She explained:
| withdrew from socializing with people that wholé&e freshman year. | just stopped
talking to people.l.think even if you were black, they wondered likbere did | go. |
just stopped talking to people. | was in my owtdibubble, my own little shell--like |
don’t want to talk to anybody. I felt like everybpodas out to get me, and | don’t know
why, | don’t know where it came from. | withdrewh&d to focus on me and my grades

went up, but then junior year came and | realizledt all the friends that | made because
| stopped talking to them for a whole year. (Reedrthterview, 1/28/2012)

Not having other strategies for coping with thelities of the campus climate, participants
limited their interactions with other students, tbtocially and academically, often turning
within as a way to focus on their own goals.

Participants revealed a wide range of negativeceffthat resulted from anti-affirmative
action rhetoric and racial stereotypes on campregCSheila, Shamar and others discussed how
they grappled with self-doubt and often feared kpgpup in class. For black students, the
predominantly white classroom was described awualy tense and intimidating, given white
students’ views on affirmative action and the sigrees held about their black classmates.
Additionally, students also commented on the cosipualthey felt to self-censor and assimilate

when in the company of white students. Often, aShamar and Keith’s case, the strategy was
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employed in an attempt to deflect attention awaynfiblack students, whose ways of speech or
dress or actions signaled their distance from wivags of life; and by deflecting attention and
self-censoring, they hoped to avert stereotypingenEso, Shamar expressed regret at having
succumbed to the pressure to not only censor hipiselhis friends.
In such a campus climate, participants developedtegies for dealing with the
challenges of learning and living on Selective’mpas.
PERSEVERING AT SELECTIVE
“Sometimes, | think if | didn’t do [predominantlyagk, social student organization], |
probably would have been stumbled, probably woeldiever come back, because that

first semester was enough to stumble and not camk. Wust having a good support
system was important.” (Recorded interview, Bria®d,7/2012)

Like Briana, quoted above, | too wondered what fatg might have been without the
experience of the summer bridge program, the s@adesupport of friends with whom | could
vent, or the involvement in both a leading bladkdsint organization and a multi-racial, anti-
racist organization, which provided a safe, nunyirspace for me to freely express myself.
Similarly, students in this study drew upon an yarch mostly or exclusively black support
systems, on and beyond campus, to help faciliteé& tonnection to campus and ensure their
ultimate graduation from Selective. Specificallyefds and family, academic and social student
organizations, and faculty and staff of color werted as key sources of social, cultural, and
academic support. Significantly, in several cab&sck students also found support among white
faculty.

Friends and Family
In interview after interview, participants discedsthe importance of friendships to their

overall well-being. To be sure, beyond the camaraddriendships with other, like-minded
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black students served as an outlet for and vatidatf the frustrations of learning and living on
Selective’s campus, as exemplified in Kandace'eact

Yeah, we did talk about that [affirmative actiobgcause a lot of my friends went to
[predominantly black, urban school district] or difpredominantly black, suburban
school district] public schools, so they were imas with other black people. So |
would have an opportunity where | would talk torthabout like, talk to them about what
happened my senior year, and why it [affirmativieced was important to me (Recorded
interview, 3/14/2012)

In a similar vein, Shamar recalled comforting atrdisght friend after a racially-charged
exchange in a business class:

And what hit home for me was...There was a class tlaadliscussion was on whether or
not as a CEO of a pharmaceutical company we shdisldibute drugs for free to a
country in African that was plagued by some sortdisiease. And we were the only
company that had a cure to iSa | just remember in the class, people were fiks,not
our problem. We should stay away from it.” Or, member sometimes they were like
calling this group of people like, | don’t knowitfwas ‘It’ or ‘Them,” but however they
were saying it, it was like making me real uneasgmember one person at least refer to
Africa as a country. | remember just being realisned off. And | didn’t raise my hand
that class period, but | talked to one of my bl&wgnds who'’s in the business school.
She’s actually from.l.don’t know what the country is, but she was boriifrica, and
she was basically like crying. Like she held ituntil she got out, but she couldn’t
believe what was being said. (Recorded intervigh9/2012)

Though not citing a specific example, Jason, toond his friendship network to be a space
wherein he could feel free to be uncensored amayeghp company of fellow black students:

| think more so than other dorms, there werentiteof like black people whatsoever. So
whenever we were like doing dinner or lunch or sitmimg like that, there would be at
least like 5 black people and we’'d be really extit®o we would sit there for hours and
we would just talk and we would just hang out angatvnot. And then if somebody
would come, and we were like oh, black, yeah, arotne. And so we would all sit
together and hang out for the most part. We wollldang out and what not, which is
just really cool. And I think it kind of bonded usgcause we were, you know, we knew
that we were the only black people in the dormhermost part. We were the only black
people in the dorms. (Recorded interview, 3/24/2012

As Jason described his friendship network, he ireadfd his earlier point about the tendency of
black students on predominantly white campusesawitate to those of similar backgrounds and

experiences, and with whom they could feel comfdetand speak openly. He stated succinctly:
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And | think for a lot of people... It's a lot easir choose for me to hang out with my
black friends than for me to just go out and beonmiortable. Why would | want to be
uncomfortable? (Recorded interview, 3/24/2012)

In some cases, friendships served purposes beyifordiag an outlet for the frustrations of
learning and living on campus. For Vida, friendsrevan important part of her growing black
awareness, identity and consciousness. Reflectimgher first year, when she primarily
associated with the racially diverse group of malites, and her desire to engage with black
organizations, she stated:

So | took the friends that | had, that | actuallgde the first week of moving in, was with
them all the time..l wasn’'t comfortable enough with who | was to weetout on my
own, by myself, to go to an organization and mest people. Who was going to tag
along with me to a black organization meeting? 8ovly but surely, the girl next
doorshe was blackand we started going to more events together, anthliked about
joining a sorority together. We never ended up gdhrat together, but that was kind of
how | found me...| remember going through a phase where | straafigizvas thinking
of organizations to join, just so | could have mdiack friends... black identity.
(Recorded interview, 1/27/2012)

Black students could also be counted on to supgod encourage their friends’ academic
success. For example, Briana, having been expalfel reinstated, regained her academic
footing with the help of a friend:

| really thank my friend [name], because she... Wheame back, | got to stick with it,
and she’s like , “Ok, let's study,” and I'm like| lon’t feel like it,” and she would be
like, “No, let’s go the library.” And I'm like, “OK So she really helped keep me on
track. She was a big part of me graduating. (Resmbndterview, 3/17/2012)

Similarly, Craig, a pre-med student, found bladkrfds to be an important source of support.
However, as he explained, black males tended nalisicuss their academic difficulties with
friends, and thus tended not to reap the acadeemeflis of friendship:

But with males, they kind of, they’re more into tiigelves, and they don’t want to let
anybody know that they're struggling, and espegiblack males. And | think they don’t
reach out to their mentors, if they even have amythey don’t try to seek out these
resources. They feel like I'll get through this ral§sAt a place like [Selective] there is
no way, there is no way for you to succeed andy@adt be to yourself, unless you're a
genius, to me. And | think that's one of the maagons a lot of black males do not end
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up finishing the pre-medical route. And in genetahink that also plays | guess a big
role too, because they keep everything to themselMee women, they talk, not only by
talking to their friends, and they say, “You shogld to this or you should start doing
this,” but men kind of keep to themselves. (Recdridéerview, 3/10/2012)

Shamar related the experience of a close friemtoloorating Craig’'s observation:

| remember one night we were out. He was prettykirand he just started crying. So me
and [friend]...We took him out. We were in some hopsety...took him out, and we
were like, “[friend], What's wrong?” “I never toldnyone this, but like | failed my entire
second semester worth of classes.” And so he haeldm them, after we all graduated.
And | just remember he was crying, telling us thatcouldn’t tell anyone, like he didn’t
know who he could go to. (Recorded interview, 5209/2)

Significantly, as students shared their storie$ experiences with their black friendship

network, an interesting pattern began to emerggofbh they might have begun their tenure at

Selective with a racially diverse friendship circées was the case with Kandace, Shamar, Jason

and Eric, or an openness to cultivating friendslapsoss racial lines, as with Vida, Lisa, and

Briana, most concluded their tenure in raciallytegive friendship networks. Shamar’s

experience was typical:

There are people that | was friends with peopla @rat I'm LinkedIn friends with,
Facebook friends with, that | consider definitelpna acquaintances. But | don’t have, |
didn’t develop one meaningful, strong friendshighaany white person in the business
school. And | think most of that was because of himned off | was by those
experiences that | had. (Recorded interview, 50822

Family, both on campus and off, also emerged aspartant resource for black students

in this study. For instance, when his frustratiathwacism came to a head, Shamar turned to his

father.

He recounted the exchange as follows:

...And | think mostly they were referencing Black peoin poverty... They were lazy
and they...It's not our fault that they’re poor ant this other stuff. And they never
really...The comments | at least remember, becaweseptobably affected me a little bit
more... So | just remember like getting really, ngathad about that and calling my dad
one day and just telling him that like that | shanit have chosen Selective. | was just
like dad, like certain people here are liki's. amazing like how | haven’t gotten into
with someone like physically in class or whateveton't know. There were some other
experiences that led me, like a couple of monthendite line, to call my dad. | was just
saying like...l remember telling him | hated whiteopke, and he was ... | think he joked
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around and asked me if | had become a black militand | was like, “Yeah, yeah, |
have.” And | was just like... | was just really mdRecorded interview, 5/19/2012)

Similarly, Sheila often sought her family’s couns&lhen asked about the nature of the advice

sought, she replied:

Mostly with my mom. She was kind of used to thispyknow. She’s in a corporate
environment, and she was kind of used to that anwas just kind of like, “Oh my
goodness”... It was very different, very strangadA was probably very candid with her
about feeling like my confidence was getting kirficgsleaken. My aunt as well. She heard
about it. | don't really recall talking to my frids as much about it, but they were all sort
of motivational, sort of just like, “That's how ig”, and, you know, “You’ll kind of find
your place;” that that's sort of the make up offtegeducation and just the world at large
or America at large, that, you know, if you're mogi higher, higher and higher in
whatever field, it's going to become more whited dhat, you know, | think from my
mom’s experiences and my aunt’s experiences, thaeyexperienced that on their jobs
and had been in that type of environment, andgsu that that's something that you have
to get comfortable with; you have to learn howrtteract, because [hometown] is a very
unique situation in terms of being one big cityuyaow, predominantly black and very
little racial diversity. (Recorded interview, 3/8/22)

Noted here is Sheila’s preference to discuss heerence s with culture shock and racism with
her family network, whom she felt would better urst@nd her plight, given their experiences in
corporate America.

Interestingly, parental advice was also sought foatters concerning academic
challenges. When Briana began struggling, she d¢masher mother, who, during a visit to
campus, offered the following advice:

But my mother...Throughout that whole class my moth&uld come up there. |
remember one specific time she came up there. llikag'm losing my mind. “I really
don’t know what I'm doing. | keep failing.” She’'ské...So she came up there, she
prayed with me, and then she left. | said, “So, i@just leaving me?” She was like,
“Yeah, | have to go to work tomorrow.” “Like, whate you going to do to help me?”
And so she asked if there was somebody in thetengetn ‘A’, and | said yes. And she
said ask him what he’s doing to get an ‘A’, ask hinyou can study with him. And |
said, “No.” | was scared. | was really scared, gea did not know what | was doing.
(Recorded interview, 3/17/2012)
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In a few cases, family support was available ompas. In addition to friends and his
dad, Shamar enjoyed the ear of his twin brothen alSelective student. For Jason, knowing that
his sister and some cousins were within ready reashinvaluable. He noted:

Well, I think one of the really good things and afdhe things that ended up helping me
out a lot is the fact that my sister did go to S&le. And so | kind of knew that | could
share her friends, and kind of like, | wouldn’t god get lost because my big sister was
there. And | have cousins there, even though liielh’t talk to them on a regular basis.
But | have a sister that goes to the school, soedimthat was kind of comforting.
(Recorded interview, 3/24/2012)

Social Student Organizations

For several students in this study, membershipli@ment in a student organization
proved to be a saving grace. Whether academicalsoci both, students regarded student
organizations as safe and supporting spaces, whigrey could with build their confidence, find
their voice, and express themselves freely andidbndason and others found their niche in the
gospel choir, a mostly African American, Christiamented student organization:

| know for me it was like the [African American, @$tian-orientated student

organization]. Just having a group that you fe@hfmotable in, and you have people who
you know will go to bat for you and have your baakd who also are having similar
experiences...To have those sort of connections andblbe to interact with people is
important. It's a huge campus, but having thosé sbgroups, that kind of like cut it

down to maybe a 100, or maybe 50 people. (Recarded/iew, 3/24/2012)

Speculating on how life at Selective would haverblead he not affiliated with the gospel choir,
he stated:

It would have been short-lived, because you camctsed without it. It would be very,

very, very difficult to succeed when you don’t hgeeople pushing you and backing you
up. So | think it's absolutely imperative that ybave some sort of affiliation with a

group of studentsa group not just like friends, a group that hag kkfoundations and

has like guidelines and rules, because like tmatttre does help. It's very difficult to be
able to guide yourself through school by yourd@&ecorded interview, 3/24/2012)

Kandace echoed a similar sentiment:

| stayed in [gospel choir student organization]4oyears. It was a good experience. | got
a lot of leadership experience. | learned how tokwath different people. | got to plan a
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tour 3 years in a row. So it definitely prepared foewhat | had to do in the future,
because | had to learn how to work with differeatgonalities. And it was hard but it
was good. And | got to create while | was in [gdsp®ir], which was fun. We created a
sign language interpretation group. So that washe&mamne of my passions. | love sign
language, so we were able to do that...A lot of ngnfils came out of [gospel choir]. A
lot of my closest friends came out of that orgamra (Recorded interview, 3/14/2012)

Like the gospel choir and other social/civic ongations, fraternities were viewed as key
sources of support for black students in this sty Eric, the fraternity was a space wherein he
could explore his identity as a black male. Whétedsabout his decision to join a black versus a
white fraternity, he replied:

| think it was, kind of gave you some identity, &iof getting in with the black males or
an organization that was predominantly black madlesdn’'t need it, because | already
had friends. | look back on it now, my life woul@\been different... But it definitely, |

guess it let me express myself, through that omgdion. (Recorded interview,

4/21/2012)

Academic and Civic Student Organizations

Some students found their niche in pre-professiamal more academic and career-
oriented student organizations. Keith, for instajoegned a pre-professional organization for
aspiring engineers. He recounted that:

Yeah, like when | was in engineering | was in theefprofessional organization for black
engineering students]. So like that was pretty .codhat’s not how | got my internship.
It's like too bad I'm not into engineering, butvias like a really good program, because
they kind of like, they knew like a lot of you guykn’'t know how to act in an
interview—this is how you dress for an interview; this is hgau approach a recruiter;
this is how you do this; this is how you do thé&s like a student organization, so it's sort
of like the juniors and seniors teach the sophomarel freshman like how to act, like
how to study. They give you their old books. Itmd of like, it's kind of like | was
thinking about mechanical engineering so | hadredlolder mechanical engineers come
and talk to us. So it's like a really good prograrhen like when | switched to pre-med
and science. | joined the [pre-professional orgation for black pre-medical students].
(Recorded interview, 3/23/2012)

In our interview, Craig discussed his membershimiblack pre-medical student association,

which he joined at the suggestion of a mentor, lacBee administrator. When asked if he had
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considered joining his organization’s counterptrg predominantly white pre-medical student
association, he had this to say:

Craig: ...Because | feel like at a certain time théeéinitely was a need to have those
black organizations, because the other organizatide the pre-medical association,
they didn't really have much for us, | guess. Idideel as included in those other
organizations, just like in general organizations.

Roz: Have you ever attended one to feel that way?

Craig: I'm trying to think of a ... Some of the argzations like I tried.l.think | tried to

do America Reads, and | don’t know, maybe it corddbeen me, or maybe it could’ve
been them, but | didn’'t feel as welcomed when | Mauateract with the some of the
white people. But then again, there were some wiatgle who | did get along with. But

| guess it just wasn't the same...And to be horlefin’t think | would get as much from
the some of these organizations. For instancepté&enedical association, because they
don’t necessarily understand, | guess, what we gemeg through on a daily basis in
terms of going to class, being the only black ie thass. And then some of these issues
wouldn’'t even be touched upon. For instance, welavdwave within the black pre-
medical association, we'd have like certain comrysiervices geared towards the
minority community, or geared towards more undewsented minorities going into
medical school, by recruiting black pre-medicaldstuts, and | don’t, | can’t really,
because | wasn't in the organizatioh.don’t think that they had those initiatives.
(Recorded interview, 3/10/2012)

Noted in Craig’s comparison is another likely reasdy mostly black, pre-professional student
organizations are preferred to their white courddgy Beyond the solace, support, and
camaraderie, these organizations are distinguiblyettheir commitment to the broader African
American community, as well as such social issgetha underrepresentation of black students
in higher education. Reaffirming the importancesath support to his overall well-being and
success at Selective, Craig related a view heleh@st students in this study:
In terms of the support system, that was my suppgstem and, of course, my
roommates. One of them | knew in high school, amehtanother one through the
summer bridge program. My sophomore year, we a#ditogether. So they would
always be like my support system when a scienasalasn’t going as well, when | was
feeling down. But it was interesting; it was almliis¢ different stages in the day. So like
the entire day | would be in the classroom withhinag but predominantly white students,

and it really wasn’t anybody | could really conn&gdth during the day. But as soon as
maybe 5:00 or 6:00 hit, | would go to these orgamans that were predominantly black.
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Or | would go to my room and then | could interagth my roommates. It was like
different stages of the day. (Recorded intervieAD2012)

Particularly insightful is his observation that,ridhg the day, when in class among his white
peers, he felt disconnection from Selective; howewethe evening, when fraternizing with his
black pre-med student organization, he felt a gresg¢nse of connection to campus life. Keith,
also a member of the black pre-medical organizatstiared a similar view. However, in his
case, black students are better served by affigativith both black and white student
organizations. He explained:

Keith: Like the black pre-med it would be more gehtowards black people. The white
pre-med like, you know, they would just be likegyhwould have different things, like it

would be better to have two good things than jus. d feel like so many of the black

students, they only joined the black organizatidtis.like they were missing out. Even

though it wasn't better, they were missing out loat bbecause they didn’t join the general
groups... So like | would say join like a pre-psd®mnal group...Like if you want to be a

lawyer, join the black pre-lawyers and join the t@tpre-lawyers.

Roz: I'm curious. Why would you advise both?

Keith: | think, you know, like | said, you feel isted a lot. A lot of times we isolate
ourselves. Like that white pre-lawyer group mighvé an experience that you wouldn’t
get at the, you know. Yeah, | was in thecan’'t even remember the name of it. | went to
the pre-med group too and they were pretty welcgmiuike if the topic of the meeting
was interesting or if | thought | was going to gaitot from it, | would go.

Roz: In your experience, what could the white orgaiion give you that the black
couldn’t?

Keith: Like this guy, this epidemiologist came feeak to the white group, and like the
talk he gave was like really interesting. I'm sayiike if | isolated myself and only went
to the black pre-med, | would have missed out ai. tRot so much like the white people
are better at organizing or whatever, but they jught be able to give me something
different, you know. I'm just saying like don't litnyour resources. (Recorded interview,
3/23/2012)

In some cases, student organizations were engagedmeans to effect social change.
Sheila, who realized that leaving campus as oftepoasible was not the most productive way to

cope with her feelings of alienation, found an eufbr both her frustration and commitment to
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social justice in the residence hall’'s multiculluzauncil, which led to her involvement in other
organizations and programs, such as becoming aerese hall peer advisor for minority
students. She stated:

| guess it was a little frustrating the way thdelt in the res hall, and the fact that | felt
like | wanted to leave every weekend or whenewauld. And | felt like, you know, this
is a multicultural council, so they are going tadiof get it; they are going to know what
I’'m dealing with, and so this would be a place $oholars, like | can, you know, kind of
be myself and help other students be themselvesighrthis organization. And, again, |
had a friend who was going to be in it with me, and just felt like it would be, it would
provide what | was getting by leaving every weekefdd | didn’t want that to be my
college experience. | didn't want to go throughlegé leaving every time | could. |
wanted to have that enjoyable college experiendestuff, so this was my chance to try
to get active and get involved and actually becarpart of the campus, sort of transform
that into an opportunity to talk about that sitaatmore, so | got involved with a lot of
stuff that gave me an opportunity to deal withweey | felt on that campus, and the way
| felt in the classroom. And so, social justicesiabworkee type stuff became my thing. |
got involved with the [multicultural council] in ¢hres hall, and that led to me being a
[resident advisor], and that led to me being a pmty resident advisor], and those circles
of people kind of made me feel like this smallelgy of people on this campus. Though
we are the minority, we are fighting for somethimggrking towards something that's
sort of bigger than us. (Recorded interview, 3/320

Although involvement in student organizations wadely regarded as a positive, participants
cautioned against over-involvement. Eric, a menaber prominent black fraternity warned:
And | think about that sometimes...Fraternitieyafl don’t handle them in a correct way,

could be a distraction to your academic life... Ahdt goes with any organizations, I'd
say. (Recorded interview, 4/21/2012)

Black Student Organization

An interesting and significant finding concerneattjcipants’ perceptions of a prominent
black student organization, henceforth referred a® the Black Student Organization
(pseudonym) or BSO, the de facto organization lidolack students. For me, the BSO played a
central role in my becoming more socially and aalliy conscious. It was also a welcomed
complement to my membership in a prominent anistaand multiracial organization, whose

mission and focus was not confined to the blackroamity. Despite a few concerns, namely the
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rigid black nationalism and male-dominated leaderdtructure, | nevertheless regarded the
BSO as an important component of my college expeegand where the unique needs of black
students could be met.

Given the centrality of BSO to my experience ate@ee, and in light of the anti-
affirmative action fervor to which this study’s dents were subjected, | wondered if the BSO
would be as relevant now as it was then, when wéecaled with the more blatantly racist fliers.
However, to my surprise, the BSO was not the hamsttidents in this study that it had been for
me and many of my peers. Instead, as in Kandaes's, ¢the BSO, was perceived as too intense
and militant:

| went to a couple of [BSO] meetings, but | thoughey were too, um, what's the
word... too like, “Yeah!” [loud, visceral grunt] | abdn’t deal with it at that time. The
meetings were like really intense, I'll say thahey were just really intense, and | just...|
couldn’t get with it, | couldn’t identify with itAnd so, | don’t remember exactly what
they were talking about, but | remember there wasnsich like fervor, like they were
like so adamant, like, “Black people!” [loud, visakgrunt], and | was like, ok, | can’t do
this. (Recorded interview, 3/14/2012)

Keith, during the individual and group interviewcheed a similar impression. For him, the
mission and tactics employed by the BSO were pasgéno longer relevant to today’s black
students. He commented in turn:

To me, it just seemed like you would be doing mimreour race or for black people in
general if you went and became a doctor and wethigah 3 or 4 young black people and
helped them become a doctor, you know, insteadaikgt or whatever on campus. At
the end of the day, you're not going to make thatimof a difference. | don’t know... |

don’t want to...It just kind of seemed like they widb complain and whine but they
wouldn’t really do anything. (Recorded interview23/2012)

In the group interview, he explained:

Like | worked with them, as far as [event to wel@ilack students] I'm like the
president of my fraternity. It's like they ran itLike overall, | felt like they were kind of
complaining. It's like a lot of things you can’'t@hge; you got to just suck it up and deal
with it. While you're sitting here and complainiagout it, you could be doing something
productive, you could be like tutoring some highaa kids, and making their transition
to college easier. So it’s like, |1 don’t know. Ifike the black militant, like looking for
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things to be offended by sometimes. Like | cammheenber what it was, but | went to one
meeting, and they were also upset about somethimd)'m like that's not really racist.
Like | don’t know... I'm just saying, to me, it seethéke there’s a lot more productive
things they could be doing, instead of getting Aafpton... They did fund a lot of events;
I'll give them that. As far as that, they're goodRecorded group interview, Keith,
6/23/2012)

Similarly, Briana had this to say:

| tried to join freshman year, and | left. | justuhd other things to do with my life. And
then either junior or senior year, | went back,saese | was asked to come back, to check
it out, whatever. | came back; | went two weekm like, “What is your point?” Like
seriously, you're sitting here, you’'re complainialgout” Oh, this is racist.” But it’s like,
ok you're talking about it, but what are you goittgdo about it? And there are other
organizations that are talking about it, but theyatso doing something about it, whether
they're tutoring or on campusAnd it just got to the point where | thought, “Theare a

lot of people therethat's a good thing.” But you're just sitting theard talking about it.
What are you going to do about it? (Recorded giotgyview, 3/17/2012)

Lisa took exception to what she felt was the BS@isguided advice to black students, advice
that would have her act less like herself:

Like, yeah there are groups... How do you say l@r& are groups specifically for black
students that help you feel welcome or whatevet.aBthe end of the day, | feel like they
teach you to not be yourself, that while you're[&¢lective], you're out... It's one of
those things...You are out here with these whitepfge you need to be a certain way.
And it's like, no you don’t. You can be yourselfol just don’t be that way, meaning
don’'t be what’s on tv, if that makes sense...It waanhy... | would say, | went to a
[BSO] meeting and they would discuss like issuesampus and all this other stuff...
And it’s like everything they brought...It was jusitd these people are racist toward you,
so you have to be a certain way. You have to sitant of the class, you have to be
attentive, or they’re going to think this way abgat. (Recorded interview, 1/28/2012)

For Sheila, the issue was what she perceived assBi®focrisy with respect to gender. She
explained:

One thing that became an issue and a growing ifsuene in terms of the black
community on campus was.l felt like there was this really kind of like di@d, we're
all together in the struggle-type of thing going iarthe day time, but at night time, at
parties and things like that, it was just very eliéint. | felt like a lot of the guys were
very, very disrespectful. The gender dynamic becanh@ more apparent during those
times. | mean by my sophomore year, | had stoppeent to parties my freshmen year,
| stopped going my sophomore year up until | graedaBut | still knew what went on. |
still had friends who went to parties. | heard censations. | heard the way, you know,
guys made comments about different women and thangs it was...So | knew that that
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dynamic still existed, and | think that was thenthithat | paid most attention to.
(Recorded interview, 3/3/2012)

During the group interview, she reaffirmed her posi

| tried BSU. | kind of fled to it for like 2 weekand it just... | didn’t really feel connected
to anybody there. It was weird, because I'm likefelt comfortable... I'm like, yes, a
room full of black people; this is cool. But thatidere the comfort sort of ended. It was
just very like...But | will say, I'll give credit. lpprovided that sort of initial relief. Like
cool like | could talk about how frustrating thigperience is for me, and like everybody
just said, there comes a point when it's like, akd now what? And there wasn’t that
component to it. And then also | had whole othsuéswith some of the things... | had
issue with some very militant like, pro-blackne$sta@oming out of some people who,
how to put this, could also do and say some vemisseahings..I've had several
experiences where | felt like we’re all supposedbéobrothers and sisters and we're
pouring out liquid and all this stuff and learniath these African rituals and stuff, and
we’re supposed to be united. But | see you on camguod you're very disrespectful to
your sisters and saying very disrespectful thimgw/ho in this meeting are your sisters,
but in the [popular campus space] are other naBwgsthat, to me.l.couldn’t really get
with that, so | kind of parted ways. (Recorded grouerview, Sheila, 6/23/2012)

The foregoing criticisms notwithstanding, blackdsnts in this study nevertheless felt a
greater affinity to predominantly black studentups. Eric, as a case in point, stated:
| hung out with predominantly black people, becahse¢’'s what | related to, because we

had similarities and stuff. Not saying that | cagd outside the box, but like on a daily
basis... (Recorded interview, 4/21/2012)

Echoing this view, Lisa commented:
I'll put it this way: Whenever | join a group, lvaays try to find somebody’s who black. |

always try to do that. And I'm not sure why, bytist do. | don’t want to be the only one.
(Recorded interview, 1/28/2012)

Faculty and Staff of Color

In addition to their friends, family and mosthabk student organizations, black students
identified faculty and staff of color as importatd their overall experience at Selective.
Specifically, faculty and staff of color were pex@xl as more approachable than their white
counterparts, and much more likely to take an @dem and extend support to black students.

Students also noted that faculty of color demotetiea greater commitment to issues of
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particular concern to the African American commyndnd to raising the social, cultural and
political consciousness of black students. Briam@re-med turned African American Studies
major, spoke of the personalized support she reddhom one professor:

Briana: ... Like the [African American Studies codrsd had another [African
American Studies] class the end of my first yeaiq ¢ghat was Blacks and Asians in
[hometown city], and we had an Asian professor, aadvas a really, really nice. Even
though | didn’'t start the class out so well... Bugrnded it very well...And so, he was
very helpful.

Roz: In what way?

Briana: Because [he said] you need to do this,n@ed to do these things if you want to
be successful in this class. And just, you know,teiling me, “Because you're not doing
well right now, you need to do this x, y, and zonder to pass this class” and stuff like
that. (Recorded interview, 3/17/2012)

For Briana, this form and level of support could be found in other classes, with white faculty.
She added:

Yeah, they were more friendly, they were nicer. dwd go into office hours... the
director of the [African American Studies] depthad him for my [African American
Studies] class, and so he was, he was very helgful like the editing of my paper and
things like that, what | should do, etc. And | feke | wasn'’t getting that in the other
classes. Yes, | would definitely go see them dudfige hours. Butl don’t want to say
this— | felt like because there are very few African Aioans up there, and they know,
they just wanted to seel. felt like they were going above and beyond to enakre that
we succeeded, not giving us any answers or anytbumg just really helping us.
(Recorded interview, 3/17/2012)

In a similar vein, Jason had this to say of hisegdgmce with African American graduate student
lecturers. He commented:

Like my [graduate student lecturers]...And when | béatk [graduate student lecturers],
probably more than half of the black GSlIs I've hhikk I'm friends with on Facebook
Like I actually made like real connections, had discussions with my black [graduate
student lecturers] But | feel like a lot of the dka/graduate student lecturers] kind of
reached out more. Like you're black, | see that jaue potential. They kind of made a
point to make me more than just a number, | gu&ecorded interview, 3/24/2012)

For Jason, a psychology major, faculty of colorevaliso instrumental in his decision to minor in

Native American Studies:
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So | ended up being a Native American studies mirfdo one of the...Actually the two
main teachers over that program.was learning the language, learning Ojibwe. And

| ended up becoming really, really tight with twb tbe people that kind of ran the,
oversaw the program. | saw them like last week. dtill something that | keep up with.
(Recorded interview, 3/24/2012)

Vida, likewise, was inspired to major in African Amcan Studies because of experiences with
faculty of color, whom she credited with helping rmise her awareness of social and racial

issues. She explained:

| had a chip on my shoulder. And | think that therenl learned, the more [African
American Studies] courses | took, the more | sais, tthese 2 different worlds... So
learning more about, you know, black unity througly [African American Studies]
courses and through... And learning more about vmefrend not just black women, but
women of color or women period, but more so womiecotor from [African American
Studies female professor] | started to feel likes,i am advocate. | am an advocate for
black women. | am an advocate for women of col@ml an advocate for black people.
And I'm also an advocate for homosexuals, espgciatbmosexuals in the black
community. (Recorded interview, 1/27/2012)

Sheila, a pre-med turned social work major, hadralar take on one of her African American
Studies professors, noting the issues she wouse r@nd the ways she would attempt to make

class relevant:

Actually, the environmental course that | was tadkabout earlierthat was a [African
American Studies] and environmental course. | digtt@ok two that were both [African
American Studies] and environmental. Both of theeremMaught by the same professor.
She was an African American woman, and she wasvould say | saw a difference in
terms of the type of material she was willing tbe tway that she would facilitate
discussions, and the types of material she woutdude in her class brought into
guestion a lot of [things missing in other classéshink a lot of times things would be
left out regarding reasons for issues or ways opfeeof color or communities of color or
impoverished people deal with things. It would bet ®f glazed over as though it's just
this problem, and not really looking at the thirthat are going into it. And in those
[African American Studies] courses, it was examgnthat, but also examining the root
causes to the issues that we’re seeing in thesieydar communities that we’re reading
about. (Recorded interview, 3/3/2012)

Like Sheila, Eric, a sociology major, observed ti&inct, more relevant way faculty of color

approached various social and racial issues. Hsdnot
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| really liked a particular professor [Latino preger]. | think | had maybe 3 classes with
him. He had one class on sex and gender. He hadats® on, | want to say, African

Americans. | can’t remember exactly. He broke da@aMot of theories and then applied
them to contemporary concepts. That was the masis ki all of his classes. | don'’t

know if it was [African American Studies] or nott imight have been. (Recorded
interview, 4/21/2012)

Significantly, for various reasons, not all blastudents enjoyed access to faculty of
color. For instance, Keith, a pre-engineering tdrpsychology major, recalled four years
without ever having had a black faculty member.ibgithe group interview, he stated:

| never had a black teacher. No, | never had orkdn’t take any [African American

Studies] classes, though. (Recorded group intepw@ith, 3/23/2012)

Lisa, similarly, recounted having limited or no exignces with black faculty. Ironically, given
her experiences with racism, she confessed toe®hg the point of courses which might have
brought her into greater contact with black facuize explained:

| feel like all the racial conversations and stoéfppened in classes | was not taking at

that time, like [African American Studies] classt# African American classes, which

apparently everybody thought all black people tankaning like at the [BSO] meetings-

"We all know you guys are taking [African Americ&tudies] classes. Let’'s go out and

reconnect.” | never took a [African American Stiglielass, ever. | don’t see the point. |

don’t want to hear, oh, “Black people were slawsnow they're not. Then there was
segregation and so pretty much we’ve been pushed dod we need to overcome.” It's
always we have to overcome. It’'s like, “Chill. Ydon't always have to overcome. How
about you just be ok, go on and be ok. | feel likblack people make it to the point
where they’re ok with themselves, everybody elsesdwot matter.” (Recorded interview,

1/28/2012)

Here, Lisa betrayed her preconceived notions aBfntan American Studies courses, namely
their perceived fixation with slavery, segregati@md overcoming oppression. Unlike Vida,
Jason, Sheila and others in this study, who regdoing empowered and inspired by their

experience in African American Studies, Lisa’s visuwggested that such courses have outlived

their usefulness.
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Like faculty, staff of color were also perceivesllgelpful and important to the success of
black students on Selective’s campus. Craig créditee such staff member, an administrator in
the multicultural office, with his decision to beue a mentor, and thus reciprocate the support
he had been given:

Definitely, Dr. [mentor], who was a part of the [Hncultural office], which was the
multicultural office, she helped me out. Beforerdduated, and | was like a mentor. So |
had a mentor and wanted to give back. So | becamerdor my junior year, my senior
year...And so | was assigned like 6 or 7 studen¢shimen and sophomore students, who
| would mentor. (Recorded interview, 3/10/2012)

Jason also affirmed the support he received frgpopular Selective academic support program
targeting students of color. He noted:

There was the [academic program targeting studsrtslor] office. There were a lot of
staff that | went in there and hung out with. Exergy knows [academic program
targeting students of color] you're black, so ymow what [academic program targeting
students of color] is. You know a lot of peoplekdsummer bridge program] classes...
And so the majority of the people took classes. Andthey took [academic program
targeting students of color] because they weresumjmer bridge program] or what not,
so they still had that affiliation. And so | kind qust from being around the black
people... | actually had a friend who worked thened & think that's how | kind of
started going in there. | was a hanger-outer. (Riszbinterview, 3/24/2012)

Revealingly, in Briana’s experience, not all stafffcolor could be counted on for support. She
explained:

What helped me out a lot were the advisors in #vademic program targeting students
of color]...So | remember having one particular adgisnd he’s telling me...We had a
discussion about me wanting to be a doctor and dorget what we were saying. | just
remember him saying, “Oh, that's unrealistic.” Asal then | didn’t like him for that...
And | wish | knew the conversation, because | ygalbu know, | just remember he said
that whatever | was saying was unrealistic. Thats something nice to say or tell to a
student. And then that’s when | changed my adwisomy own. Like they give you an
advisor, but my friend, she was in the [academagmm targeting students of color] as
well, and so she had an advisor by the name ofigady and so he became my advisor,
you know, because | said I'm not going to him beealie can’t tell me what | want to do
is unrealistic, because | don't like... This was 1#@04. (Recorded interview, 3/17/2012)
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White Faculty

Given my reading of the literature, wherein blastkidents at predominantly white
universities reported mostly negative experienceth white faculty, and the problematic
experiences with white students reported in thigl\st | expected participants’ perceptions of
white faculty to be consistent with these findin§sirprisingly, with few notable exceptions,
however, black students in this study reported mgesisitive interactions and experiences with
white faculty. Specifically, white faculty were perved as less racially insensitive and offensive
than their student counterparts, as Kandace noted:

No, | didn’t get that sense from faculty. | nevelt like my professors felt that way. But |

did feel like some students, peers did feel thay.walidn’t get that perception [from

white faculty]. It may have been there, and maytdelh’'t notice it. (Recorded interview,
3/14/2012)

Similarly, Jason, when asked if had encounteredragativity from white faculty, had this to
say:

Not really...Not that I...because | just forget peoiblat don’t matter...Not really. | don’t
think | got a lot of negativity from faculty (Reabed interview, 3/24/2012)

In addition, as with faculty of color, white faculivere noted for their moral and material
support of black students, as well as their commaitimto social justice. Vida recalled the
encouragement and positive energy she receivedtisamvhite female professors, one of whom
provided a letter of reference. She noted:

There were two professors that | really connectét my first year that were not black.
One, [faculty’s name], she was one of my writingfpssors, and she gave me so much
praise and so much confidence, that | wasthout even knowing that she was doing
that. She gave me so much praise on my work andkgow, and she was just... and she
gave me what | needed... | was feeding off of b#frthe energy that she had. | had come
to her my first year, my first semester, and wedrio keep it personal. | think she
actually wrote me a reference for law school or &iob. And there was another
professor, one that | really connected with. We didhink, it was almost like a directed
study type thing. Other than that, the rest thedrinected with were [African American
Studies] professors, because | felt that they weeparing us a home that | lived in on
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that campus. | felt like they were, you know, theadt of the table, and all of the black
kids, you know...(Recorded interview, 3/3/2012)

Here, Vida makes an important distinction betwedntevfaculty and black faculty. Whereas

black faculty “were preparing us a home that I dive on that campus,” white faculty support

existed, but seemed viewed as limited to academics.

In some cases, the encouragement and support @€ Vidculty either inspired a

rethinking of an academic major, or, in Jason'scasreaffirmation of his interest in “social-

workee” type activities. He stated:

Oh, there was somebody else who | became realylyrelose with. Once | took the
class with a PhD student. | kind of just developeglassion for social work and “social-
workee” things...Basically the class would voluntaefpredominantly black city] and
surrounding areas. Through class, | ended up gettially close with her, or getting cool
with her rather at that point. And then next seeredtended up like being a teacher’s
assistant... | ended up working with her like 3 yeansdifferent things and what not.
And | would end up like being a teaching assisli&etfor 3 different classes for her. So
she was kind of like my mentor. She was reallyllyemol, and we were pretty tight and
what not, and we did a lot of “social-workee” wotbgether. That was really cool.
(Recorded interview, 3/24/2012)

Sheila related a similar experience, and spokéebbnd she shared with a clinical psychology

professor, whose class reinforced her desire teyaua career in social work. She noted:

And so, | took a clinical psychology course andobk another course that was a
psychology course, and it was a community serveagning course, and the faculty
member was in the school of social work, as well.8be was in the psychology
department as well. She was over it, and | gotyeadally close to her, and | just fell in

love with the work that we were doing. We were t&ag through doing community

service. And | was just like, “Wow, it's amazingaththis is a class.” And we were
writing about our experiences, and really talkingoat how not to go into these
communities with these prejudices, or looking asth communities like, “I'm here to

now save you, or I'm here to now clean you up auast gou off.” (Recorded interview,

3/3/2012)

For Keith, white faculty were central to his degoisito change his major from pre-engineering to

psychology/pre-med. During our interview, Keith ateld the inspiration derived from his

connection with a white female psychology professor
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| ended up majoring in psych because | liked thedscso much. And like the professor,
her name was professor [name]. Like | would go éo difice hours, and she’d kind of
talked me into...not talk me into, but | guess insgime to change my major to psych...1
mean there were a couple of different reasons [Wttyanged]. Like | really didn’t like
engineering, and kind of was ...It was boring [laeghtlike | did a couple, | had a
couple of internships, and like | just really cauitdsee myself doing that for like the rest
of my life...Yeah, | switched [majors] after my sophore year. Well, it [psychology]
was just like...Like the material..Like | really liked learning why do we think the
certain way we do, or how do we learn or thing® ltkat. Like when we got to that
section of the class, I'd go to her office hoursl ahe’d talk to me, and used to say like,
you know. She knew | was engineering, and | toldlike kind of my dilemma: my uncle
who told me “Either you could major in businesseagineering, and if you don’t you're
not going to have a job” She was kind of telling, p@u know, “Money isn’t everything;
you got to find something like your passionate ahaand it kind of... started me along
the lines. | wished | had switched earlier, buty ¥mow, it kind of planted the seed in my
head, | guess...She just said, “You seem really ested. Are you thinking about
majoring in psych?” And | said, “No, I'm an engiméeThat’s where the conversation
started...She ended up finding me like a researdbtastship-not in her lab, but like in
a different lab. Like once | switched over to psytlemailed and told her about it. She
found me like a research assistant like positiBecprded interview, 3/23/2012)

For Sheila, the encouragement and support recéiyduebr [course aimed at un-teaching racism]
professor served to dispel her belief that “all tetpeople were ignorant.” Having had several
negative experiences with white students, Sheipeeebed much of the same from white faculty,
as she explained:

There were a couple that | ended up getting closéke the teacher who taught [course
aimed at un-teaching racism]. | stayed connecteaketopretty much throughout college
She was the first person, the first white persat thnteracted with who was as aware,
and that really... 1 was completely amazed at hovara she was, and | think that's
probably why, you know, I felt so comfortable fongia relationship with her...For me,
that was my first experience interacting with l&eavhite person, more so white teacher,
that was really involved in social justice issuBst that to me was a real eye-opener, and
it really kind of gave me a different perspectivthink that also kind of brought me back
to the university too. From freshman year, | didikKé the environment. There are some
professors who are going to help support you, aats kind of cool, and they’re not all
black. Some of them are white, and that’s extrd.ddbink overall, though, | felt sort of
just kind of faceless. It's a big university. Treprobably one of the biggest critiques of a
big university. | think it's to be expected to somegree, but | think it's harder when
you’re dealing with the social-cultural stuff tq&®ecorded interview, 3/3/2012)

Interestingly, not all white faculty were assessedfair in their support of black students.

Although Craig, an African American of Nigerian tage, noted the support and encouragement



148

of a particular white chemistry professor, he wardewhether such support would have been
extended had he a surname comparable to his féifdean American classmates:

One of my chemistry teachers freshman year, shé rfieelped me out. | went to her
office hours all the time. And | don’t know if itag because | wasshe recognized my
name as being an international student maybe, atevbr the case may be, because she
was from Poland, | believe. But she helped me dot.aAnd it's so funny. | guess you
either loved her or hated her. | know friends whkally didn’t like her and they were
African American males and females. But they haliffarent experience with her, when
they went to talk to her. And | always thought thats really interesting. | don’t know
why. And one of my friends said that she basicallid, “You guys don’t know how to
work.” And it kind of...because | identify with tHdack culture and the African culture,
because of my ethnicity and because | was bornihekenerica. And when | heard that |
kind of, you know, | was really taken aback. Shedu® help me out so much. | wonder
if my last name was Craig Williams or if it was @y&mith, if that would have changed
anything, because | really think, maybe becaudeeofexperiences, she really felt that a
lot of the black students didn’t work as hard. ilhdk of would make sense, because |
would wonder like,”"Why does she treat me so diffidg®"—probably because she
thought | was an international student; or not eamrinternational student, but | had a
different upbringing or what not. But it's interggj. So she knew that | was willing to
work because | was from, | was Nigerian, but fa tither black students, | don’t know.
But, you know, that'’s just speculation; | don’t kmoBut she was a really good~ar me,
she was a really good mentor. She wrote me a reemdation for med school.
(Recorded interview, 3/10/2012)

Significantly, the white faculty identified as suppve and encouraging of black students’
aspirations were, without exception, female, areolaion | will further explore in chapter five.

Black students’ overwhelmingly positive views ndtwtanding, not all white faculty
were regarded favorably. Lisa, for instance, pe&extiwhite faculty as inflexible and unwilling
to adapt to the cultural diversity within their sé@sooms. She observed:

Don't take your culture out of it, you know. Andféel like even going to school,

especially [Selective], that's what they would d@wen if you're not black, they would

tell you...I would say the students felt, who had names treaewt Americanized, they

felt like they had to say an American name, becdhsg felt like the professor would

never get it right, so why even bother. But itleli it's [Selective]. Out of all the schools,
it's [Selective]. The professors should know thare different cultures. You need to get
to know how to say these names. You need to gkhoov cultures. And also like the

professors weren’t like inclusive, | would say. Vhevere just teachers, our
professors...When it comes to professors, if theyoé teaching about cultures, then
culture doesn’t matter right then. (Recorded intamy 1/28/2012)
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In a similar vein, Keith recounted a professor'siah and class bias in an environmental
psychology class. Ironically, a white female claagmwas among those taking exception to and
“calling out” the bias. Keith described the disdaasas follows:

| can think of like one time... It's funny becausgtually a white girl called a teacher out
on it. So like they were talking about... | don’t kmoshe was saying why urban teenage
women, like why they have the kids, like why thegmancy rate is higher in urban
communities than in suburban communities. And she trying to justify it saying like
“If a girl isn’t thinking about college or isn't thking about a career, why not have kids.”
It was like a real controversial psychology cldsson’t know who, | don’t remember the
lady’s name but she had written a research papmrtat) and it was like we were going
over this journal article, and that's what the jmalrarticle was saying. So then the
professor, she like put up some stats. | don’t kmdvere she got these stats, but she’s
like comparing the east side of [predominantly kladty] to [predominantly white
suburb] and the pregnancy rates. And then she $asdyou see with the east side of
[predominantly black city], the pregnancy rates amech higher than [predominantly
white suburb], because [predominantly black cisypredominantly black.” And then it's
like...Everybody was like, “What?” A couple of blaskudents... | remember this girl |
was cool with, we were all like, “What?” Then thidite girl raised her hand and was
like, “Well the east side of [predominantly bladkyf; the economic status is a lot lower
than [predominantly white suburb]. People in [pmadwantly white suburb] have way
more money than people in [predominantly black]cifyhat probably has more to do
with the pregnancy rate than their race. Don'’t ylwak that has more to do with it than
people’s race?” And the teacher’s like “Oh, I'mestinat plays a part as well.” [laughter]
(Recorded interview, 3/23/2012)

White Staff

Although participants reported not having limitédany, interaction with administrators,
other white staff figured prominently in their rdleations. Specifically, students recalled
positive and, in more than a few cases, negatiyeer@nces with co-workers, university
advisors, and public safety officers. In terms obifive experiences, Lisa reminisced on the
support of her work-study co-workers, Selective vémsity staff, whom she credited with
helping to change her perspective and thinking aimbite people and race. She stated:

Like even my [work-study job]. | got that job... Well started the beginning of

sophomore year. It was work-study, and | stayecdeth@til a semester after | graduated.

So stayed there a long time. And they were all evhiand they were like

supportive-very, very supportive. And so they actually helpegl change my mindset. It
was just sophomore year. | just felt like everyaseracist. Junior year it changed,
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changed back. And I'm trying to figure out what paped, what made me think that.
(Recorded interview, 1/28/2012)

Unfortunately, more often than not, encountershwithite staff proved to be as
demoralizing and off-putting as those with whiteidgnts. Indeed, staff were perceived as
variously out of touch with the unique needs otcklatudents, culturally insensitive, and, in the
most egregious case, racist. Keith, currently a stedent, recounted a dispiriting experience
with a Selective University pre-med advisor, whighdescribed in the following exchange:

Keith: The white staff kind of was like discouragjriike maybe you should give up on
medicine and do something else.

Roz: Tell me more about your experience with whttdf.

Keith: | don’t remember. | think his name was [nqntée’s like one of the pre-med
advisors. Like | got there | had like a 3.1 at the time, you knowe tried to say it in a
nice way, but he kind of just said like, you kndWith a 3.2 or 3.1 (whatever my gpa
was at the time), it's probably not going too happeke there are a lot of other health
careers that are very fulfilling. You could try be a physician assistant, maybe a nurse
practitioner, you know. There are other fields vehgou could be almost just like a
doctor.” But he pretty much said that med schonts$ going to happen... Yeah, | think
his was really more than like you're gpa is too Id@bviously I'm black, cuz we’re
meeting face-to-face. But it's kind of like he didknow about any of these programs,
any of the post-bac programs. | feel like, you kndw went to like an HBCU, they
would know about the post-bacs and would say, Ik, of course, we would like for
your gpa to be a 3.6 and you’'d get in outright, youti're African American, you come
from a disadvantaged background, so here are sooggams for you to apply to, and
you can be a doctor one day “ Like he had no kndgdeof these programs at all and just
told me to quit. (Recorded interview, 3/23/2012)

Keith believed that HBCUs were more in tune witld @apportive of black students’ aspirations,
the irony and significance of which will be addmedsin chapter five. For Lisa, whose
experiences with white co-workers restored herhfai the possibilities of cross-racial
friendships, the experience with a University tipgsg because he did not seem to want her as a
patient, was especially disappointing:

| don’t know if it was sophomore year; could haweb junior year. My supervisors at

[her place of employment], | talked to them a ditthit about it because they were
wondering like, “Your mood changed. What's going?brAnd they referred me to
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[university counseling center], which is thevhere you get therapy and whatever... |
went in, did the little survey, and | had a...He wasite. Like he could have been
German, but that’s white as far as everybody’s eamed. So it was a white male, and off
the rip | felt like he didn’t want to like...He didmivant to be there for me. | felt like he’s
a therapist... | think he was a MSW candidate,\&hen | sat down, he was like, “Do you
want a woman to be your therapist?” And | was likég, | don’t want a woman.”And
we went through it a little bit and then he askeel again, and I'm like, “I want you;
you're fine.” | never went back to him. | don’'t kwowhat the issue was, | don’t know
what was going on, but | never went back to see (fRacorded interview, 1/28/2012)

In some cases, encounters with Selective staffidsed on racial harassment, leaving
students traumatized and wondering what why thegweated like common criminals. Shamar
recalled the time he was pursued by campus palibe,claimed that he matched the description
of a robbery suspect. He described the event sl

...1 think most of that's just being Black. Like I'vdefinitely been chased by cops here.
I've definitely been..That was sophomore year, too. Yeah, | got chasedh.db was
walking back...Like to make a long story short, | waalking back from a party by
myself. | had had some drinks. | was like 2 weekayafrom being 21. A cop drives by
and starts going really slow, and then like shihedlight to me. So then | started slowly
walking back behind a house, and once | made k bebind that house, | remember like
walking fast to try and get back. At that time IsMaving in [residence hall]. And he
came out of nowhere again and spotted me withidiis. IThat's when | started running
through, back through like the business schdgust remember hiding and thinking like
my mom'’s going to kill me. So it’s like, “God prateme from her. This might ruin what
I’'m trying to achieve”... And they caught me, thegkled me to the ground, handcuffed
me. Like | remember thinking | had broken my wrisfAnd they like took me to the cop
car, they had me tell them some information. | \ikesbasically asking what | had done.
| think | referenced the fact that | was in thedhx@ol. They just told me sit back and be
quiet. Another cop car pulled by with 2 white ginsthe back. They just shook their
heads like this [gesturing] saying no. That catgquuibff. The cop took the handcuffs off
and said that there was a robbery near the ares laiv | said ok. And he said you fit the
description of the suspect. And | said what wasdéscription of the suspect? He said
African American, 5’77, and something else. And asMike, “Officer, I'm 6 foot. | have
no idea why you guys stopped me.” He said, “Welre tops. We’re going to let you
go.” In the future, he said “We’re here to helptprd.” And | said, “I'm sorry, officer,
but you guys don’'t have a good relationship withckl people, and that's the reason |
took off.” (Recorded interview, 5/19/2012)

In Keith's case, racial profiling and harassmentewecurrent events, as Eric related:

And | never experienced anything racial...But Keitar some reason, always gets
racially profiled. He gets pulled over for somethistupid, for no reason, pulled over by
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police officers. Like | know Keith...It had to be fatprofiling. | never experienced that
before. (Recorded interview, 4/21/2012)

Significantly and surprisingly, racial profiling drharassment was not confined to black males.
During our group interview, Sheila stunned all withe revelation of her racially-tinged
encounter with public safety. In the following aaot, she described the incident (one of two on
a college campus) occurring on Selective’s campus.
I've had two situations occur, which kind of shodk®e, because I'm a woman. | was
living in [residence hall], and | parked my car.dAso what | would sometimes do, |
would park it just somewhere temporarily, and | Wocome out later and try to find a
permanent spot for it. And | came out maybe 1:0@:60. | came out to move my car,
got in the car, and | drove past this police dawds late at night, and | was riding around
the neighborhood just trying to find a place tokp#@nd after a while | realized the police
car was following me. And that's when they pulledtbeir lights, and | pulled over. And
she walked up to me, and she just asked what ldeig). | live right here. I'm trying to
find a parking space. | was very, very, upset.d’'tceeally say that it was specifically

racial, but that was how | felt. | felt like whendrove past her, seeing a black person
driving around the neighborhood looked suspectto (Recorded interview, 3/3/2012)

Noted here is Sheila’s hesitation to characterime public safety officer's actions as racial,
despite feeling otherwise. Though | reserve theswksion for chapter five, it is worth noting the
tendency among black students in this study tonektbe benefit of the doubt and attempt to
offer a measure of objectivity to situations ofteewed as racial.

In spite of being affected by factors that shomtd have been present on an academic
campus, participants adapted to and ultimatelygyered at Selective. Black friends and family
members emerged as important sources of both nam@l interestingly, academic support.
Student also found solace in predominantly blaokiestit organizations, be they primarily social,
civic, or academic, and a means of effecting socl@nge. Ironically, the Black Student
Organization — widely regarded as the de facto roegdion for all black students — was not
among those favored by participants; rather, tioemd the organization too militant and thought

it misguided. As well, Sheila expressed concerm séxist views of some of its members.
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In addition, participants in this study persevength the support of Selective’s faculty of
color, invariably perceived as more approachabld iaterested in the lives and well-being of
black students. Faculty of color were also noted ifdroducing relevant material into the
curriculum, and teaching in a way that resonateth wheir students. Importantly, and for
different reasons, Lisa and Keith had little andagoess to black faculty.

Significantly, white women faculty were also peveel as supportive of black students,
and more racially aware and inclusive than whitelents. Vida, Sheila, Jason, Craig and others
recalled specific examples of the ways white wonfeculty showed their support of black
students, such as affirming their writing or otaeademic work, penning a letter of reference for
graduate school, or helping to secure a covetedniship.

Whereas experiences with white women faculty waten positive, experiences with
white (non-faculty) staff were often reported agatese. Keith, for example, recalled an incident
with a white advisor, who discouraged him from pumg medical school and suggested a more
“realistic” profession, such as nursing. Shamar, augprisingly, Sheila shared how they were
racially profiled and targeted by campus police.

Because the realities of Selective did not livaafis rhetoric of being more progressive,
participants discussed the issue of equity andgqs®eg ways to make Selective more equitable
for its black students. In addition, students rt#td on their lessons learned and offered
prospective students advice on how adapt to ancesdocon campus.

REIMAGINING SELECTIVE

In addition to reflecting on their learning andihig experiences, students considered

Selective in terms of its equity and fairness tb salidents, strategies the university might

undertake to better support African Americans, adl vas advice they would render to
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prospective black students. Importantly, but napsgsingly, while students touted the relative

abundance of resources available to all Selectivdests, they maintained that racial disparities
existed with respect to the access and allocatioth@se resources. Furthermore, regarding
strategies and advice, students emphasized thefae&atulty and student mentors, additional

courses on racial awareness and diversity andifisaymtly, for black students to broaden their

cultural horizons and extend their reach beyondusxeely black organizations.

Fairness at Selective: Separate and Unequal

“Yes, | definitely lived in a different world theBuzy Q that was not black and going to
[Selective]. | definitely had, | would say with ¢olence, a different experience than Suzy
Q had, being black going to [Selective].” (Recordeterview, Vida, 1/27/2012)

As noted, given the incidence of anti-affirmateetion rhetoric, stereotyping, and other
racial affronts, black students perceived the cangumate to be not only tense but polarized
along racial lines. Significantly, they also remartdifferences in the treatment and level of
material support extended to black students. Watthiqular regard to disparities between black
and white student organizations, Kandace observed:

Yeah, | would say that would be a difference. | \wnfor us, like fundraising. Like we
would have to go through like different media, bihew a lot of organizations that had
like so much money. And | don’t know why or how yhgot their money, but we had to
fundraise a lot to be able to do what we neededotoBut when | think of Selective,
especially the black fraternities and sororitielsike when you're on campus, clearly |
feel like the white fraternity houses are nicegythe bigger, they have their letters on
them. But when you go to the black fraternity h@)sewasn’t the same, no. They would
have a little-bitty old house that was kind of lik&o, yeah, | wouldn’t say that it wasn’t
the same. (Recorded interview, 3/14/2012)

Similarly, Lisa commented:

But as far as like the overall climate or the ollezampus, you can join whatever group
you want to, but when you join like sororities ongething, there are black sororities, the
Divine Nine, you know. But if you rush for the satees, white sororities, they have
bigger houses. The Divine Nine, they don’t have.thhey may or may not have a house.
And with the sororities, they have maids or sommgghiike that. And it's just like,
“What!” They have bigger houses, they have maids, they're really like stuck up and
it's kind of like...I remember when talking to my supervisor at [camplece of
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employment] about how they use money to like getaduhings. Like when it comes to
alcohol and stuff, the police, oh, we’ll just pdnetn off. With like black Greeks, or even
if it weren't black Greeks or a black person, thmn’t pay it off, unless they have
money, and they don’t have it. Not every black pergoing to Selective has money.
(Recorded interview, 1/28/2012)

Briana shared a similar observation:

Between the white and black fraternities, yeahelitkyou go to all the fraternity homes,
the police are there and, you know, and when yaoiecout the next day you see all these
red cups, and then by Monday they’re gone. So samé® cleaning them up. | don'’t
know who does it, but those parties don't get stawtn. But every time | would go to the
(name) house or (name) house, police would likenlike neighborhood, you had to like
hush. Sometimes they would shut the parties dowlonlt know how the shutting down
of the parties came to be, but the police wouldedinere and shut the party down. When
we talk, it brings up memories. (Recorded interyi8i7/2012)

Interestingly, as noted in both cases, SelectiMegavere implicated in promoting inequality
between black and white students.

For Shamar, lack of equity between blacks andeshitas a function of structure, as he
observed:

| think socially, that was probably the area fophavement, because if there’s already
sort of internal, built-in structure for white indiluals, even for a lot of Jewish people
that | met here, and they have a very strong nétweor Black people, that's not really
built in here. | mean that's something you realgwvé to almost go out of your way to
develop. And I think it would’ve been helpful toves or to be made aware of resources
that could help with that aspect. Or even if th@sze resources that were... Maybe there
were resources that were intended to do that,tbuasn’t made clear, so that | wouldn’t
know to join... So like [gospel choir], that waggeeat social network that like helped
me... But had | not... that was kind of like a ramdthing that happened. | didn’t know
that that was going to be the case. (Recordedvieter 5/19/2012)

In a similar vein, Craig observed:

So no, it's not fair socially because of groupe ltkat, who have this secret privilege that
certain people don’t...All I know isl.guess it's a secret society. You have to get, it’
called tapped to get in. From what | hear, theyehavot of privileges after you graduate,
once you are tapped in to get in. You have majoneotions, so you probably won't be
out of a job. | also know that they're associateithva group, and that's why they
changed it from [predominantly white student orgation] to [predominantly white
student organization] something (Recorded intery@\40/2012)
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Sheila offered an interesting perspective on thetgguestion. In her view, simply learning and
living in a racially-charged environment is suféot to detract from the equity between black

and white students:

Yeah, that's what I'm debating with right now. Irdbthink so, that everyone had a fair
chance. | think we all had our challenges. | devéint to say that all the black kids were
just completely thrown under the bus, but I thihkre were a lot of social things that
indirectly and directly affected me. Just the natof, just being in an environment where
| was the only one in and of itself impacted mej #men hearing other students who at
the time... | mean | think back on it now, they &vd8, 19, just trying to figure out the
world from what they had just come out of as w8b. | don't really blame them, per se,
but hearing those things, certainly at the timeahted to. | think waking up every day
and going into an environment where | feel likarl an outsider, or like | am somehow
either not good enough or seen as not good endugipacted me. It shook me in a way
that maybe a white male would not have to deal wittwouldn’'t ever have to think
about. For some reason, | just felt like all of thleite men were so arrogant. | just felt
like all of the white male students, even in mys{dential college] courses, | just felt like
they were so arrogant, like they just knew it alhd | don’t know if that was just me
kind of...l don’t know, projecting my lack of confidence ohat. From my perspective, |
felt like | didn’t have that ability to feel confeaht because of the dynamics, because of
my environment, and that takes away from the equofyall students being able to
succeed at the same level. (Recorded interview2@12)

In addition to social disparities, black studepé&ceived differences in the availability
and access to academic resources. Lisa, for irstabserved that while academic scholarships
were theoretically available to all students, there not as easily attainable for black students.

She commented:

It's not fair in regards to scholarships, becaud®karships, well, Selective scholarships,
they want you to have a certain gpa. But it's raot because you, certain people...I'll put
it this way: Black people...It's hard for us to ghese scholarships because you may or
may not be able to get to that gpa, because of ymware teaching me. Like, the way
you are teaching these black children, I'm not gdio understand it the way that you
want me to. You are going to teach it to how yountita know it, but I'm not getting it.
And so if | don’t get it, | don’t pass the testldon’t pass the test, | don’t pass the class.
I’'m not going to get those grades. And so if | dagét those grades, I'm not going to get
the scholarship. | wouldn’'t even try to apply foseholarship at Selective. There's no
point, because of the gpa. I'm not going to getht gpa, so there’s no point. (Recorded
interview, 1/28/2012)

In Keith’s case, academic disparities were evidetiie availability of tutoring services:
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It was sort of like...Some of the white students,H&har they would meet with their tutor
an hour by themselves or whatever. They would hiaigetutor. You felt like their tutors
probably were really good at what they were doiBgt [academic support program
targeting students of color] tutors that you cogddto for free, like it was...You had to
be in the class to be a tutor. Obviously, if you gd in the class, and I'm trying to get
an A, like you can’t do much for me. (Recorded iview, 3/23/2012)

From Craig’s perspective, disparities between blac#t white students were largely a function

of an inadequate educational system, and thustgtaldn nature. He offered the following

insight:

| don’t know if this has anything to do with Seleet, but the preparedness of some of the
minority students. Because of the high school eiilutal system, | would also say, no,
it's not a fair chance for them to succeed... | gubssstate government needs to realize
that a lot of minority students are not as prepaedheir white students when coming
into college. (Recorded interview, 3/10/2012)

Keith echoed this sentiment, noting:
| don’t know what the university could do abouttthiaut it's kind of like...If you're
coming from a school that’s not that competitiveuye put at a big disadvantage. And
it's kind of like, over the years, | learned how study, eventually, but they [white

students] come in knowing that. So it's like 'msich a disadvantage, and so are like a
lot of other minorities. (Recorded interview, 3/2312)

Importantly, implied here and in Craig’'s comment tiee question of Selective’s role in
addressing what has been regarded as a largetyustalissue.

In this section, participants shared their viewsequity at Selective. For Kandace, Lisa,
Briana, Craig and others, student organizationseweases in point of the ways in which
Selective was unfair to black students. Relativetheir white counterparts, black student
organizations received less financial and matesigport and, in the case of black fraternities,
were often subjected to harassment by campus p@&iveila offered a different perspective. In
her view, equity was undermined when black studésdsned and lived in an environment
where their confidence was shaken and they weresrtaékeel less than. Lisa, Craig and Keith

commented on academic disparities. Lisa believatiilack student did not have a fair chance at
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receiving a Selective scholarship, because théietha competitive grade point average. Keith
noted differences in the level of tutoring suppaftorded black students, which paled in
comparison to the support available to white sttgledrastly, Craig expressed concern that the
issue of equity began well before black student$osd on Selective’s campus.
In the next section, students propose ways toen&ddective a much more equitable
place for black students.
Towards Greater Equity: Re-Making Selective

“So, | mean, yeah, | think for the most part thegd to make it equitable, but there’s
some things that you can’t really...]| mean even ggram can't really address things

that you're seeing on a day-to-day basis. But hithbverall, they tried to provide

resources for all students to kind of close anysgap don’t know back then how effective
those things were.” (Recorded interview, Sheil&/3)12)

Their examples of black and white inequality ndbwianding, participants spoke
emphatically of the vast resources and supportlabai to all students, black and white.
Kandace’s view was typical and echoed by seveualesits in this study:

Roz: How do you define equity?

Kandance: | think... It means that everybody hases€ to everything in the same
measure. That's what | think when | think aboutigqu

Roz: Having said that, would you say that everyalkestudents, had a fair chance at
Selective?

Kandace: Yeah, | would say yes. | feel like whatelvneeded, | could get access to. If |
needed to figure out what was going on with my ricial aid, | knew where to go. It
wasn't like an issue like not being able to tallstanebody. One of the things that | value
about Selective, as opposed to other institutiares the resources. And | feel like what |
needed | could get taken care ohnd so | feel like at Selective, it didn’t mattéfr] was
a girl, if  was black, whatever about me, whateveeeded | could get access to and they
would be on it. And | think that has more so tovdth the institution than anything else,
because Selective has a lot of resources. Seleb@gea lot of money. (Recorded
interview, 3/14/2012)
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Still, participants made clear that more needsealbne to achieve equity between white and
black students, to ensure that the resources, suppd experiences of black students at least
approximate those available to white studentsaasrlexplained:

...Because it's funny, because people... I've hadtat candid discussions, because |
have been around a lot of people, where they wugdask, where they would just ask
like why do you guys have like a Black Student @igation versus just having the
student union, and things like that. And | thinlerdis a necessity for those things
because it is... It's a different culture numberahd number 2, that's not ours. The
student union isn’t ours. (Recorded interview, 22942)

Specifically participants suggested the need fditamhal academic and social support programs,
faculty of color, and courses aimed at sensitixitdfe students to diversity.
Academic and Social Support Programs

Regarding academic programs, Craig commented Jede¢ctive would do well to

increase academic support beyond the summer bpidggam:

| really like the [summer bridge program], but ttleng about the [summer bridge
program], it's only about two months, and then like you raise like a pet or something,
you throw them into to fend for themselves. It's aaccontinuous resource for them to fall
back on. | know that's supposed to be [academip@ugprogram targeting students of
color], but I don’t know if that's... | think thereeeds to be more resources thrown at
students from year 1 to year 4. (Recorded intery&n0/2012)

In Vida’s view, any solution aimed at achieving ggon campus must include a component that
addresses the self-esteem issues with which btadests grapple their first year.
Roz: So, if | hear you correctly, you would deféeljt start some program that centers on
self-esteem? Would you please expand on that?

Vida: It would, and the reason why...It was such acklkr to me, because | thought,
because | though | had self-esteem. | was the dentfiperson. | soon realized | was that
confident person when | was around folks that madecomfortable. When I'm around
folks that | don’t know, that don’t look like mehat don’'t know what I'm capable of
doing, that already have, you know, theithat already have their minds made up about
me— and not because of who | am as an individualpleatuse of media says | represent.
| represent a group of people. | represent whatntledia portrays of black people. |
represent the loud, outspoken black woman. | reptethe black person that, you know,
that came to college based off the color of hen,skecause | wouldn’t have otherwise
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been afforded the opportunities of a Selective atloc based on merit alone...So any
effort will to be able to help black students realyou are just as good, if not sometimes
better, than your counterpart, and your skin is aateterminative factor of how well
you’re going to do at this university. You are aingzand you are supposed to shine. So
don’t, don’t put yourself down, don't hide, domyiu know, kind of sit at the back of the
classroom, afraid to speak. You know, we are sudyreamic and confident people.
(Recorded interview, 1/27/2012)

Similarly, Briana proposed any activities that wibslupport black students feeling welcomed,
given their underrepresentation on campus. She @nted:

Black people need something to feel welcomed. W&l rie put on events and do things
that are..where we can interact with each other. It's a vemyall number, and it's
smaller now than it was before [affirmative actioallot initiative] So definitely those
events and things that are put on should definitmntinue. (Recorded interview,
3/17/2012)

Black Faculty

In addition to expanding academic and social @, students also proposed
increasing the representation and support of bledaulty. During our interview, Sheila
commented on the relative lack of black facultyd aheir underrepresentation in traditional
disciplines: Insightfully, she noted:

But | think for me to have seen more black facwityuld have motivated me, or it would
have just kind of taken the edge off a little And so even including faculty in the
program in terms of mentorship. And | don’t necess&now if mentorship is the word
I’'m looking for. But just having them included ihe program, and having them seen, and
not just when you go to [Selective campus buildiogjo the [African American studies
department], the [African American studies departthéoor or whatever. Because that
was a huge.I'm actually kind of just now really thinking abothat... It's just that, the
teachers that | hadln [hometown city], | saw black, educated peoplacteng and
taking leadership roles, and so it wasn’'t a quastiodidn't have a question about
whether | could do it or whether... It was just...iS'is what you do, you go to school,
you get good grades. And so | didn't have thatohege, and it was kind of like, you
know, maybe I'm not cut out for it, maybe I'm nat etelligent as | thought. If you see
those images, if you see those types of role mpdeteems a lot easier to not let the
outside forces kind of influence or take away frponr confidence. (Recorded interview,
3/3/2012)

Craig confirmed this view:



161

| don't even know, maybe they could make some tygefaculty mentorship
organization. Actually, that would probably be tegreat..] just thought about that. But
in terms of black faculty... So, for instance, allnmiity faculty at Selective, they could
just have some type of organization where they rtteeminority students, maybe even
once every two months or so. It could even be lacture hall... For a lot of minority
students, they don't really have people before theimo may even have a college
education. Maybe they have a few in their familylofof that stuff is new to them. If |
didn’t have 3 older brothers, | don’'t know how | w@ have fared at SelectiveAnd |
really do believe that if they see minority facufhentors, even if it is every 2 months,
even at the beginning of the school. | think thauld have them to say, “Hey, this guy
could do it.” “I could do it.” And just to know li& you know they have that resource, just
in case they fall or struggle during the schoolry@ecorded interview, 3/10/2012)

As | reflect on Craig’'s comments regarding blackufty, | am reminded of my
experience in graduate school, where | was foreutmtome across several graduates of
HBCUs. As we regaled each other with tales of mwdangraduate years, | was struck by
how prominently race figured into mine and howlditit figured into theirs. They struck
me as supremely confident, and seemed the bettdrafong exposure to black faculty
and other professionals, many of whom were at nofneir fields. One friend recalled a
freshmen year replete with weekly addresses bywarhigh-profile black academicians
and entrepreneurs. | remember thinking how empaogesin experience that must have
been, and wishing that my friends and | had hadémee. This, | believe, is what is Craig
getting at, what he’s proposing. There is sometlabgut seeing your own, having them
there as a testament to resilience and couragéerface of negativity. (Field note,
3/17/2012)

Mentoring

Students also commented on the role of mentoringifiating black students to college
life and leveling the playing field. To that endjde proposed a program whereby Selective
would match African American alumni with currenageénts:

| would start a black mentoring program. And theexe black mentoring programs there
from what | can remember. But | would've startegragram for incoming students to
immediately be paired with a menteand not on Selective’s campus. To be paired with a
mentor that was a Selective alum and was doing gongein the [predominantly black
city] area, or the [city in which Selective is loed] area, or, you know, preferably a
black area to kind of help the student make hissiteon from high school to college and
then into the real world. (Recorded interview, 12001 2)

For Kandace, black students would benefit most feomentoring program in which upper class

men and women provided specific strategies for etad and social success. She commented:
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So | think you need to be able to see yourselfoimebody else at the University. So |
think if they could implement something where likdien you first come in you're
talking to some students. And | don’t really rememlike them having something set up
to where you're talking and interacting with a lot students to see what they're
experiences are, so that you can know like, olsalee things that | could get involved
in; this is what’'s out there; this is my experienten having this really awesome
experience; this is what | do; this is my prograhis is what I'm studying. That helps me
as a person to be able to know like, ok, this pelisodoing well here, they're having
good grades and things like that. | think that etedbe initiated. Not a peer mentor but
like... 1 don't recall like being in like a presatibn or hearing those experiences with
students. Like this is what | do, these are myaegtrrricular activities; this is how |
balance everythingBecause when you come to the university, they'rlingethe
university to you as far as like this is what wéeofthis is the experience, but not like...
When | came to visit campus, it was like, “Ok, tlisvhat we do, this is college. But |
didn't get like this is my experience as a studantSelective. (Recorded interview,
3/14/2012)

Culturally-Inclusive Curriculum and Programming

Significantly, given the University’s diversity gse requirement, curriculum figured
prominently in students’ recommendations for pranmgtequity. Specifically, participants
expressed the need for additional coursework andgramming aimed at racial awareness and
sensitivity, as Sheila proposed:

| think the curriculum, that they have more thastjgsay one course designated for
diversity issues and things of that nature... Wethihk | would definitely include a lot
more cultural competency-type stuff in terms dfbelieve when | was there it was like
maybe 4 credits or something like that, the onssclou had to have. But that was it.
And I think a lot of times white students who tablat class felt really uncomfortable the
whole semester, having to talk about it, havindhawe the finger pointed at them. And
then the class is over and it kind of went baclkusiness as usual. And even more so
they didn't want to talk about race and stuff anyre) because they felt really
uncomfortable for those 3 months, whereas we fetbmfortable all school year long,
took this class for 3 months and felt like, finallye can talk about it, and then it's over
with and we go back to feeling uncomfortable foe tiest of our college careers. So
definitely having more of that kind of conversatipuat into the curriculum, so that you
have to have this in order to graduate or what®R&corded interview, 3/3/2012)

For Sheila, the need for programming is particylatute in the residence halls, where racial
conflict tended toward the extreme. She continued:

And definitely something in the res halls. The hadls are just... | mean | had a pretty
good res hall, but some of the places on the [@wprea on campus] or [residence hall]
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were having hate crimes happen, left and righenmi@mber in our [title of peer advisor
for minority students] meeting, we would come aalk about things we were dealing
with. And | felt like almost every [title of peeaisor for minority students] we were
talking about something else that happened in dezsie hall]. (Recorded interview,
3/3/2012)

Whereas Sheila proposed expanding race-orientede®w@and programming, Lisa, noting that
some courses only superficially deal with racepnemended tailoring existing offerings such
that race, ethnicity and diversity are discussedemaeaningfully. She stated:

Before | came to Selective, they say the [Selec8l®gan]. They tell us this is how
Selective is. We have all of these different cidsucoming together. But they never tell
you that you have to realize it on your own. Yégse are all different cultures, but you
are not telling us how to get along, how to likékteo each, how to understand one
another. Yes, there are certain programs thathaeet but you have to get into these
programs in order to understand different cultuk&su have to take the initiative. If you
are used to being a certain way, why would you ghakVhat would make you change,
unless someone pushes you to do that, or tellsdgoit, by making certain classes
mandatory... But the funny thing about that is s@he of those classes are not the focus,
the focus is not where it should be, for lack obetter word. The focus should be
on...Yeah, mine was about race and ethnicity, butomud go online and look at certain
classes that are under that category and it's fR#at is this really going to teach you
about race and ethnicity?” Like some of those easse race and ethnicity and also like
creative expressionAnd that class could be more so creative expressosus race and
ethnicity. (Recorded interview, 1/28/2012)

Importantly, whether lack of equity was perceiainherent to Selective, a function of
white student racism, or structural, black studexisressed ambivalence over the University’s
role in correcting disparities. Keith, for instandelt that efforts on part of Selective to address
equity might result in the University being peraavas unfair to white students. He stated:

So it's just like... I don’t know what the univescould do about that. Like | don’t know

what ...The university, they try to do stuff. Biithey gave too many resources to help
blacks, it'd be like that in and of itself would tnloe perceived as fair... It's like if the

[academic support program targeting students afrfaltors are going to hire people

with master’s degrees to come in and tutor, anaiés@ewhole bunch of money... And

people would be like why are you spending all thessources [academic support
program targeting students of color], and we aly ghe same tuition. (Recorded

interview, 3/23/2012 )

Jason, too, questioned the extent to which Sekectwuld effect change and achieve equity:
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| think the university. .l think comparatively Selective is top notch foathSelective
definitely makes a concerted effort to like haveaiy, and | appreciate that. However,
there’s only so much you can do as administragsonmuch you can do. Just basically,
there’s so much you can do in an office. It's nealasy to pass legislation for what not,
but | think as far as on the ground, you know, engractice, you know it’s still... We're
not there yet. We're working on it, and we’re ahefdther institutions, but we’re not
there. (Recorded interview, 3/24/2012)

For Vida, the onus of achieving some semblanceyoity invariably fell on black students. She

noted:

There was the world of your Selective students, Wlatk folks, we had to fight for
everything that on that campus was offered to wétibelents. We tried our damndest to
make it available, especially for our black studeNlYe gave our black students a place to
call home. We tried to give as much as we couldlézk students, so that our black
students who came to school like me, wanting tooskeer people who looked like them,
hearing that were not any, could be ok. (Recordesthview, 1/27/2012)

Significantly, Vida’s comments imply that black dants, not the University, would have to

serve as the agents of the change they wish taierpe at Selective. Jason, by contrast, stated

that black students would need to enlist the supgfgorogressive and “privileged white groups”

to effect change. When asked if he felt black stteléad a voice and the power to bring about

change on Selective’s campus, he responded:

| mean because as a black person, as black penpampus, we're not going to have
that much of a voice. | mean we're not going tothe ones that are changing things. |
mean we can convince other people to change thiigsdon’t have power. What power

do we have? How many black people are there malathigy and what not? So what I'm

saying is what we can do is recruit people to aause. But as far as...We're not the
policy makers, and so we have to convince the pohekers, and a lot of times that
means convincing the people who look like the potiakers. And so if | can, you know,

have a dialogue with somebody who'’s white , somghwado has white friends and what
not, and | can convince them that this isn’t a blssue, this is a [Selective] issue, then
they can tell their friends, and it'll spread, wessf it's just people feel like it's a black

issue, then it's not a [Selective] issue, even goil is. And so | think as like black

people, and | guess it's really for not necessgust black people but women’s rights
and what not, it's really about recruiting and teting people who are in the privileged

groups so they can be advocates for you. A loinoég it’s just seen as you being black
and angry. (Recorded interview, 3/24/2012)
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Noted here is Jason’s reference to the ‘angryestgpe, the fear of which, he felt, might deter
black students from exercising personal agencyamiting to effect social and cultural change
on campus.

In this section, students offered solutions toe8@le’'s equity problem. For Craig,
Selective would do well to expand academic supppportunities for black students, noting that
the summer bridge program and other support sendoe too limited in scope. Vida suggested
that social support must be designed to deal \Wwethrievitable challenges to black students’ self-
esteem. Sheila found the relative lack of blackulfigcto be particularly concerning. Thus, she
proposed that Selective increase the number ofkbfaculty and not confine them to
departments such as African American Studies. Stsddso recommended that Selective design
mentoring programs that are more relevant and rbettgned to the actual needs of black
students. Vida suggested a program whereby blagkralare matched with current students.
Kandace proposed matching high-achieving black estted with current students. Sheila and
Lisa, highlighted the need for additional coursekvand programming aimed at raising racial
awareness and sensitivity. Lastly, Jason, Keitd,\dda shared their thoughts about Selective’'s
role in effecting change and promoting equity. das@s of the opinion that equity might be
achieved if black students can enlist the suppiopt@gressive white students. Keith felt that any
effort on Selective’s part to make life more eqoikafor black students would invite charges of
“reverse racism.” Vida, for her part, believed ttta¢ collective agency of black students is what
is needed to fashion a more equitable Selectiveessity.

In the section that follows, participants refleat their experiences at Selective and offer

their insights to prospective black students.
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Orienting Black Students: Participants Offer Advice
“I think the goals for a black student coming inrses the goals of a white student, like
on average, are different. For black students, gfaduating; for white students, it's “I
want to be in student government, | want to doaterthings.” And we’re just trying to
just graduate, just survive, you know, get donBédorded interview, Jason, 3/24/2012)

In addition to proposing strategies that Selectwight undertake to promote equity
between black and white students, participants edssidered strategies that prospective black
students might adopt to ensure a more productive p@asant college experience. Strategies
addressed the importance of study habits, devedoguipport systems and expanding friendship
networks beyond exclusively black groups.

Not surprisingly, given academic challenges, pguéints’ advice emphasized the
importance of studying and compensating for thecqieed inadequacies in their college
preparation. In that regard, Briana offered théofeing:

Definitely know that you are going to work hardean you ever had to work. It's a lot of

work, and know that you may not be prepared. 16mg to be like a gap, because high

school did not prepare... | wouldn’t say every hgginool because there are some kids
that come from areas that are not urban areas,entigh school had prepared them. But
if you're coming from...Realistically, if you're comg from an urban area, specifically

[hometown, predominantly black city] and you gothose schooits the [urban magnet

school], the [urban magnet school], the [urban neagohool], a lot of these high schools

are not preparing you for college. | feel like | svenore prepared for college than
someone who went to [urban public school], [urbamlic school]or [urban public
school], but definitely I was not prepared on thee level as someone who went to like

a [suburban, predominantly white public school] [suburban, predominantly white

public school]. (Recorded interview, 3/17/2012)

Not being as prepared for Selective as graduatemat advantaged educational programs
became apparent to Briana only after she arrived tlais required more studying on her part to
succeed.

Students also commented on the need for prosgestivdents to develop a functional
support system, wherein they might find and buikkase of community. Sheila emphasized the

importance of establishing a support system earbne’s academic career. She noted:
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Just a piece of advice: establish very early asugystem, and to either seek one out, or
it would be for the university or whatever to patglace a support system for students of
color, or black students. (Recorded interview, 3122)

Likewise, Briana proposed attending the black cexpart to the University’s welcome week

events:

Start by going to welcome week, because they hackbielcome week, and so start by
going to different events to see what you like, aeeé what you enjoy, and see what
organizations you want to join. But definitely josomething, because you want to be
linked to some type of organization, for a sense@hmunity. (Recorded interview,
3/17/2012)

Also, notable among strategies for prospective esitglwas the suggestion to develop
more racially inclusive friendship circles. Shamaho confessed regret at allowing fear to deter
him from expanding his friendship network, recomuaheshthe following:

But it would be good to branch out as well. Thatis first thing | would say. And don’t
allow yourself to be, to withdraw based on negattsperiences with other people.
Because it's easy to use it as an excuse, likd.dbu know, try to find people that you
can talk to, that can sort of help you work throupht. I'd say try to join as many
organizations that are outside of your comfort zasepossible t00.So don’t allow a
negative experience with a white person to bagicatbp you from having, from
initiating a conversation with another one...Yealhihk probably the biggest thing is
not to just have.and to develop a support system, group of friemsgan..not to just
develop and have that group be homogeneous, Hiyt tgato get as much insight from
other individuals as well. For me, | mean, dealvith the things | was dealing with, it
was great to have my black friends that were inbih&iness school with me or what not
to go back and talk to. But I think for me it woutdve been good to have friends that |
was closer with that were white or any other rdxzg t could talk to, to get their insights
and perspectives, and try to make my insights niof@med. (Recorded interview,
5/19/2012)

Eric would offer similar advice:

I'd say don’t be afraid to step outside your corhfoone. Often how you're raised or
what atmosphere or culture you come from keepsatau narrow scope, but when you
get to the university, there are a lot of more @mmiand stuff out of there from what your
initial community was. Make sure it's something yreunot avoiding, because of how
you were brought up. (Recorded interview, 4/21/3012



168

Surprisingly and importantly, given the number wicial incidences reported by
participants, Keith was the only participant to keifly comment on the perils of racism. He
noted:

I'd tell them like you are going to encounter soraeism, you are going to encounter

strange looks every now and then, but dependingaunr field...Like if Selective is

going to give you a huge advantage, don't letapsyou. Just stop focusing on it, you
know, just kind of accept that it's going to hap@er don’t spend too much of your time
getting upset or mad about it. Like if someoneaidy disrespects you, yeah, address
them, but don't let it get to you. If someone thenfou’re stupid, work harder and set the
curve for that class. Like, you know, you're notrdnéo educate white people about

blacks; you're here to get a degree and get yoturdugoing. (Recorded interview,
3/23/2012)

Keith’s advice called for future students to regpaa blatant disrespect, but to work hard and
stay focused on their own goals, and not be detdryehe actions of others.

Overall, when asked to comment on ways to re-ime@@alective to improve their own
and other black students’ experiences, participaffesed their advice to prospective students.
Perhaps owing to the academic challenges expedesady in her tenure at Selective, Briana
directed her advice to graduates of predominanikourban high schools, which she felt
produced students who were, relative to their whienterparts, less prepared for academic
success. Thus, Briana emphasized the need for btadknts to mentally prepare themselves for
the realities of academic life on campus, and tm\staccordingly. For Sheila and Briana, the
support system affords students a feeling of betapgvhich they suggest is key to persevering
on Selective’s campus. In Sheila’s view, the eadige can establish a viable support system, the
better. Shamar and Eric advise the prospectivekbdtiedent step outside of their proverbial
“comfort zone” and seek to build friendships acroasial lines. In Shamar’s case, it was
important that experiences with racism not deteclklstudents from reaching out and forging
connections with white students. For Keith, the sage was this: while racism may be

encountered, black students must remain focusdatienpurpose and not allow perceptions of
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their abilities to set them off course. As suchsthdvice suggests the opportunity costs that
attended matriculating at Selective, areas whereesits needed to take responsibility for their
academic needs when structures at Selective pioadeéquate.

SUMMARY

Six major findings emerged from this study of tAfrican American graduates of
Selective University. First, they vividly describéldeir college-going deliberations. Selective
was the top choice for students and their paregit&n its reputation as a premier public
university. In addition, Selective could offer wHBCUs presumably could not: a “real world”
experience; that is, an opportunity to learn an@ Nvithin a racially and culturally diverse
community. Unfortunately, graduates of predominamthite high schools began their tenure at
Selective predisposed to the anti-affirmative actrbetoric of the time, having had negative
encounters with their white classmates and friends.

Second, participants’ first impressions of Selectiepresented the beginning of a culture
shock that these participants had not expectedicipants from predominantly black urban and
suburban high schools experienced varying degrdesutiure shock. Men participants
emphasized their stark underrepresentation in ldsiom. Significantly, academic shock, or
the experience of perceiving a disconnect betwegh $chool preparation for college and the
realities of learning on campus, proved a commanelst among graduates of predominantly
black urban and suburban high schools, promptindesits to question the quality of education
available at these schools.

Third, participants spoke at length about probliémexperiences with white students.
Students of both predominantly black and predontipamhite high schools reported negative

experiences with white students. On-campus affirreaction rhetoric was the most commonly
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cited concern. White students were also found tgage in racial stereotyping, especially of
black men, to demonstrate other offensive actiwjtend in other ways to display insensitivity
toward black students.

Fourth, participants reported a wide range of lehgkes to learning and living amid the
anti-affirmative-action atmosphere and racial signeing and insensitivity. These effects
influenced participants’ academic and non-acadédmwes. Unfortunately, it was not uncommon
for students to experience self-doubt and thusaireffrom speaking up in class, fearing that
doing so would potentially invite the critical gaz# their white classmates, or confirm
stereotypical views held about Blacks. Participahnis felt compelled to censor themselves, and
even other black students, when in the companyhitevetudents.

Fifth, in spite of these hurdles, the participafisnd ways to persevere at Selective.
Students engaged the support of friends, familg, redominantly black student organizations
to facilitate their adjustment to campus life. hetgingly, the Black Student Organization (BSO),
the de facto organization for black students, was regarded as a viable source of support
among these participants. Students also commemtéiaeoinspiration and support they received
from faculty of color, who were often credited wittelping to raise the racial and social
consciousness of their students. Significantly, tevhivomen faculty also supported black
students, serving as their academic advocates antbrs. Experiences with white (non-faculty)
staff proved to be less positive or rewarding, hosve

Finally, participants provided a vision for reinm@igg Selective as a more inclusive
institution of higher education. Here, participardentified disparities in the material support
extended to black, vis-a-vis white, students, arappsed strategies to help make Selective a

more equitable and fair institution, such as insmegthe numbers of faculty of color and courses
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aimed at sensitizing white students to diversitiBipants also extended advice to prospective
black students, highlighting the need to investhair studies, identify support systems, and,
significantly, develop more racially-diverse friestap networks.

In the chapter that follows, | discuss theseifigd in terms of their relevance to the

research questions, existing literature, and time@gtual frameworks guiding this study.



172

CHAPTER 5:

DISCUSSION OF FINDINGS—THE PERSISTENT SIGNIFICANCE OF RACE

INTRODUCTION

| began this inquiry into the learning and liviegperiences of black graduates of a

predominantly white, Midwestern university with tliellowing question in mind: How are

today’s black students faring in light of putatiedhifting perspectives on race and sustained

challenges to affirmative action in higher edugatexmissions? Given my own experiences

before and during my time at Selective in the md@&ds, | was curious to learn what had

changed, what had stayed the same, and what, ifrewy knowledge would be generated as a

result of this research. | wondered, for exammayhat extent findings might be consistent with

the existing literature, specifically Feagin, Vemnd Imani’'s (1996) landmark study, and

whether data would affirm the relevance of Critidghce Theory (CRT) and Equality of

Educational Opportunity as conceptual frames fodists investigating the experiences of black

students at predominantly white universities. Mgpecifically, | wondered:

What figured into Black students' decision to cleotzsattend a predominantly White
university?

How do Black students describe their own experignearning and living in a
predominantly White university?

To what extent might such experiences impact Bltcklents’ sense of well-being
and academic achievement?

In what ways might Black students cope and deah wetarning and living at a
predominantly White university?

To what extent might race be implicated in the elgmees of Black students at
PWIs, and how do students conceptualize, desaimbmake sense of race/racism?

What is the range of educational opportunitiesrdtd Black students, and to what
extent might these opportunities be perceived asgben par with those afforded
White students?
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e To what extent might the learning and living expedes of Black students exemplify
different forms of oppression?

And, in what follows, | organize the discussion fofdings along those lines to clarify the
contributions of the findings to the scholarshignfiing the study. As | highlighted in chapter 4
and discuss below, though much has changed wigieces$o the nature of the challenges black
students face on the predominantly white campuméhg a pervasive anti-affirmative action
rhetoric), a great deal has remained the sameifi8agutly, too, findings reveal new areas ripe
for examination, such as the disparate ways blagknen and men experienced learning and
living on campus.

In the sections that follow, | discuss these ifigg in terms of their relevance to the
research questions, the existing literature, aedctimceptual frameworks guiding this study. |
conclude the chapter with a discussion of futurseaech possibilities, study limitations, and
some final thoughts.

BLACK STUDENTS' DECISION TO ATTEND A PREDOMINANTLYWHITE

UNIVERSITY

According to the existing literature, particulafieagin et al. (1996), the process of
choosing a predominantly white university over adaminantly black, is often a challenging
one for African American students and their pareinideed, Feagin et al. found that, unlike their
white peers, black college-bound students are oftenflicted over their decision-making,
because they must consider the opportunity costsvé11997) and implications associated with
attending a predominantly white university—one wiéthgreat many resources but reputed as
racist and unwelcoming to black students. The guestith which they grappled was a variation

of the following: Do | attend a university knownrfbeing racist and hostile to blacks, and risk
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being demoralized? Or, should | consider a lesatadye, albeit more affirming predominantly
black university?

Significantly, findings in this study challengeigiproposition. Indeed, far from being
conflicted, respondents and their parents wereagcsat the prospect of attending Selective,
which they held in high regard. Much like their @ats, participants felt that a Selective
education and degree would be their “ticket outhef hood,” and confer advantages that a less
selective university could not.

Whereas Selective was lauded as the best posgbtendor black students, participants
were less charitable in their view of HBCUs. Faspendents, HBCUs were perceived as less
accessible, given their locations in the southegion of the country, and thus as a less cost-
effective proposition. Respondents also believed HBCUs would not afford the “real world”
experience of a predominantly white university. riRrtheir perspective, the “real world” is not
all black, and success in the global economy distdélhat students be schooled in a racially-
diverse (read: predominantly white) setting. ThtHlBCUs would put them at a decided
disadvantage after graduation.

Although participants were in accord in their vief Selective relative to HBCUs,
important differences were noted. For instancedygtes of predominantly black high schools
registered the most concern with HBCUs. For the®CHs would provide more of the same,
meaning more of what they had already experienagghroducts of mostly black high schools.
They spoke of a desire for something different, &amdorge friendships across racial lines.
Conversely, graduates of predominantly white schaskessed HBCUs more favorably. These

respondents used experiences in predominantly wgetengs, especially during their high
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school years, to anticipate that Selective mightabeextension of the anti-affirmative action
rhetoric experienced at the hands of white higlosthlassmates.

Thus, relative to their counterparts in Feagialés (1996) study, respondents here were
presented with a more unfavorable and complicatedext of choice (Howe, 1997). Absent a
counter-narrative (collective memory, in Feagimkt 1996), one providing a glimpse into the
academic and social realities of learning andngivon a traditionally white campus (e.qg.
Students might have to contend with anti-affirmataction rhetoric and/or racial stereotyping),
and absent HBCUs as a viable option, participaaliberated over and ultimately decided upon
Selective less clear of the implications and opputy costs associated with attending a
predominantly white university.

BLACK STUDENTS LEARNING AND LIVING IN A WHITE UNIVERSITY

Several studies, most notably Feagin et al. (19%8)e documented the challenges black
students encounter on a predominantly white camigpen matriculating to the predominantly
white university, black students experienced adjpestt issues, for example. Indeed, participants
here spoke of the discomfort associated with béwegonly black in the class, with feeling as
though all eyes were on them and that their evemgdwvas being scrutinized. For black men in
study, who were more under-represented than blamkem, this “culture shock” experience
proved especially intense.

Although experiences with culture shock have bgelh documented in the literature, the
phenomenon of academic shock has garnered les#i@tteIndeed, findings in this study
document academic shock as a reality for blackestis] particularly among those graduates of
black high schools. While graduates of predomiranthite high schools indicated less

difficulty adjusting to academic life, graduateshdéck high schools found their adjustment to
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academic life on campus to be especially daunting. example, study participants expressed
astonishment when their placement exams indicdtadthey needed to enroll in a preparatory
course, one beneath that suggested by their higbok&GPA, leading them to question the
quality of education afforded at their respectivghhschools. While they appreciated the family-
like atmosphere and the support of teachers andseburs, they felt less prepared than their
counterparts from predominantly white high schoBktrticipants also wondered how their white
peers partied heavily yet still managed to do well.

As noted in chapter two, black students at predantly white universities often contend
with the racial microaggressions of their white igseéglowever, whereas the literature cites racial
stereotyping and profiling as the most common naiggvessions, findings here reveal anti-
affirmative action speech to be most prevalentde&d, respondents discussed the frequency
with which white peers would engage in anti-affitima speech, which permeated every social
space of significance, and took exception to thergdn that black students were being admitted
because they were black, not because they were.dReaial stereotyping was also common,
and black students felt that they were perceivedeas academically capable and, in the
particular case of black men, loud and “ghetto” amore athlete and entertainer than student.
For graduates of black high schools, racial micgoegsions opened their eyes to the kind of
racism they believed had long since passed.

Not all microagressions were deemed equal, howeves be sure, while
microaggressions in general were viewed as offenghrican American students indicated a
particular aversion to anti-affirmative action rhiét. Respondents believed that such rhetoric
guestioned their right to be on campus, and thgisaged that they were not Selective material

and worthy to be on campus.
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Furthermore, data reveal differences in the wagckhlwomen and men experience and
interpret microaggressions. For instance, black amnwere subject to various invasive
guestions concerning their grooming regimen (i@v tfand why they style their hair the way
they do). While such questions were found to bensgive, especially if the inquiring white
student had not taken the time to establish rappbely had not called into question black
women’s status as a student. Black men, on the otdwed, were often stereotyped as athletes
and entertainers, which, when combined with ariiirafitive action rhetoric, conveyed the
message that they were not student material, kadiied for academic life.

Consistent with Feagin et al. (1996), findings eheahow that black students were
challenged in their effort to develop and sustaimss-racial friendships, given the frequency
with which white peers engaged in racial microaggi@ns. Indeed, participants spoke of their
resistance to forging friendships with white studemvhom they felt harbored negative views
about Blacks. They also noted that when friendshipse developed, they were more often
superficial and short-lived. Significantly, althdugespondents began Selective open to crossing
the racial barrier, they graduated without a singhite friend.

Data here also support previous research linkimg tprevalence of racial
microaggressions to negative appraisals of camimate (Hurtado, 1992; Solorzano, Ceja, and
Yosso, 2000). Study participants described thempizs as tense and polarized, with Blacks
congregating with Blacks and Whites congregatingthwWhites. They asserted that
microaggressions, particularly anti-affirmativeiantspeech, further exacerbated the tension and
racial division evident on campus.

Lastly, research has not only implicated whitedstis in creating a hostile and adverse

racial climate for black students, but white fagudis well (Feagin et al., 1996; Love, 1993;
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Fleming, 1984). As noted in chapter two, black ettd perceived white faculty as
unapproachable, emotionally, socially, and acadaligicinavailable, and culturally-insensitive.
However, data here challenge these findings. Wherespondents perceived white peers to be
racially offensive and insensitive, they were legscal in their assessment of white faculty. In
fact, black students in this study were able taldsth rapport with white faculty, and often
consulted them on academic matters, such as whathehange a major. Respondents also
pointed out instances where white faculty affirméebir work and academic aspirations.
Faculty—especially women— were often perceived amd concerned about social issues
impacting black students and their community, tbligllenging black students’ perception that
all white people were racists.

These positive experiences notwithstanding, nbtwaite faculty were held in equal
regard. White men faculty, for instance, were vidvas less helpful and supportive than white
women faculty, and black students often commentedheir inability to connect with them.
Furthermore, respondents reported more frequent @ogitive experiences with graduate
teaching assistants than with their professors.

Although white faculty, overall, were viewed infavorable light, white staff were
decidedly not. Study participants felt that univtgradvisors, for example, were less supportive
of and attuned to the academic needs of black stsd&espondents also implicated campus
police, who were found to routinely engage in rbprafiling and harassment of black students.
Ironically, such harassment was irrespective ofdgenwith black women and men both subject

to negative encounters with campus police.
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IMPACT ON BLACK STUDENTS’ SENSE OF WELL-BEING AND EADEMIC
ACHIEVEMENT

Consistent with Feagin et al. (1996) and othetss tstudy found that racial
microagressions exacted a significant psychologicdl However, whereas the literature
documents general stress among black studentsndsdhere specify the ways in which this
stress is manifested. For instance, participagitsffustrated at having to constantly defend
themselves to their white peers, who, again, betlethat they were at Selective because they
were black, not smart. Respondents also tired wingato educate white students about black
people and culture, and commented on the unfairnésshat was perceived as a double-
standard: When white students seem *“ignorant” aicklculture, they are not perceived as
culturally-deficient, as is the case when blackistis appear “ignorant” of white culture.

While the “Acting White” (Fordham & Ogbu, 1986) gthesis was not borne out,
suggesting that black students do not view highircational attainment as tantamount to
“acting white,” findings here do support studiessiing a link between negative racial
stereotypes and academic performance (Steele 1888le (1997) has suggested that “society
stereotypes about groups can influence the intaiédunctioning and identity development of
individual group members” (p. 613). Indeed, althowgpnfident in expressing themselves in
mostly black contexts, respondents experienceedseibt, and thus were less inclined to engage
in the predominantly white classroom. Participamiere especially concerned that their
comments would be negatively perceived, and miglggsst to white peers that they are less
capable and thus not Selective material.

Findings also confirm research suggesting thatkbédudents feel pressured to assimilate

and conform to white, middle-class standards o$sl@nd speech when in predominantly white
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settings. Indeed, given the prevalence of raciatmaiggressions, specifically racial stereotyping,
students in this study indicated a tendency to-c@isor and adopt speech and dress deemed
more “acceptable.” In this respect, findings haeaso consistent with Fordham’s (1996), who
posited that black students in predominantly wiki#ings tend to adopt a “raceless persona.”
Participants felt that when they were among thkicl peers, they could be relaxed and free to
express and be who they are. However, when théngettas mostly white, respondents
experienced more tension, and thus felt less fsrd@etthemselves. They also felt compelled to
censor black friends who might invite the kind efgative attention they hoped such conformity
would deflect.

COPING WITH LEARNING AND LIVING AT A PREDOMINANTLY WHITE

UNIVERSITY

As previously noted, Aguirre and Turner (2004)cdss four ways that students of color
cope and adapt in racially-charged, predominanthitevsettings. “They will accept their
conditions passively; they will assimilate if thase able; they may participate in marginal ways;
or they may choose to withdraw or self-segregatgaoticipate in organized protest, rebellion or
even revolt” (p. 16). This study found (as did Taful997) that black students tended to self-
segregate, preferring the company of their blacdepéo those of whites, with whom they were
not friendly or open to forging cross-racial friesgps. For students here, exclusively black peer
networks, be they friends or student organizationsye important social outlets where
frustrations could be validated, where black sttsleould gain leadership experience (unlike in
mostly white student organizations), and where tbeyld serve the black community, and
where they might be able to effect social changer Petworks were also important to identity,

and black students often affiliated with studergamizations that shared similar values, such as
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the Christian gospel choir. Indeed, for studentsthis study, black peer networks proved
essential to their survival as black students predominantly white campus.

According to Patton (2006), black students on pneidantly white campuses tend to
gravitate to their de facto black student orgamratHowever, findings here reveal substantive
concerns with the Black Student Organization (BSEpecifically, participants felt that the BSO
was too militant and out of touch with today’s estudents, and that it should direct its energy
to civic-minded goals, such as helping tutor blackool children. Black women also perceived
the BSO as having sexist tendencies. They felt, tthating the day, black students were all
sisters and brothers; but at night, at a partyckolaen miscast black women as the targets of
sexual conquests, no longer identifying them as thisters.”

RACE AND RACISM IN THE EXPERIENCES OF BLACK STUDENT AT PWIS

Consistent with Critical Race Theory (CRT), Feagiral. (1996) and others, findings in
this study reveal that race and racism figure pnemily in the lives of black students at PWIs.
As noted, students in this study were frequentlgjestied to racial microaggressions, which
seemed to permeate every social space of signtiécaihe classroom, the residence hall, the
public arena. Consequently, respondents oftentikastampus climate in racial terms, describing
it as variously tense, heated and balkanized, blalck students congregating with other black
students, and white students congregating withrotfieites. Respondents also felt that while
white students have the luxury of not thinking abtheir race, black students are not so
fortunate. Indeed, they often described thinkingutlyace in terms of a nine-to-five job: In the
day, when they are going about the business oégel(that is, in classes), race is foremost on

their mind. However, in the evening, when they ‘&ieking it” with their black friends in the
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residence hall or meeting with fellow members dilack student organization, they can relax
and think less of race.

Significantly, data here show that black men armmen perceive the salience of race
differently. For black women, race (and racismufeggd much more prominently than gender
(sexism), and thus was considered to be more sakeosm their perspective, white students see
and think race before they see and think gendeticpkarly in the context of affirmative action.
Thus, race for them will always be the variablewdych they are judged. Black men, however,
perceived their race and gender to be equally itapor Whereas black women referred to
themselves as simply “black,” black men often cateitl their race and gender, identifying
themselves as “black males or “black men. Blacknnaéso felt that they are especially
susceptible to racial stereotyping, because theysaen as black men or black males, and not
simply black.

EDUCATIONAL OPPORTUNITIES AFFORDED BLACK STUDENTS@VPARED TO
WHITES

Consistent with Feagin et al. (1996), data hensthat the educational opportunities
afforded black students are perceived as moredavatnd of lesser quality than those afforded
Whites. For example, respondents lamented the tfedt while academic scholarships were
theoretically available to all students, Black st rarely attain the grade point average needed
to compete. Consequently, academic scholarships penceived as essentially the province of
white students, and thus not available to Blacks.

In a similar vein, participants questioned the liggiaof tutoring and other academic
support programs. For them, the tutoring affordéth students paled in comparison to that

afforded Whites, with tutors for black studentsgeéred as lacking the appropriate credentials.
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Respondents also critiqued the quality of the sumibnielge program. Although it served as a
kind of buffer against culture and academic shoekpondents felt that the courses were not
sufficiently rigorous, thus not comparable to theditional” courses offered fall semester.

According to Feagin et al. (1996), “the relatiVegage of black faculty comes as a blow
to many students” (p. 106). Findings here cleanlyssantiate this view. Although white faculty,
specifically white women faculty, provided acadensigpport, black students more readily
identified with faculty of color, who provided bottademic and social support, by helping to
cultivate a sense of family and community on camfiahome away from home.” For students
here, the presence of black faculty on campus wasowering. They reasoned that if black
faculty could negotiate and ultimately thrive ippgedominantly white world, then so could the
black student. Thus, the relative lack of blackufa; especially in departments such as
engineering, emerged as a concern for particip&®aer black faculty meant fewer potential
mentors and sources of academic and social support.

Black students felt equally short-changed by tihatéd availability of social outlets.
Study participants had fewer social options, androthose available were perceived as inferior.
For example, whereas white students had frateemty sorority homes to call their own, black
students had no such spaces, and thus were beholdes university for social events, such as
fraternity and sorority get-togethers. Indeede@urring lament of students in this study was the
overrepresentation and encroachment of “white” sfghere, fraternity and sorority houses), and
the virtual absence of “black” space. Furthermaespondents felt that mostly white student
organizations, such as the Pre-medical Societyufms®eym), were better financed than those

available to black students. Often times, blacldeitis had to conduct fundraisers to support
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their initiatives, whereas these activities wergcpwed as unnecessary for white student
organizations.

For black students, learning and living on campueere they were routinely subjected to
the anti-affirmative action rhetoric and racialretgyping of their white peers, reinforced the
view that while white and black live separate livigese separate lives are far from way equal.
From their perspective, Selective’s “playing fielas uneven, in part because they, unlike their
white peers, contended with racism (i.e. racialroaggressions), which undermined their ability
to be confident, and thus perform at a comparael|

Findings in this study also show that black stusl@erceive the lack of equity at the pre-
college level to be a grave problem. As noted, aesad shock was a common a lament of
graduates of black high schools, who described @djustment to academic life as difficult at
best. Students felt underprepared for Selectind, feequently commented on the disconnect
they perceived between their high schools anddhéties of learning on Selective’s campus. In
their opinion, white students began Selective bettgiipped for academic success, and thus at a
decided advantage. Black students, on the otheat, Head to work twice as hard to match the
performance of their white counterparts, furthémfegcing their view that separate is unequal.

Ultimately, the limited educational opportunitiaorded black students, vis-a-vis white
students, signaled that they were not accordedfulierecognition (Howe, 1997) of their
disparate educational histories, of their psychiclgburdens resulting from a contentious
campus climate, or of their need for people whagedl experiences aligned with their own,

something seemingly taken for granted and accaiméueir white peers.
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EXPERIENCES OF BLACK STUDENTS EXEMPLIFYING FORMS UBPPRESSION

As noted in Chapter 2, Young (1990) posited fiaeels or types of oppression
encountered by oppressed groups: exploitation, imaigation powerlessness, cultural
imperialism and violence. | will discuss each imtunoting its relevance to the present study.
Exploitation

Consistent with Feagin et. al. (1996), findingsnirthis study show that black students
are often tracked (Oakes, 2005) and discouragea frarsuing majors affording greater prestige
and earning potential (Feagin et al., 1996). Beedulack students had paid the same tuition as
whites—and thus deserved the same opportunitiesckbbraduates felt exploited by the
university and blunted from their academic dreakws. example, respondents felt that advisors
were less supportive and more discouraging when dlsademic goals included majors deemed
difficult, such as pre-med, and often redirectednthto those perceived as easier and less
rigorous, such as nursing. Findings also revediat these same advisors were less versed and
knowledgeable about “minority” and alternative-adsmn, pre-med programs. Indeed, while
several study participants began Selective withnpee as their major, only two were able to
successfully complete the curriculum, setting intioto a vicious cycle of exploitation: Fewer
black students in the pre-med pipeline meant feRlack medical doctors, and thus fewer
Blacks represented in the professional class.
Marginalization.

Findings in this study overwhelming support pregioesearch indicating that black
students felt marginalized on predominantly whiganpuses (Feagin, et al., 1996). To begin
with, because white student organizations weregdeed as unwelcoming and less interested in

pursuing issues important to black students, spalyicipants felt compelled to restrict their
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membership to predominantly black student orgaiumat thus reinforcing their perception and
sense that they were not part of a broader canpuscinity. Respondents also felt alienated by
anti-affirmative-action speech, which signaled thaty were not like the average Selective
student (read: white), whose admission did notirecaffirmative action, and thus black students
fell outside of the mainstream campus communitgniBicantly, for black men participants, the
prevalence of racial stereotypes, most of whichkedthem as athletes and entertainers, served
to compound their sense of marginalization.
Powerlessness.
Although research in this area is scant, evidendhis study clearly validates Young’s

(1990) notion of powerlessness. Significantly, msents felt at times powerful and powerless,
depending on the social justice issue at handifsteince, when it came to creating a community
(e.g. black student organization) wherein blackishis felt supported and nurtured, participants
perceived that to be within their collective capacindeed, they felt that it was their duty to
reciprocate the support they received from blaghkengassmen and women. However, when the
issue was perceived as structural (e.g. addre&sih?) disparities, campus racism), participants
guestioned the extent to which they could effecnge. In their view, structural change (e.qg.
affirmative action) required either state intervent in the case of K-12 educational
opportunities, or enlisting the support of progresslike-minded Whites, in the case of campus
racism.
Violence.

According to hooks (1995), violence against blaebgle is promoted, encouraged and
condoned in white supremacist contexts. Racialilprgf by campus police notwithstanding,

findings in this study (as in Feagin, et al.,1986Jorzano & Villalpando, 1998) suggest that the
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violence inflicted on black students is often psylogical in nature. For example, when white
peers defaced Obama posters and left McCain’s wmbedd, study participants perceived these
acts as aggressive, and as directed at peoplthike. In a similar vein, respondents commented
on the often hostile and anti-black nature of affirmative action speech. Lastly, violence was
in evidence in the pressure they felt to self-cenassimilate, and thus hide their true character,
histories and cultural markers of affiliation (e:plack” talk). Such acts, and the inevitable
stresses and pressures they engendered, signakesptmdents that they were less than, and not
worthy of the dignity and respect accorded to thehite peers. In their view, psychological
violence betrays the entire notion that some afadhdeemed equal.
Cultural Imperialism.

Taken together, these oppressions spanning exXjboitanarginalization, powerlessness,
and violence accrue in an instance of cultural imaiem. As previously noted (see chapter 2),
“to experience cultural imperialism means to expeeehow the dominant meanings of a
society render the particular perspective of om#® group invisible at the same time as they
stereotype one’s group and mark it as the Othedu@g, 1990, p. 59). For participants in this
study, cultural imperialism (here, the notion ttke campus is white, and that “white” is “right”)
was clearly in evidence. And here again, resporsdiemplicated anti-affirmative action speech,
which conveyed the message that while white stsdéeserved to be at Selective (read: white is
right), black students did not, as well as the etgieon that black students align their behaviors
with those deemed appropriate in the white spaceaofpus and divorce themselves from the
complex black-white social history in our counthgfe, marking the campus as white, because it
could collectively ignore black history). Taken éblger, the Selective campus culture

systematically elevated some (white-identified hedra and perspectives) and rendered others’
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invisible (those of blacks). Through these procegbat played out in social interactions on
campus, white became marked as mainstream, arkloiadked as “other.”
LIMITATIONS

Although every effort was made to ensure trustiingss (Lincoln & Guba, 1985), two
limitations to transferability need to be acknovged. First, the participant sample may not be
representative of Selective graduates as a whalekéJFeagin et al. (1996), whose thirty-six
participants were randomly selected, this study leygal a snowball sampling method (see
chapter 3), whereby participants assist the rekeatia recruiting other participants. Moreover,
respondents in this study were admitted to Seleastithin a specific context of time, before and
amid state-wide challenges to affirmative action higher education. Thus, given that
respondents were acquaintances or friends, anddatieSelective at a time of intense anti-
affirmative action activity, caution is advised whapplying findings to other black, Selective
students, particularly those whose admission cdettiwith study participants’, or to current or
future Selective students, who are and will be ye@mmoved from anti-affirmative action
rhetoric.

Second, data were collected from a large, higliective public university in the
Midwest. As such, transferability across institnb settings may be limited to those with
similar characteristics, such as admissions stdsdanstitutional size, public vs. private,
geographic region, and the proximity to a largedpminantly black urban community.

POSSIBILITIES FOR FUTURE RESEARCH

Although this dissertation has significantly desg@ my understanding of the learning

and living experiences of black students at a RWWthe Midwest, it has left me with additional

guestions. Based on my research findings, five sarage particularly fertile for future
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investigation. The first, and perhaps most obvicaiga concerns the learning and living
experiences of black students at a post-affirmagieton, predominantly white university. We
know from this study that black students at PWIi® fpoorly when learning and living amid
state-wide challenges to affirmative action. Foaraple, we know that anti-affirmative action
rhetoric is pervasive, and that black students éeehpelled to defend their right to be on the
white campus. What we have yet to understand arextperiences of black students admitted to
selective, predominantly white universities aftéfirmative action (i.e. race-based admissions)
has been eliminated. There, do black studentsendntith racial microaggressions, such as
those questioning their right to be on campus? abg, black students seen as “equals,” and
spared the indignities of racism and anti-affirmataction rhetoric? Certainly, given past and
current efforts to abolish affirmative action (THeS. Supreme Court will be taking up this issue
as of this writing), the experiences of black shudeat post-affirmative action white campuses
merit scholarly attention.

A second possibility concerns the experiences aflgates of predominantly black high
schools relative to those of predominantly whitghhschools. As data here show, meaningful
differences exist in the way that graduates of lolaigh schools experience the predominantly
white university. For example, compared to theiardgerparts from predominantly white high
schools, graduates of black high schools experisigreficant difficulties adjusting to the social
and academic realities of the PWI (i.e. culture awddemic shock, respectively). Indeed,
findings reveal a disconnect between the blackmuaryal suburban high school and the selective,
white university, with graduates of predominantlgdix high schools feeling less academically
and socially prepared than their counterparts fignite high schools. In order to effectively

address this disconnect and the disparities betweertwo groups, we need to expand our



190

understanding of the perceptions, expectationaggharation of held by graduates of black high
schools.

In addition, findings here reveal significant drifaces in the way black men and women
experience PWIs, as well as the way they perceige and gender. For example, whereas black
women perceived their race to be more salient thair gender, black men found both to be
equally salient. Furthermore, while both groupsensubject to racial profiling and stereotyping,
stereotypes directed to black men (e.g. athletertmner) conveyed the message that they were
not “real” students. Yet, “although many researshbave studied black students on white
campuses, few have independently examined trendspmes, and the experiences of black
male and female collegians. That is, black studeat® long been treated as a monolithic group
and data are not disaggregated by gender in mbdispad research” (Harper, 2006, p.1). Thus,
the literature would be well served by studies tlvgpand our understanding of the different
ways black men and women perceive and experiecprédominantly white university.

Findings also suggest the need to explore bladkestis and resilience. Although black
students encounter and are affected by racial mgg@ssions, and engage predominantly black
student organizations as a means of negotiatingralcally-charged white campus, more
research is needed to understand their abilityetsigt and ultimately graduate. This is especially
the case for students of predominantly black highosls, who face the additional burden of
culture and academic shock. Certainly, we couldrithat black student organizations, and the
friendships born of such affiliations, play a roléowever, might other factors, such as one’s
personal resolve, also be at play? Additionalaedewould advance our knowledge of those

factors supporting black student progression.
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Lastly, data suggest ambivalence with respect ¢ovthy black students conceptualize
and make sense of race and racism. Several exasyppsrt this view: participants’ perception
that HBCUs are not as “real world” as their predoamtly white counterparts; that the Black
Student Organization’s tactics as too militant audmoded; the observation that while black
students need to versed on white culture, whitdestts need not be versed on black culture; the
reality that while black students begin their tenapen to cross-racial friendships, they conclude
it without one white friend; and, finally, the adei that prospective Blacks develop more
racially-inclusive friendship networks, despite atge experiences with white students. The
apparent paradoxes in these findings beg two aqrestvorth investigating if we are to further
expand our understanding of black students attgndihite universities: What is race to the
black student at the predominantly white univefsitgnd How do black students reconcile their
experiences with racial microaggressions with tloisire to connect to campus and befriend
white students?

CONCLUSION

The invitation came in an email. In November ofi@0two months before conducting
my first interview for this study, the Black Stude€drganization held its annual alumni event.
Curious to learn what had become of the BSO (I welsover two decades removed), | accepted
the invite and headed to my old stomping grounds.

At first glance, everything seemed to be in orgiest as it was when | was a member.
Captive black audience? Check. Pouring of libationsonor of the ancestors? Check. But the
four white students sitting in the audience? Thas wifferent, and certainly not the case when |

was a student. Times had clearly changed.
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Yet, | wondered, had they? Unfortunately, asifigd here clearly show, the “change”
that | witnessed that evening was more illusionréaial harmony and togetherness) than reality,
more symbol than substance, more cosmetic thartasih® or meaningful. In other words,
American society remains disappointingly far froealizing the post-racial ideal, one devoid of
racism and inequality of educational opportunity.

Interestingly, while we are far from a post-racranerica, we are, decidedly (and
literally) post-affirmative action, in that socieydiverging from a conceptualization of equality
of educational opportunity that incorporates Howé€X997) notions of recognition and
nonoppression (see chapter 2). As the findings hareal, educational, social, economic and
political equality continue to elude black studefisrthermore, Blacks are often not afforded the
recognition or “power” to effect structural changed thus reduce inequality, begging a final,
thought-provoking question: Ultimately, what woube the point of re-imagining Selective
University (see chapter-4)or any predominantly white university, for thatttea— if the limited
educational opportunities available to black stuslemis-a-vis Whites, render them unable to

gain admission or, once on campus, to thrive acam#iynand socially?
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APPENDIX B
BEHAVIORAL RESEARCH INFORMED CONSENT

Title of Study: LEARNING AND LIVING WHILE BLACK: BLACK STUDENTS, WHITE
UNIVERSITIES AND THE AGE OF POST-AFFIRMATIVE ACTIOMND POST-
RACIALISM

Principal Investigator (PI): Rosalind Reaves

Purpose

The purpose of this study is to gain insight irfte tearning and living experiences of Black
students at predominantly White universities. AsAfimcan American and recent graduate of a
predominantly White university, your insights aretgpectives will be invaluable.

Please read this form and ask any questions you mdyave before agreeing to be in the
study.

Study Procedures

If you agree to take part in this research studyy will be asked to comment on your
experiences at Selective University (a pseudonyng bne-on-one, semi-structured interview,
and again as part of a focus group of 8-12 paditif for a total of two study visits. (The focus
group will convene eight to ten weeks followingiwidual interviews). The interviews will take
about 60 and 120 minutes, respectively, and thevioghahl interviews will be held at a time and
in a place that is most convenient for you.

1. As part of the individual interview, you will belesd to respond to 20 and 25 questions
regarding your experiences at Selective Univer§seudonym). The purpose of the
group interview is to gather each of the 10 pgrtots and confirm experiences and
perceptions from each of the 10 individual intevwse

2. The individual and focus group interviews will taldout 60 and 120 minutes,
respectively.For the purpose of ensuring accuracy, the intersiew be recorded on
audio and/or video tape and transcribed. You mayirdeto be recorded (in either or
both cases), and you may request to have the mrctundhed off at any time during the
interviews. After the audio and video tapes ar@edcabed, within a year’s time, all
names will be removed from the data and the tapiebevdestroyed.

3. Interview questions will ask you to consider yowcidion to attend a predominantly
White university, your experience while there, ampact your experiences may have
had on your personal and/or academic well-beind, lesw you may have coped and
adapted to campus life. With your permission, ardle purpose of ensuring accuracy,
the interviews will be recorded on audio tape amatdcribed. You may decline to be
recorded (in either or both cases), and you mayeastgto have the recorder turned off
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at any time during the interviews. After the authpes are transcribed, within a year’s
time, all names will be removed from the data dredtapes will be destroyed.

4. Pseudonyms will be utilized throughout, and anginfation that can possibly identify
you will be omitted to maintain your anonymity.

Benefits

As a participant in this research study, there rbayno direct benefit for you; however,
information from this study may benefit other peopbw or in the future.

Risks

There are no known risks at this time to parti¢guratn this study.

Study Costs

o Participation in this study will be of no cost towy

Compensation

You will not be paid for taking part in this study.

Confidentiality

All information collected about you during the cserof this study will be kept confidential to
the extent permitted by law. You will be identified the research records by a code name or
number. Information that identifies you personalyl not be released without your written
permission. However, the study sponsor, the Ingiital Review Board (IRB) at Wayne State
University, or federal agencies with appropriatgutatory oversight [e.g., Food and Drug
Administration (FDA), Office for Human Research faions (OHRP), Office of Civil Rights
(OCR), etc.) may review your records.

When the results of this research are publishedismussed in conferences, no information will
be included that would reveal your identity.

If photographs, videos, or audiotape recordinggaef will be used for research or educational
purposes, your identity will be protected or disga. Audio tapes will be destroyed immediately
upon following transcription.
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Voluntary Participation/Withdrawal

Taking part in this study is voluntary. You have tight to choose not to take part in this study.
If you decide to take part in the study you caerahange your mind and withdraw from the
study. You are free to only answer questions thatwant to answer. You are free to withdraw
from participation in this study at any time. Yalecisions will not change any present or future
relationship with Wayne State University or itsiledfes, or other services you are entitled to
receive.

The Pl may stop your participation in this studythout your consent. The PI will make the
decision and let you know if it is not possible you to continue. The decision that is made is to
protect your health and safety, or because yowndidollow the instructions to take part in the
study

Questions

If you have any questions about this study nowrothe future, you may contact Rosalind
Reaves or one of her research team members abltberihg phone number Xxx-xxx-xxxx. If
you have questions or concerns about your righta assearch participant, the Chair of the
Institutional Review Board can be contacted at J&&7-1628. If you are unable to contact the
research staff, or if you want to talk to someotieothan the research staff, you may also call
(313) 577-1628 to ask questions or voice concermemplaints.

Consent to Participate in a Research Study

To voluntarily agree to take part in this studyuyaust sign on the line below. If you choose to
take part in this study you may withdraw at anyetinfou are not giving up any of your legal
rights by signing this form. Your signature belowdicates that you have read, or had read to
you, this entire consent form, including the risk&l benefits, and have had all of your questions
answered. You will be given a copy of this condenm.

Signature of participant Date
Printed name of participant Time
Signature of person obtaining consent Date

Printed name of person obtaining consent Time
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APPENDIX C
SEMI-STRUCTURED INTERVIEW PROTOCOL

Introduction:

Thank you for agreeing to participate. As you knthis is a study about the learning and living

experiences of Black college students. Today, lehtp converse with you about your

experiences at Selective University. | am mostested in your reasons for choosing Selective,
your perceptions and experiences while there, Huegd experiences may have impacted you
personally and academically, and any adaptive goicg strategies adopted to facilitate your
adjustment or connection to the campus. Your egpees are important to me, so please treat
this as a conversation, with no right or wrong aessv

Before we begin, I'd like to reiterate a couplekel points from the signed consent form.

1. Interview will take about 1 or 1.5 hours to complet

2. You can share what you wish to share. If you wodther not respond to a particular
guestion, that is fine. You can simply indicate so.

3. You are free to choose not to participate in aluoy part of this study. At any time, you can
excuse yourself without any consequences.

4. To ensure that | have as accurate a record of isguskion as possible, | am asking your
permission to audio -record the interview. Is tbl? If you would like to go off the record
during the interview, you may request to have #eorder turned off. This recording will be
deleted within a year’s time or as soon as | hakaiable transcription, and I'll destroy your
contact information after conducting the group nwiew.

5. You should know that | will do everything in my pemwto keep your responses confidential
by never linking anything that might identify youtlwany part of my data set. In fact, in the
findings, | will insert pseudonyms to obscure imh@tion that might be used to guess who
said what.

Opening discussion:

Again, my main goal in this research is to underdtéhings from your vantage point. Of course,
| was a student here and of course | had plengxpgriences, both good and bad. However,
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your experiences, perspectives, beliefs, and st@aiie what this research is about. Do you have
any questions?

Interview questions are posed and followed by prisrap needed.
Context of Choice

1. First, tell me about going to high school.
a. High school attended
b. Grew up where?
c. When did they realize they wanted to go to college?
2. Let’s talk about your decision to attend Selectieversity? Thinking back, tell me
about your decision to go to Selective.
a. People involved in conversation/decision?
b. All the things taken into account in making thiideon?
c. Are there are things you took into account?
a. Tell me how (a “thing” identified by the participguplayed a role?

3. What were your perceptions of Selective Univerptigr to attending?
4. What were all of the fears you had about atten@elgctive University?

a. Were there other concerns?

b. Did you have any other reservations about atten8gigctive U?

c. Which of these concerns seemed the strongest? \Wg/they stronger?
5. Ditto with parents.

Campus Experiences/Perceptions

6. Tell me what it was like for you to go to Selectivaiversity at first. (What were your
first experiences and impressions of Selective Ehsity?)

a. Could you give an example to illustrate what yolamehen you say (whatever
is said)?

b. You mentioned an example (within or outside thesiaom)... How common
were those kinds of experiences?

c. Tell me what it is was like (within or outside tblassroom, whichever wasn’t
mentioned)

d. Were there other kinds of situations? Tell me altioose.

e. How common were these kinds of situations?

7. Tell me about or describe interactions with othadents on campus?
a. What are all the kinds of interactions you mightédnavith other students?
i. Prompt for within and outside the classroom expeegs.
b. How would you describe your friends?
c. What were all the things you did outside the classr with those considered
friends?
d. What about those who were not considered in yoendiship group. What did
you do outside the classroom with those not cons@l&iends?
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8. Tell me about your interactions with faculty, staffd administrators?
a. Where did these interactions happen?
b. What happened in these interactions?

Impact/Effect

9. Earlier you mentioned that (experience/incidenegivand that this was a challenge to
your attending (or changed your perception or amraf) Selective University. Were
there other challenges?

Were there other challenges?

What were all of the challenges you faced?

Which of these would you consider the most chailegp@or serious)?

What makes (this or) these more challenging?

apop

Coping/Adjustment

10.When you think about the challenges that you fateskelective University, what are all
of the things you did to cope with or adjust tosthehallenges?
11.Were there more?
12.How did (example given) help you cope with or atljodife at Selective?
13.Were there specific campus groups?
14.How did (it/they) help you cope with or adjust tie lat Selective?
15. Were there particular campus services or supporices that you used to cope with life
at Selective? (Prompt for how these may have hgbpeticipant to cope/adjust)
a. Tutoring
b. Advising
c. Counseling
d. Library Services
16. Thinking back, | wonder if you could speculate mwhife might have different had you
not engaged in those activities.
17.Suppose you could change the kinds of servicesadlaito students at Selective. What
do you think Selective University could have dooenake your experience or adjust to
campus life better?

Race/Racism/Gender

18.When you think back to your time on campus, how lgou describe the campus
racial climate?

a. Could you provide an example to illustrate what yoean when you say (quote
the participant)
How common were events/experiences like this?
Where (or where else) did these events occur?
What sort of message did such events send to yawt bur place on campus?
If you could have change the situation at Selectiteat would you suggest
should have changed?

apop
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19. Thinking back to your time on campus, how would g&scribe the campgender
climate?
a. Ditto for gender.
20.Now, thinking about life at Selective today, whdvige would you give to Black
students considering Selective University?
a. How would you suggest they prepare for life there?
b. What are your recommendations for future studelmbsitways to cope with the
realities as you saw and/or experienced them orpaat

Equity/Equality of Educational Opportunity/Oppressi

21.Now I'd like to shift gears a little and ask youdonsider the climate at Selective
University relative to its fairness to all studeatsts equity. So when you think about
fairness or about equity, what does that mean @ yo

a. When you think back to your undergraduate care8edctive, how would you
describe your sense that everyone had a faire eltapce?

b. Could you give an example to illustrate what yolamehen you say (quote
participant)?

c. Overall, how fair would you say Selective was tayo

d. If you could change Selective to make it more é@imore equitable, what are all
of the things that you think needs to be done tkeniamore or more equitable?

e. Now, to be more specific, do you think there wexgal inequities at Selective
University?

i. Examples?
f. Do you think there were gender inequities at Sele@t
i. Examples?
22.To what extent could African American students (veonAfrican American students,
where applicable) contribute to changing Seledivenake it more equitable?

a. What opportunities existed for African American anber students of color to
contribute to University life, in ways that may leawnfluenced or impacted
policies and/or practices?

a. Within the classroom?

b. Outside the classroom?

23.Finally, is there anything else that would help tm@&nderstand what it was like for you
to be a student at Selective University?

Closing: Thank you very much the keen insights yewshared with me today. | appreciate your
time, candor and wisdom. Before we close, you neaglf that | am interested in meeting again
with a small group of participants to have a cosagon that helps me confirm my findings.
Would you kindly complete this contact informatisimeet, which | will destroy as soon as the
group interview is completed? Many thanks again.
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APPENDIX D

PARTICIPANT CONTACT FORM

. First, Last Name

. Pseudonym/code

. Address

. Phone (H)

(W)

(©)

. Emall

Address(es):

. Best days and times to schedule group interviewgeMder 2011-April 2012. Please
circle all that apply.

(MT W Th F Sa) (MT W Th F Sa) (MT W Th F)Sa

Mornings (9:00-12:00) Afternoons (12:00-5:00) Bves (5:00-8:00)
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APPENDIX E

GROUP INTERVIEW PROTOCOL

Introduction:

Thank you for agreeing to participate. Today, | @dp continue our conversation about your
experiences at Selective University, as sharedhduthie individual interviews, and confirm and
possibly expand on my findings. As with the indiaidinterview, please treat this as a
conversation, with no right or wrong answers.

Before we begin, I'd like to reiterate a couplekel/ points from the signed consent form.

1.

2.

This group interview will take between 2 and 2.%nitsoto complete.

You can share what you wish to share. If you waalther not respond to a particular
guestion, that is fine. You can simply indicate so.

You are free to choose not to participate in alany part of this study. At any time, you
can excuse yourself without any consequences.

To ensure that | have as accurate a record ofisaugkion as possible, | am asking your
permission to audio -record the interview. Is tb&® If you would like to go off the
record during the interview, you may request toehdlve recorder turned off. This
recording will be deleted within a year’s time @rsoon as | have a reliable transcription,
and I'll destroy your contact information after clucting this group interview.

You should know that | will do everything in my pewto keep your responses
confidential by never linking anything that mighklentify you with any part of my data
set. In fact, in the findings, | will insert pseudans to obscure information that might be

used to guess who said what.

Opening discussion:

Again, my main goal in this research is to undandtéhings from your vantage point. As with
the individual interview, this is about each of yedperiences, perspectives, beliefs, and stories.
Do you have any questions?
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Interview questions are posed and followed by prismap needed.
Context of Choice

1. As part of the individual interview, we discussederal topics, including your decision
to attend Selective University? Please tell me algour decision to go to Selective.
a. People involved in conversation/decision?
b. All the things taken into account in making thisideon?
c. Are there are things you took into account?
d. Tell me how (a “thing” identified by the participguplayed a role?

2. What were your perceptions of Selective Univerpiigr to attending?
3. What were all of the fears you had about atten&elgctive University?

a. Were there other concerns?

b. Did you have any other reservations about atten8gigctive U?

c. Which of these concerns seemed the strongest? \Wtg/they stronger?
4. What were all of the fears your parents had abttehding Selective University?

Campus Experiences/Perceptions

5. Tell me what it was like for you to go to Selectivaiversity at first. (What were your
first experiences and impressions of Selective Ehsity?)

a. Could you give an example to illustrate what yolame/hen you say (whatever
is said)?

b. You mentioned an example (within or outside thesiaom)... How common
were those kinds of experiences?

c. Tell me what it is was like (within or outside tblassroom, whichever wasn’t
mentioned)

d. Were there other kinds of situations? Tell me abloose.

e. How common were these kinds of situations?

6. Tell me about or describe interactions with otltadents on campus?
a. What are all the kinds of interactions you mighténavith other students?
i. Prompt for within and outside the classroom expeegs.
b. How would you describe your friends?
c. What were all the things you did outside the classr with those considered
friends?
d. What about those who were not considered in yoendiship group. What did
you do outside the classroom with those not consdifriends?
7. Tell me about your interactions with faculty, staffd administrators?
a. Where did these interactions happen?
b. What happened in these interactions?
Ditto with staff
Ditto with administrators

©
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Impact/Effect

10. Some of you mentioned that (experience/incidergmgvand that this was a challenge to
your attending (or changed your perception or apirof) Selective University. Were
there other challenges?

a. Were there other challenges?

b. What were all of the challenges you faced?

c. Which of these would you consider the most challepgor serious)?
d. What makes (this or) these more challenging?

Coping/Adjustment

11.When you think about the challenges that you fateskelective University, what are all
of the things you did to cope with or adjust tosaehallenges?
12.Were there more?
13.How did (example given) help you cope with or atljodife at Selective?
14.Were there specific campus groups?
15.How did (it/they) help you cope with or adjust ife lat Selective?
16.Were there particular campus services or supporices that you used to cope with life
at Selective? (Prompt for how these may have hgbpeticipant to cope/adjust)
a. Tutoring
b. Advising
c. Counseling
d. Library Services
17.Thinking back, | wonder if you could speculate mwhife might have different had you
not engaged in those activities.
18. Suppose you could change the kinds of servicesadaito students at Selective. What
do you think Selective University could have dooenake your experience or adjust to
campus life better?

Race/Racism/Gender

19.When you think back to your time on campus, how gou describe the campus
racial climate?

a. Could you provide an example to illustrate what yeean when you say (quote
the participant)
How common were events/experiences like this?
Where (or where else) did these events occur?
What sort of message did such events send to yowt gbur place on campus?
If you could have change the situation at Selectieat would you suggest
should have changed?

©cooo

20.Thinking back to your time on campus, how would y@scribe the campus gender
climate?
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21.Now, thinking about life at Selective today, whdvige would you give to black students
considering Selective University?

a.
b.

How would you suggest they prepare for life there?
What are your recommendations for future studelmsiaways to cope with the
realities as you saw and/or experienced them orpaat

Equity/Equality of Educational Opportunity/Oppressi

22.Now I'd like to shift gears a little and ask youdonsider the climate at Selective
University relative to its fairness to all studeatsts equity. So when you think about
fairness or about equity, what does that mean @ yo

a.

b.

f.

When you think back to your undergraduate care8edctive, how would you
describe your sense that everyone had a faire eltapce?
Could you give an example to illustrate what yolamwhen you say (quote
participant)?
Overall, how fair would you say Selective was tayo
If you could change Selective to make it more daimore equitable, what are all
of the things that you think needs to be done tkeniamore or more equitable?
Now, to be more specific, do you think there wexgal inequities at Selective
University?

i. Examples?
Do you think there were gender inequities at Sele@t

i. Examples?

23.To what extent could African American students (veonAfrican American students,
where applicable) contribute to changing Seledivenake it more equitable?

24.What opportunities existed for African American anbter students of color to contribute
to University life, in ways that may have influedoer impacted policies and/or
practices?

25.Within the classroom?

26.Outside the classroom?

27.Finally, is there anything else that would help tm@&nderstand what it was like for you
to be a student at Selective University?

Closing: Many thanks for your time today. This bagn a most informative conversation, and |
appreciate your candor and willingness to shareléfhis concludes your commitment to the
study, you should feel free to contact me. | wouedcome any additional questions, comments
or ideas you'd like to share.
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With Critical Race Theory (CRT) and social justsaving as complementary conceptual
frames, this ethnographic study investigates thenlag and living experiences of ten African
American students of a predominantly White uniugrsn the Midwest. Although several

studies have investigated black students’ expeeeat PWIs, most notably Agony of Education

(1996), much of this research was conducted pr&.2f@or to two notable and significant social
developments: the systematic dismantling of postiséary affirmative action policies, and the
increasingly popular, but highly contentious, id&pl of post-racialism. Thus, the purpose of
this study was to understand how black student$aairey present-day, in the wake of efforts to
dismantle affirmative action in higher educatiorddn characterize the United States as post-
racial, as having moved beyond considerationsa#.ra

The following questions guided this study and sdrto deepen understanding of the
learning and living experiences of African Americgtndents: What figured into black students'
decision to choose to attend a predominantly Winiigersity? How do black students describe

their own experiences learning and living in a pradhantly white university? To what extent
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might such experiences impact black students’ sehsell-being and academic achievement?
In what ways might black students cope and dedi V@arning and living at a predominantly
White university? To what extent might race be icgikd in the experiences of black students
at PWIs, and how do students conceptualize, descaibd make sense of race/racism? What is
the range of educational opportunities affordectlblstudents, and to what extent might these
opportunities be perceived as being on par witlse¢hafforded white students? To what extent
might the learning and living experiences of blastkidents exemplify different forms of
oppression?

Overall, findings indicate that race remains aesalfactor for black students at a
predominantly white university, thus debunking tiwéion of post-racialism. Black students also
perceive disparities in the educational opportaesitafforded them and their white counterparts.
Lastly, exploitation, marginalization, powerlesssiesultural imperialism, and violence (i.e. five

faces of oppression, Young, 1990) were found tmlevidence.
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AUTOBIOGRAPHICAL STATEMENT

| feel incredibly fortunate to have had many pataxperiences in my lifeexperiences
that collectively have shaped my thinking aboutraad social justice, and that certainly have
served as the inspiration for this dissertatiorhe Tirst such experience occurred after second
grade, when | transferred to a predominantly whitatholic elementary school. There, | was
forced to think about race and grapple with whatétans to be black in a white “world.” Though
| would not realize this until much later, my expeeaces in elementary school were deeply and
profoundly life-changing.

My undergraduate years at a large, predominartiyespublic university in the Midwest,
were equally formative. Given my previous experen elementary and high school, | was
eager to affiliate with organizations that supporéad affirmed me as an African American. As
a member of the Black Student Organization, | ledrto appreciate the struggles that helped
pave the way for me and other black students aUtheersity. The Coalition Against Racism a
multi-racial, social justice-oriented organizatibeught me about the structural character of
racism, systems of oppression, and the notion igigpal agency, to name the most resonant.

Lastly, as a graduate student in New York, | whk do fulfill one of my life-long
dreams: to visit and volunteer in Africa. For thestftime since second grade, | felt less self-
conscious and preoccupied with my race. Indeed¢c#is where | deepened my understanding
of race-the effects of Westernization and centuries of ingtiem and oppression were clearly
in evidence-and what it means to be both African and American.

In many ways, this dissertation represents anneida, if not culmination, of my life’s
work, one dedicated to raising social and politmahsciousness and challenging the status quo.

If this study fulfills at least one of these goatsy work will not have been in vain.



