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ABSTRACT 

 

This study was designed to assess a PWIs residential life department’s initiative to 

provide their Resident Assistants (RAs) an opportunity to discuss race through an inter-

group dialogue session. I argue that any activity that focuses on race needs to be 

grounded in a social justice framework. This is because this framework educates 

individuals about systematic social, political, and economic issues that plague our 

society. A social justice grounding also fosters a disposition that desires to eliminate 

institutionalized discrimination. As such, this study sought to answer the following 

research questions: how did this inter-group dialogue impact the RAs ability to recognize 

race-related issues in the United States and did this inter-group dialogue foster a social 

justice perspective among the RAs that participated?   Through a content analysis of ten 

in-depth, semi-structured interviews with RAs who participated in the dialogue the 

findings suggest that RAs did gain an understanding of how different lived experiences 

effect how someone views societal race issues, but the inter-group dialogue did not foster 

a transformative perspective among RAs that were not already grounded in social justice. 

Recommendations to improve future sessions are provided.  
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CHAPTER 1 

INTRODUCTION  

Background  

The 1954 Brown versus Board of Education of Topeka, Kansas’ Supreme Court 

ruling1 forever transformed predominantly white institutions (PWIs) across this country. 

Though they remain majority white, this historic ruling outlawed de jure racial 

segregation and black students began populating the schools they once were prohibited 

from attending. By 1984, eighty percent of black students were attending a PWI (Bennett 

and Okinaka, 1984) and today, these institutions have adjusted their university mission 

statements and values to evoke a commitment to diversity (Harper & Quaye, 2009). 

According to Harper and Quaye, “Diversity, multiculturalism, pluralism, equity, and 

social justice are among the many buzzwords used to espouse supposed institutional 

values” (p. 12).  But how do institutions ensure their mission statements are more than 

hollow words? What actions are these institutions taking toward truly upholding 

diversity?  For that matter, how does a PWI initiate conversations regarding race in a 

supposedly post-racial society? In what ways do they educate their students about 

                                                        
1The Brown vs. Board of Education of Topeka, Kansas case overruled the “separate but 

equal” clause after Linda Brown was denied admittance to her local elementary school 

because she was black. Brown’s case combined with four other cases filed by black 

students who were also denied admission to schools, reached the Supreme Court where it 

was found that de jure segregation in schools violated black students’ equal protection 

rights guaranteed by the Fourteenth Amendment. In 1955 the court declared that all 

schools must be desegregated after the National Association for the Advancement of 

Colored People’s (NAACP) team of lawyers including, Thurgood Marshall, presented a 

compelling argument that racially separate schools imposed on healthy development and 

created an inferiority complex among black students.  See Russo, C. J., Harris, J. J., & 

Sandidge, R. F. (1994). Brown v. Board of Education at 40: A legal history of equal 

educational opportunities in american public education. Journal of Negro education, 297-

309 for a more in-depth discussion.  
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contemporary racial oppression2 and injustices? For example, the graduation rates among 

black college students is a low forty-five percent, twenty-one percentage points lower 

than white students  (The Journal of Blacks in Higher Education, 2014). To what degree 

do PWIs take responsibility for this reality? How do these institutions begin to deal with 

this society’s entrenched, tumultuous relationship with racial injustices?  

Within higher education, either a multicultural or social justice approach is 

utilized to educate college students about race (Watts, 2007). To be multicultural refers to 

the, “state of being in which an individual feels comfortable and communicates 

effectively across social groups” (Talbot, 1996, p. 381). A person with a multicultural 

perspective has established an understanding, acceptance, and appreciation for the 

multiple worldviews that exist in society (Watts, 2007). This person is committed to the 

on-going education about racial and cultural groups that differ from their own and 

integrates this knowledge into their daily work with students (Pope & Reynolds, 1997). A 

multiculturalist is also sensitive to language that is oppressive or offensive to 

marginalized groups in society, emphasizing the importance of developing 

professionalism associated with working with people that are different from one’s self 

(Watts, 2007).  Multiculturalism is fundamentally tied to the notion of political 

correctness which refers to the idea that people need to be mindful of their speech to not 

offend others. The notion of political correctness influences what is appropriate and 

acceptable in our language (Hughes, 2011).  For example, a person that is aware that in 

this day and age he or she should refer to an African American person as “black” rather 

                                                        
2 According to Ruth (1988) oppression is the “systematic mistreatment of the members of 

another group or by society as a whole” (p. 434) Please see Ruth, S. (1988). 

Understanding oppression and liberation. Studies: An Irish Quarterly Review, 434-444. 
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than “colored” reflects the connection between multiculturalism and political correctness. 

This is because through that person’s multicultural awareness, he or she is able to exhibit 

political correctness.  Conversely, a concrete definition for social justice is difficult to 

establish.   

Hytten and Bettez (2011) point out the scholars who write about social justice 

either define it loosely or do not define the term at all. The social justice definitions that 

do exist are varied and abundant. However, the social justice definition that most 

appropriately fits into this discussion is Murrell’s (2006): “A disposition toward 

recognizing and eradicating all forms of oppression and differential treatment extant in 

the practices and policies of institutions, as well as a fealty to participatory democracy as 

the means of this action” (p. 81).  Social justice can be distributive or procedural. 

Distributive social justice refers to the supply of goods and resources based on the 

principles of equity, need, or equality. Procedural social justice refers to the influences 

during decision making processes (Tyler and Smith, 1996). Hence, a social justice 

attitude is grounded in the presumptions that a just society provides all citizens with full 

access to resources and opportunities regardless of their identity and that we all have a 

social responsibility to uphold democratic citizenship.   

A good way to think about the relationship between social justice and 

multiculturalism is to look at them as a tight knit family, that is, related, connected and 

complementary, however not identical nor indistinguishable from one another (Kumagai 

and Lypson, 2009). These two approaches can be complementary to each other. But they 

can also, and often times do, work independently because they are two distinct 

perspectives.  
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I argue that a multicultural perspective results in a limited awareness of race and 

racial issues. A multicultural perspective deals mainly with acts of individual racism, 

whereas social justice addresses issues that deal with institutional racism.  Kwame Ture 

(2011) provides a helpful comparison between individual and institutional racism. He 

writes:  

The second type [institutional racism] is less overt, far more subtle, less 

identifiable in terms of specific individuals committing the acts. But it is no less 

destructive of human life. The second type originates in the operation of 

established and respected forces in the society, and thus receives far less public 

condemnation than the first type [individual racism]. When white terrorists bomb 

a black church and kill five black children that is an act of individual racism, 

widely deplored by most segments of the society. But when in that same city - 

Birmingham, Alabama - five hundred black babies die each year because of the 

lack of proper food,  shelter and medical facilities, and thousands more are 

destroyed and maimed physically, emotionally and intellectually because of 

conditions of poverty and discrimination in the black community, that is a 

function of institutional racism. (p. 4)  

 

It is in the preceding quote that Ture presents the link between social justice and 

institutional racism as, institutional racism can be understood as the impetus for social 

justice initiatives (Ponterotto and Pedersen, 1993).  Ignoring the impact of systematic 

forms of oppression is problematic because being aware of and sensitive to racial 

differences, varying worldviews, political correctness, and stigmatizing hate crimes is 

only the first step to creating a less hostile environment. However, racism does not cease 

at individual acts of meanness (McIntosh, 1989). Therefore, while a multicultural 

perspective teaches an individual how to interact and appreciate people different from 

themselves, a social justice perspective educates individuals about systematic social, 

political, and economic issues that plague our society (Westheimer & Kahne, 2004).   
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A simple way to breakdown the different levels of awareness that multicultural 

and social justice perspectives foster, is by utilizing an iceberg as a symbolic tool to 

understand these two approaches. The tip of the iceberg represents the issues that a 

multicultural perspective address, hence, what has surfaced. For example, those 

individual acts of meanness, micro-aggressions, or harsh, offensive language, and racial 

slurs all can be combatted by education grounded in multiculturalism. However, beyond 

the surface, the larger part of the iceberg, hidden by the water, represents the issues that a 

social justice education can mitigate. These deeper issues address privilege, oppression, 

and systems that are embedded in our society that perpetuate racial injustice. Therefore, a 

social justice framework is essential because individuals or institutions who claim a 

social justice perspective are committed to working towards an egalitarian society.  An 

egalitarian society in that it does not privilege one group while debilitating another 

through structures that systematically uphold oppression and discrimination. 

Furthermore, research indicates that that it is through a student’s college experiences that 

have the most significant impact on their social justice perspective (Broido, 2000). This 

relies wholeheartedly on the college or university’s ability to nurture social justice. 

Therefore, if an institution is grounded in a social justice outlook then the students that 

attend that institution are more likely to adopt said perspective which, I am arguing 

should be the approach taken when educating students about race.  

Introduction of Case Study  

The PWI’s residential life department that is under study has recently introduced what 

is called inter-group dialogue sessions into their Resident Assistant (RA) trainings as a 
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way to educate RAs about diversity. The purpose of this case study is to analyze a group 

of RA’s experience with an inter-group dialogue that focused on race. Through in-depth, 

semi-structured interviews, I seek to answer the following two questions:  

1. How did this inter-group dialogue impact the RAs ability to recognize race-

related issues in the United States?  

2. Did this inter-group dialogue foster a social justice perspective among the RAs 

that participated?    

Inter-group dialogues can be defined as (S. Dexter, PWI’s Department of Residential Life 

Inter-Group Facilitator Training, August 6, 2014):  

A facilitated, face to face encounter that aims to cultivate meaningful engagement 

between members of two or more social identity groups that have a history of 

conflict, or potential conflict, and strives to create new levels of understanding, 

relating, and action.  

 Inter-group dialogues are new to the department and have occurred during RA training 

twice this academic year in order to provide a space where RAs can have conversations 

about subject matter in regards to diversity. These dialogues are aimed at helping RAs 

develop the skills needed to effectively interact with a pluralistic student body to better 

understand their concerns. These sessions are also aimed at revealing the unearned 

privileges that come with certain identities and the oppression or unjust treatment that 

comes with others. The inter-group dialogue session pertinent to this study focused on 

race relations and occurred during mid-year RA training.  
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Purpose of Case Study  

The data collected in this study will help the residential life department assess 

their initiative to educate RAs about race issues, as the data illuminates areas of strengths 

and weaknesses based on RA feedback. Additionally, this study uncovers the ways in 

which a social justice perspective was or was not developed among RAs as a result of 

attending this dialogue session.  As stated earlier, social justice is defined as the 

disposition towards recognizing and the desire to eliminate all forms of oppression and 

differential treatment of the various groups in society (Murrell, 2006). Lastly, this study 

also provides the department with recommendations to improve future initiatives based 

on the implications of the findings.  

RAs are the backbone of any residential life’s operation. These student staff 

members are hired to enforce policy. RAs also spearhead community engagement, 

document concerns among residents, serve as a resource for information about campus 

life, and cultivate an inclusive and welcoming environment in their respective halls.  RAs 

are essential to residential life departments because they interact with students on a daily 

basis, more than the professional staff members are realistically able to do. Thus, they are 

on the frontline of promoting an institution’s diversity commitment to students. These 

student leaders are usually only one to two years older than their residents, are expected 

to be aware of diversity, and are the first responders to bias related incidents. They must 

address offensive and insensitive language among residents and facilitate diversity driven 

programs and discussions on their floors. This can be a daunting task for not only the 

RAs, but also for the professional staff members responsible for training the RAs.   
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Social Justice’s Relevance to Case Study 

In order to understand social justice’s relevance to the PWI under study, it is 

important to note that the person who founded the institution did so with the intent to, 

“democratize, diversify, and widen the reach of higher education” (Hilty, 2010, p.3). The 

founder was committed to making higher education accessible to all, regardless of a 

person’s financial background. These founding principles reflect the social justice 

orientation this institution was grounded on at its inception.  

Currently, the PWI has a Center for Social Justice and Multicultural Education 

which indicates that this PWI’s mission is to educate the campus community about 

diversity through strategies grounded in multiculturalism and social justice. Additionally, 

among other initiatives, the PWI’s law school has a center for social justice that works to 

provide access to underserved populations in the community as it relates to law. There is 

also a university general education course requirement that students must take called 

“Race and Diversity.” One of the major goals of this required course is to introduce 

students to the relationship between diversity, justice and power. Thus, while this PWI 

has not formally been declared social justice oriented, it certainly has a historical 

connection, as well as current initiatives, that lend themselves to a social justice 

perspective.  

Significance of Case Study   

 RAs represent a sample of campus leaders that interact with students on a daily 

basis. These student interactions involve the residents they oversee, classmates, friends, 
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and the exchanges they have with peers involved in the same activities. Boud et al. 

(2001) argue that critical inquiry and reflection arise more often during student exchanges 

outside of classroom settings. Students are better able to articulate the information they 

have learned to peers outside of the classroom due to less fear of being critiqued in the 

classroom. Also they can effectively communicate about class content more freely 

without the formal instructor present (Boud et al., 2001).  Therefore, it is highly likely 

that the information RAs learn during these sessions will be transmitted to their peers 

through peer to peer interactions.  These students are our future politicians, educators, 

lawyers, non-profit professionals, doctors, nurses, etc. Ensuring that we provide them 

with knowledge about current race issues, social justice will more likely be an embedded 

part of this generation of college students. Hence, RAs are the gateway to a larger student 

population and through peer interaction they can influence and educate their peers about 

issues from a social justice perspective. 

Additionally, according to Harper (2009), “repeatedly emphasized … is the 

importance of listening to students in order to understand how to enhance their 

educational experiences” (p. 8). In this regard, the benefits of this study are two-fold: (1) 

providing RAs the platform to self-reflect on their experience with the dialogue session 

and (2) by listening to their feedback, it will assist the researcher in providing 

recommendations for future strategies aimed at educating students about race. 

Scope of Research 

Diversity encompasses a wide range of factors such as, age, gender, sexuality, race, 

class, religion, mental/physical ability, etc.  However this study deals exclusively with 
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diversity as it relates to the social construction of race. Therefore, diversity is being 

defined as the awareness of historically underrepresented and systematically oppressed 

groups, specifically African Americans (Watts, 2010).  

Furthermore, this case study concentrates on a specific university’s residential life’s 

practices. However, colleges and universities that have a similar programmatic model can 

utilize this case study to help expand their knowledge of student leader diversity trainings 

and workshops by using it as a point of reference. I also seek to expand the knowledge of 

inter-group dialogues within higher education settings and the ways in which they can be 

used as a tool to support an institution’s social justice philosophy. 

Theoretical Framework  

This case study is framed by the belief that raising social justice consciousness is 

a vital and necessary part of any training and/or workshop that’s focus is on diversity and 

race related content.  Furthermore, as an African American Studies student, I recognize 

that social responsibility is a foundational aspect of the discipline. Social responsibility 

refers to the notion that knowledge formation should always be produced to aid in 

people’s liberation from oppressive and unjust aspects of society. In this regard, social 

responsibility and social justice are intertwined and intimately related to this study.  

Furthermore, another principle this study is firmly grounded upon is the belief that the 

historical experiences of black people can and should be used as an educational means to 

teach individuals about social issues (Kershaw, 1992). Kershaw writes (1992): 

Historically, the status of African Americans in the United States has been 

dominated by race. To attempt an understanding of present race relations, a 

knowledge of past relations is essential. Without a historical knowledge of race 

relations, it is impossible to understand if the status has changed, how it has 

changed, when, and so on. (p. 478)  
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I contend that racism and black people’s historical and contemporary experiences in the 

United States as a result of racism is what introduced the need for a social justice 

framework in the first place.   

Additionally, this work is grounded in Critical Race Theory (CRT).  CRT is an 

interdisciplinary methodology that seeks to deconstruct and critique racism and power 

(Delgado and Stefanic, 2011) and is based on four main tenets:  (1) racism is ingrained in 

everyday life in the United States, so much so,  it often goes unnoticed, (2) the voices of 

people of color are a critical component to challenging white privilege, (3) the white 

racial group will only support the advancement of people of color if it benefits them in 

some way, and (4) notions of color blindness and race neutrality need to be challenged 

because they negate the lived experiences of people of color (Delgado and Stefanic, 

2012). According to Tatum (1992):   

It is virtually impossible to live in U.S. contemporary society and not be exposed 

to some aspect of the personal, cultural, and/or institutional manifestations of 

racism in our society. It is also assumed that, as a result, all of us have received 

some misinformation about those groups disadvantaged by racism. (p. 3)  

 

The preceding passage reflects the deep-rooted relationship between racism and the 

United States. Racism is defined as a “system of advantage based on race,” (Wellman, 

1977). This system is based on white supremacy and is the main function of racism, 

benefiting Euro-Americans exclusively (Cress-Welsing, 1974). Hence, CRT is relevant 

and connected to social justice because as a result of this system issues of social justice 

are a reality of the lives of people of color. Therefore, this work is situated within a CRT 

framework because CRT examines the relationship between race, racism, and privilege, 

as does social justice, (Delgado and Stefancic, 2012) and these concepts have influenced 

the practices that oppress people of color.  
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In addition to CRT, this study is also grounded in Racial Identity Development 

Theory (RIDT) in that I believe race is a salient and prevailing part of our identities that 

need to be developed and nurtured just like all other aspects of college students’ 

development.  Racial identity development refers to a group of people that have 

established a shared racial identity in which, these groups develop a belief system based 

on perceived differences between groups (Helms, 1990).  

Specifically, Cross’ Black Racial Identity Development Theory3 and Helms’ White 

Racial Identity Development Theory4 are important to this study because they both focus 

on an individual’s development as it relates to their racial identity. Both theories outline 

stages that the black and white groups undergo as they become increasingly aware of race 

as a salient part of their identities and society. According to Tatum, (1992) these theories 

argue that a healthy sense of self is essential to a person’s well-being. Hence, any session 

or workshop focused on race should intentionally seek to help students move through the 

stages one undergoes as it relates to developing their racial identity.  

According to Patton et al. (2007) the majority of college-aged student development 

theories ignore the correlation between racism and how it contributes to student 

development. This is problematic because negating racial identities presents a 

                                                        
 3Cross’ Theory is known as the psychology of nigrescence or the process of becoming 

black. According to Cross, this process occurs through a series of events that transforms a 

black person’s non-Afrocentric identity into an Afrocentric identity. For a more in-depth 

explanation see Cross Jr., W. E. (1991). Shades of black: Diversity in african-american 

identity. Philadelphia: Temple University Press. 
 
 4Helms’ Theory of white racial white identity breaks down the model into six statuses in 

which whites are first oblivious to their privilege but eventually search for ways to be 

reeducated about race. For a more in-depth explanation see Helms, J. E. (1992) Black and 

white racial identity: Theory, research, and practice. New York: Praeger. 
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universalized student experience that completely dismiss the experiences of students of 

color. Since the majority of these student development theories were created when 

African American students did not attend PWIs, these theorists’ sample populations are 

based on the realities of white middle-class men. According to Patton et al., “there is little 

discourse on the experiences of students of color, the moral dilemmas they face in 

responding to institutional structures constructed by race, or the implications of these 

dilemmas in their moral development” (p. 42).  Excluding racial identities from the 

discussion only further perpetuate racial inequalities, which is situated in the illusion that 

race is no longer an issue.  

Summary  

I argue that a social justice perspective should be the framework for any and all 

race-related workshops, trainings, or activities. In introducing student leaders, such as 

RAs, to topics about race, we must educate them about the systematic issues at play that 

sustain racial discrimination. Amplifying and providing spaces for college students to 

learn and reflect on these societal issues have important implications for their racial 

development, our campus environments, as well as how students contribute to society 

post-graduation.  As such, this study hopes to examine how a race relations inter-group 

dialogue not only impacted RAs understanding of race issues, but determine whether it 

fostered a social justice perspective among the RAs that participated.  
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CHAPTER 2 

 

LITERATURE REVIEW 

 

 

Social justice is a concept that scholars from a wide range of disciplines and 

professional fields study, discuss, and write about. This literature review focuses on 

social justice as it relates to higher education, specifically the Student Affairs profession. 

Student Affairs professionals are responsible for fostering student development (Evans, 

Forney, Guido, Patton, & Renn, 2010). In other words, they provide opportunities and 

resources for college students to progress cognitively, affectively, morally, and 

interpersonally outside of the classroom. This can be done by students becoming 

members of organizations, through them attending various programs, living in residence 

halls, participating in sports, civic engagement initiatives, and various other leadership 

opportunities available to students on campus. The concepts covered in this review 

include: ally-ship, critical consciousness, and multiculturalism.  These concepts emerged 

as themes from the literature and helped illuminate the relationship social justice has with 

Student Affairs.  

Ally-ship  

Ally-ship was a remerging concept throughout this review. The idea of ally-ship 

began appearing in the 1990’s in regards to members from the heterosexual community 

joining forces in solidarity with the Lesbian, Gay, Transgender, Bisexual and Queer 

community’s (LGBTQ) push for equal rights and treatment (Broido, 2000). According to 

dictionary.com, an ally can be defined as, “a person who associates or cooperates with 

another,” or, a “supporter” (Ally, 2015). An ally can also be thought of as an advocate on 
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behalf of a targeted group that is experiencing discrimination or oppression through way 

of unjust policies and practices (Broido and Reason, 2005). Therefore, in this context the 

people who fit into the ally role are individuals that do not identify as black. 

In recent years, studies have been conducted to analyze how ally development is 

initiated among traditional aged college students. Broido and Reason (2005) argue that 

the first step in fostering ally development in students is ensuring Student Affairs 

professionals are allies themselves. It is suggested that this creates a snow ball effect on 

the students these professionals interact with and the overall campus climate, as they are 

able to use their position to influence change and social justice action (Broido and 

Reason). Broido and Reason (2005) break down ally behavior  among professional staff 

into three processes: (1) educating and then motivating colleagues from the dominant 

group to be involved in social justice efforts, (2) creating cultural and institutional shifts, 

and (3) supporting target group members (Broido and Reason, 2005). In regards to the 

first process, gaining knowledge is an essential part of ally-ship formation because 

according to Kivel (2002) the majority of people are not intentionally perpetuating 

systems of oppression (Kivel, 2002). Therefore, professional staff members must be 

offered education about what it means to be social justice oriented and why it is 

important to have this orientation. It is also important that the education piece be 

accompanied with an invitation to become an ally so members from the dominant group 

feel comfortable contributing to social justice (Broido and Reason, 2005). The second 

two processes, creating cultural and institutional shifts, and supporting target group 

members, indicate that as an ally, these professionals have a responsibility to challenge 
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unjust policies and advocate for social justice initiatives on campus (Broido and Reason, 

2005). According to Broido and Reason (2005) Student Affairs professionals need to:  

Advocate for social justice course work. If social justice courses are not currently 

available, advocate for their development; if courses exist, encourage students to 

enroll in them. Nothing indicates institutional support on a college campus more 

than inclusion in the curriculum as for for-credit courses. (p. 85) 

Additionally, an ally needs to be aware of how power, privilege, and oppression is linked 

to their identity and become confident that they have a “place at the table” meaning they 

have a role to play when it comes to doing social justice work (Broido and Reason, 

2005). Thus, the first step in fostering ally-ship among students is making sure that the 

professionals at the institution are allies and committed to a social justice perspective 

themselves. 

Moving towards an understanding of student ally-ship development Broido 

(2000) conducted a study that found that ally-ship is impacted heavily by the discussions 

students participate in both inside and outside the classroom. Participants also admitted 

that their social justice perspectives were not self-initiated and that the university they 

attended had a lot to do with them becoming social justice allies (Broido, 2000). Another 

finding of this study that supports Broido and Reason’s (2005) work in regard to Student 

Affairs professionals is the idea of needing to be invited or recruited to become allies.  

Broido’s study revealed that students became social justice allies and passionate about 

what that entails is because someone shared information with them and then invited them 

to become an ally. Broido argues this is because students need encouragement to become 

allies. As such, environments need to be created that educate students about ally-ship and 

present it as an expectation for their leadership roles on campus (Broido and Reason, 
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2005). According to Broido and Reason, professionals need to, “Incorporate expectations 

of ally behavior into guidelines for resident assistants, peer education, orientation leaders, 

and other student leadership roles” (p. 84). The importance of this is supported by another 

one of Broido’s (2000) findings that showed the RA position aided in student’s exposure 

to social justice topics that in turn led to their ally-ship. RAs that participated in the study 

stated that social justice issues being a part of their training helped them understand what 

ally behaviors are.  Participants also stated that being provided with “a strong knowledge 

base,” (p. 10) gave them stronger confidence to act as allies. Based on the findings, 

Broido broke down ally development into three components:  (1) increased information 

about social justice issues, (2) engagement in meaning-making processes, and (3) self-

confidence. The first component refers to information regarding the existence of 

oppression, the experiences of marginalized groups, other people’s perspectives on social 

justice issues, benefits of diversity, as well as one’s  own privilege. The second 

component deals with an individual learning what it means to be an ally and what actions 

are necessary. The third and final component refers to individuals feeling confident in 

their role as allies. This third component is directly related to the first component in that 

individuals gain confidence by establishing baseline knowledge and feeling like they 

have a solid foundation in order to appropriately respond to situations that warrant ally-

ship behavior.  

Transitioning to ally-ship specifically related to race, Bishop (2002) established a 

six-step framework to explain how racial social justice ally-ship is developed among 

students. This framework is based on the progression of a student’s understanding of the 

various forms of oppression through raised awareness (Bishop, 2002). According to 
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Bishop, the first step to become an ally is understanding oppression. Individuals on their 

way to ally-ship need to be educated about the historical origin of oppression, how it is 

sustained, and the influence oppression has on people and institutions. The second step of 

this process also involves oppression, but in this step, an individual becomes enlightened 

about the different forms of oppression. This allows a person to become aware of how 

different forms of oppression are similar and how they are connected to one another, 

rejecting the idea that there is a hierarchy of oppression. Instead, the individual sees 

various forms of oppression as interrelated and reinforcements to one another. The third 

step of this framework deals with consciousness and healing.  In this step, what a person 

has learned about in regards to oppression becomes a part of their consciousness, 

essentially making this new awareness that they were previously ignorant of, a part of 

who they are. Healing refers to the process that needs to take place after learning about 

some of the harsh realities of our society. A person also needs to heal from learning about 

how they have contributed to the oppression of others unknowingly. In step four, a person 

begins to liberate themselves from forms of oppression that directly affect them. For 

example, a black woman who has been adhering to European standards of beauty, 

deciding to no longer straighten her hair. In step five, one becomes an ally for others and 

participates in actions that show solidarity towards those individuals.  The sixth step of 

this framework involves an individual maintaining hopefulness things will improve as a 

result of social justice.  Although Bishop’s framework provides insight into racial ally 

development and adds to the knowledge about this subject, it has been critiqued as being 

primarily anecdotal with little empirical evidence (Reason, Miller, & Scales, 2005).   
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Reason et al. (2005) created another model for racial justice ally development by 

conducting interviews with students that identified as racial social justice allies. Based on 

the findings, the components of this model include: pre-college characteristics, curricular, 

and co-curricular experiences, and cognitive complexity in the reconstructing of 

Whiteness (Reason et al.). The findings indicated that students who became allies felt 

they needed to be invited to participate and learn about social justice before they assumed 

the ally role, supporting the work of Broido and Reason (2005). Additionally, participants 

discussed the impact of leadership roles as the starting point of their ally development 

(Reason et al., 2005). Another important piece of information that was discovered in this 

study was that the participants who reflected intensely on their whiteness showed higher 

levels of ally-ship than participants who did not reflect as intensely on their whiteness. 

These students discussed the ways they were involved on campus in social justice 

initiatives and how they continued to be involved in these types of actions post-

graduation.  

Additionally, it is important to remember that ally-ship is not an easy identity to 

assume (Brown, 2002). Brown conducted a study that found although allies were 

committed to their role, they were presented with challenges because of their ally-ship. 

According to this study, assuming a racial ally-ship role puts one at risk for exile from 

loves ones, imprisonment, and loss of income (Brown, 2002). White students also need to 

come to terms with the myths centered on meritocracy alone attributing to success and 

realize the impact of white privilege. This by no means is an easy process because it 

entails revaluating everything one has been socialized to believe. Brown (2002) also 

raises the point that allies have to be careful not to be intrusive of the group they are 
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advocating for. Allies’ efforts can be counter-productive if they are too abrasive or target 

group members begin to feel the allies are overstepping their boundaries in their support. 

Therefore, allies need to be mindful not to exert their privilege in a way that would 

reinforce oppression.  

Critical Consciousness  

In relation to social justice, critical consciousness involves a reflective awareness 

of the inequalities imbedded in the social relationships of this society (Freire, 1970). 

Dialogue is usually a key part in initiating critical consciousness (Watts, 2007). Within 

college environments dialogue at every level is a regular part of life; therefore, students 

need to be able to have these dialogues without becoming overwhelmed. Watts points out 

that dialogues become difficult when the relationship between historically dominant and 

marginalized groups are involved in the discussion. Watts (2007) defines a difficult 

dialogue as “a verbal or written exchange of ideas or opinions between citizens within a 

community that centers on an awakening of potentially conflicting views of beliefs or 

values about social justice issues,” (Watts, 2007, p.116).   

One technique that is being used to raise critical consciousness are inter-group 

dialogues. According to Dessel, Garlington, and Rogge (2005) inter-group dialogue is a 

“process designed to involve individuals and groups in an exploration of societal issues 

about which views differ, often to the extent that polarization and conflict occur,” (p. 

304). Inter-group dialogue is a way for different groups to learn more about one another’s 

lived experiences and varying perspectives. These dialogues are being carried out in a 

wide variety of helping professions (Nagda & Zuniga, 2003; Schoem & Hurtado, 2001). 

Another purpose of these dialogues is to provide a safe space for talking about injustice. 
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The facilitators of these dialogues are charged with setting ground rules that aim to avoid 

unproductive language, promote active listening skills, improve communication, and 

develop shared meanings (Chasin et al., 1996). Schoem and Hurtado (2001) found that 

positive changes do occur for the individuals who participate in inter-group dialogues 

including: decreased stereotyping, increased knowledge of inequality and an emphasized 

obligation to social responsibility.  

A study conducted by Denson and Chang (2009), showed that students who take 

part in a diversity workshop and regularly engage with people that are different from 

themselves have greater cognitive and affective benefits. While there is research that 

supports the idea that racially and ethnically diverse populations positively impact 

student learning, it does not necessarily directly increase the likelihood that meaningful 

cross-cultural dialogues will occur (Pope and LePeau, 2012). Therefore, institutions must 

be committed to ensuring these dialogues do occur by providing structured ways for them 

to take place. 

Multiculturalism 

The notion of “multiculturalism” appeared consistently throughout the social 

justice literature examined in this review and in most cases was discussed in relation to 

how it differed from a social justice perspective. To be multicultural refers to an 

individual who has developed an understanding and appreciation for the multiple 

worldviews that exist in society (Watts, 2007). This person is committed to the on-going 

education about others and integrates this knowledge into their daily work with students 

(Pope & Reynolds, 1997). As such, Pope and Reynolds (1997) argue that 

multiculturalism should be seen as a core-competency within the Student Affairs field 
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and diversity trainings should aim to:  (1) raise awareness about groups that have been 

historically oppressed, and (2) develop an appreciation and acceptance of cultural 

differences (Watts, 2007). Mueller and Broido (2012) argue that in order for an 

institution to genuinely embrace diversity, multiculturalism must be embedded in the 

practice of Student Affairs professionals. Mueller and Broido also state that being aware 

of notions of power and privilege is a part of being multicultural.   

However, some scholars argue that multiculturalism does not interrupt status quo 

injustices and simply becoming aware of cultural differences and forms of oppression fall 

short of combatting discrimination (Kumagai & Lypson, 2009; Vera &Speight, 2003). 

Bobo and Fox (2003) argue that learning about differences is insufficient when white 

middle class norms are still seen as the quintessential prototype for human development. 

Multiculturalism breezes over this reality. According to Goodman (2001) social justice 

acknowledges and addresses issues of power relations and institutional policies and 

practices through advocating for change in discriminatory practices. A person with a 

social justice perspective feels a sense of social responsibility to creating a just society for 

all citizens and is concerned with educating others about their social responsibility to 

disrupt these oppressive systems (Rhoads and Black, 1995). A social justice oriented 

perspective serves as the catalyst for uncovering, amplifying, and critically examining 

societal injustices that plague our society. Furthermore the literature suggests that a social 

justice grounding aims to disrupt oppressive systems that create privileges for some and 

disadvantages for others, more so than a multicultural perspective.  
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Literature Review Discussion  

After conducting this literature review, it is evident that fostering a social justice 

perspective among students depends heavily on whether the professionals that work at the 

institution are committed to social justice. This is critical because these professionals will 

then be intentional about providing students with learning exercises that encourage 

critical reflection, social responsibility, and advocacy against all forms of oppression and 

discrimination. This review also revealed that developing critical consciousness about 

oppression and racism is an important step in creating a campus culture that is rooted in 

social justice. As such, inter-group dialogues are being used to nurture critical 

consciousness about these issues.  

However, there are also a number of difficulties associated with conducting a 

successful dialogue that cannot be ignored including: misinterpretation of non-verbal 

communication, stereotypes, language differences, and the denial of racism (Barna, 1988; 

Parker et al., 1992). Non-verbal communication can drastically alter group dynamics. If 

an individual’s body language is perceived negatively by other group members then the 

interactions will most likely become hostile. Misinterpreted non-verbal communication 

also impacts people’s comfort and ease during discussions. For example, if a person 

makes a comment and the other group members’ non-verbal communication indicates 

judgment or dismay, this group member will most likely contribute less to the discussion. 

If they do continue to contribute, it will be in a defensive manner. In regards to 

stereotypes, they can also be reinforced during dialogues. I did not find research that 

discussed how that can impact the effects an inter-group dialogue has on a participant. 

Language differences also present barriers for conducting productive dialogues and it 
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would be interesting to see the mechanisms in place for addressing that potential issue. 

Additionally, it cannot be assumed that everyone who is participating in the dialogue is at 

the same point in their development, especially their racial development and awareness of 

racism. Some participants may not be at the point they believe racism exists and may 

overemphasize similarities making it difficult to have effective inter-group dialogues 

according to Pope and LePeau (2012). It would be insightful to know how inter-group 

dialogue facilitators respond to these potential obstacles when they occur during a session 

and what kind of debriefing takes place post inter-group dialogue. To further this research 

it would be useful to examine how the professionals utilizing inter-group dialogues as a 

technique handle these barriers.   

It also cannot be taken for granted that racism is embedded in every system and 

institution in the United States, and colleges and universities are not exempt. Therefore, I 

ask the question, “Can a PWI truly be an outlet for social justice action and if they can, to 

what extent?” I ask this question because social justice challenges the status quo and the 

majority of United States benefit from the status quo. The status quo I am referring to is 

racism. Therefore, while there may be social justice initiatives on a campus, I argue that 

those few initiatives do not make the institution entirely social justice oriented.  It is 

ironic, however, that institutions would not be more readily to adopt a wholeheartedly 

social justice framework because of social justice’s relationship to democratic 

citizenship, arguably, the fundamental purpose of schooling (Hytten, 2006). According to 

Apple and Beane (1995) democratic citizenship education seeks to develop just citizens 

that strive for the common good. The connection between social justice and democratic 

citizenship lies in the presumption that to have a truly democratic and just society, 
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citizens need to have equal access to equitable distributions of resources, goods, services, 

and opportunities (Hytten, 2006).  However, to truly offer this kind of education puts a lot 

at stake for a lot of people. Furthermore, even once an individual learns about social 

justice does not automatically mean he or she will wish to renounce their privileged place 

in society. 

Additionally, the literature reviewed places a lot of emphasis on ally-ship 

development among white students in regards to social justice. However, it ignores the 

process that students of color go through as they become aware of race as a salient part of 

their identity and society. It cannot be assumed that by virtue of group membership, a 

black student is automatically social justice oriented. Racial identity among black 

students also needs to be nurtured. It would be useful to examine what types of 

experiences black students have that began their process of having a social justice 

grounding. Similar to white students, black students need to be educated explicitly about 

what social justice means and actions they can take that reflect this perspective.  

In addition, there are academic disciplines that are historically rooted in social 

justice. According to Oakes and Lipton (2003) social justice education has three learning 

outcomes: (1) to analyze and critique policies that inform educational practices and 

decisions, (2) to compel students to raise questions about status quo occurrences and 

longstanding “truths” in the United States and (3) to encourage people to advocate 

against the maintenance of institutionalized inequalities based on identity i.e. race, class, 

sex, religion, age, sexuality, disability, etc. According to Hytten, (2009) a social justice 

education is rooted in critical pedagogy. Proponents of critical pedagogy argue that 

education should be geared towards critiquing social inequalities and reflecting on 
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strategies for social transformation (Hytten, 2009). It also needs to include and 

contextualize historical and present day issues surrounding oppression not only 

associated with race, but also, class, gender, sexual orientation, religion, and disabilities 

(Marshall and Theoharis, 2009; Bishop, 2002).   Two examples of disciplines rooted in 

critical pedagogy include African American Studies and Women’s Studies, as they 

provide a voice for two historically marginalized groups (Hytten and Bettez, 2011). 

Therefore, it would be worthwhile for partnerships between Student Affairs departments, 

in this case, Residential Life departments, and these disciplines to forge relationships so 

that scholars that have insight on social justice issues are consulted to develop initiatives 

and trainings for student staff that are rich in information.  

Additionally, while research indicates that dialogues about race positively impact 

individuals’ understandings of varying worldviews and raise critical consciousness about 

privilege and oppression, it appears that more efforts can be taken to help students move 

past the dialogue phase into a social justice orientation that will affect the way they move 

about the world in terms of actions that promote a more just society. Institutions should 

develop creative ways to help students understand what it means to live in a socially just 

society and contextualize the information in a way that directly impacts their lives and 

their leadership positions.  

Therefore, diversity trainings and workshops need to introduce pragmatic ways 

social justice can be put into action. For example, how can an institution move beyond a 

day of service, to activities that show students how social justice becomes a part of their 

daily lives in order to interrupt status quo oppression? Although dialogues about these 

issues occur, at some point the conversations need to move towards steps to produce 
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societal change. Hence, another area for further research is to benchmark other PWIs to 

examine how they are helping students understand social justice as a lifestyle.  
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CHAPTER 3 

METHOD 

Description of Inter-Group Dialogue  

The inter-group dialogue under study was one of four diversity themed inter-

group dialogue sessions that occurred during RA mid-year training. In addition to the 

race relations session there was a sexuality, gender, and socioeconomic session RAs had 

the choice of attending. RAs could either attend two one hour sessions or only the race 

relations session because it lasted for two hours. Therefore, if the RAs chose to attend the 

race relations session, they needed to be willing to commit to the full two hours.  

Approximately twenty individual elected to participate in the race relations 

session. To begin, the two facilitators asked the participants to form a circle with their 

chairs. Then, each participant was given a slip of paper and asked to write an anonymous 

question about another racial group on the slip of paper.  The slips of paper were 

collected and passed out randomly to another participant. This was done to ensure that no 

one knew who wrote what question and participants felt more comfortable to ask 

questions without fear of judgment.  Subsequently, each person then had the opportunity 

to read their question a loud and as a result dialogue ensued. Hence, the participants’ 

questions were utilized to frame the discussion. The racial groups that were present were 

black and white. The questions that were asked mostly focused on recent events 

regarding police brutality among African American people. After about an hour and a 

half the group was split into two smaller groups, with each of the facilitators joining a 
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group. The facilitators then asked what the group had learned about the other racial group 

after participating in this session. This concluded the inter-group dialogue.  

Sample 

As stated in chapter one, this study sought to answer two research questions: 

(1)how did this inter-group dialogue impact the RAs ability to recognize race-related 

issues in the United States and (2) did this inter-group dialogue foster a social justice 

perspective among the RAs that participated? To gather the data, RAs were recruited 

using a convenient, purposive sample. This sampling method was used because the goal 

of this study was to assess the experiences of a small group of RAs who had participated 

in the particular session and the findings were not meant to be generalizable. In order to 

meet the inclusion criteria, RAs needed to have participated in the race relations inter-

group dialogue session during midyear training. RAs that did not participate in that 

specific session were excluded from recruitment. The researcher was present during the 

choice session and therefore knew which RAs had participated in order to reach out to 

them for recruitment later. Although fifteen potential participants were invited to 

participate, ten participants were successfully enrolled in the study.  

Participation was solicited through an initial recruitment email formally 

inviting RAs that fit the criteria to participate in the study. This recruitment email 

included an attached adult consent document. The consent document briefly outlined 

the details of the study, how data would be used and how the data would be stored. 

Once a potential participant expressed interest in participating, an interview was 

scheduled based on the availability of the participant.  The interview was held in the 

researcher’s on-campus office.  See Figure 1.1 for list of participants.  
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Figure 1.1  

Participant Race Age Sex  Time as a 

RA 

Year in College 

A White  21 Male  3rd Year  Senior  

B Black  21  Female  3rd Year  Senior  

C Black 21 Female  2nd Year  Junior  

D Black  22  Male  1st Year  Sophomore  

E Black  20  Female  1st Year  Junior  

F White 20 Female 2nd Year Junior 

G White 26 Male 1st Year Junior  

H Black 20 Female 1st Year Sophomore  

I White 21 Male 2nd Year Senior 

J Black 22 Male  2nd Year Senior  

 

Procedure 

Prior to any data collection, a face to face explanation of the study was 

provided to the potential participant and any questions the potential participant had 

about the study were answered. After the questions were answered, the participants 

signed the consent document and the interview was conducted.  Each interview was 

audio-recorded and lasted between thirty to forty-five minutes. The identities of the 

participants were kept confidential and a pseudonym was assigned. Interviews were 

semi-structured, consisting of open-ended items that asked questions about 

participants’ experience with the race relations session.   

Data Analysis 

A content analysis was used to examine the data. The content analysis was 

initiated by transcribing each audio-recording and carefully reviewing each set of 

interview notes to ensure accuracy.  The data was analyzed using an open coding 
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approach. This approach refers to the process of breaking content into categories and then 

assigning a label to each category (Creswell, 2012).    

Once the interview content had been transcribed, the researcher began by reading 

each interview transcription twice. The initial read familiarized the researcher with the 

content.  During the second read the researcher generated a list that extracted recurring 

key words, concepts, and quotes in order to begin categorizing the information. The 

researcher then read the interview content a third time to solidify categorical themes, 

decided on specific names of each theme, and assigned different highlighter colors to 

each theme to monitor frequency. The final step in this process was creating a chart of 

extracted direct quotes that represented each of the themes identified.  
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CHAPTER 4 

FINDINGS 

 

After conducting a content analysis of ten in-depth, semi-structured interviews 

with ten RAs the following six themes were revealed: Candid Atmosphere, Implications 

of Lived Experiences, Contemporary Contextualization, Problematic Nature of “Choice” 

Session, Intersection of Socioeconomics, and Establishing Baseline Knowledge. These 

themes are grounded by the participants’ responses. The subsequent sections explain each 

theme and are accompanied by selected participant’s direct responses that are 

representative of the theme.  

Candid Atmosphere 

Candid Atmosphere refers to the responses that indicate their appreciation for the 

open and honest dialogue that transpired during the session. All ten participants made 

mention that they felt comfortable expressing their thoughts and opinions without 

restraint or hesitation. Participants also shared that they felt trust was built between 

participants early in the session helping to foster a candid atmosphere. Participant C’s 

following response reflects this sentiment. When asked, “What was one of the most 

beneficial aspects of the session?” Participant C stated:  

I left this training feeling really good because of the discussion we had. Just 

because it seemed we reached a common ground. People felt where the other 

group was coming from and people were being very honest.  I felt we were able to 

tear down certain walls that were up between whites and blacks because we spoke 

openly. It felt authentic.  

 

Additionally, participants expressed they found it useful to have a formal space 

they could speak about race. Participant A’s response to, “What did you learn about 
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people that were racially different from yourself?” further characterizes this theme. 

Participant A stated:   

To hear the black RAs talk about something that I would have in the past never 

felt comfortable talking about and see their willingness to be open to have 

conversations helped me be able to ask questions and be open about what I don’t 

know about. It’s not easy talking about this stuff but I felt okay being vulnerable 

and saying what was on my mind.  

 

Participant J also described his involvement with the session stating:   

I felt it was the best, the best experience that I have with a race specific activity or 

session. I loved that it was discussion based and very open. I felt there was a lot 

of respect for the people that were speaking. The participants spoke to each other 

in such a respectful way. 

 

 Participant E reflected on her experience with this session comparing it to a previous 

session she had attended during summer training stating:  

 People were more comfortable with each other and let them hear what they 

thought. During summer, it was like, let’s talk about race. It was very surface 

level. It was a lot of, “what do you think about this person?” And then people 

would say things that were safe so they wouldn’t offend anyone.  I think people 

were saying things that were not realistic of the world, like you look at people and 

judge them. So I appreciated the honesty this time around. People wrote real 

questions they had and real thoughts they had about the other race.  

 

           Overall, RAs were satisfied with the atmosphere of this session. RAs consistently 

discussed their appreciation for a structured environment that provided a space for open, 

honest dialogue about race in a respectful manner.  RAs enjoyed the fact they were able 

to have a candid discussion about race without the tumultuously that can arise during 

conversations about race when both black and white individuals are present.   

               While this theme reflects a positive aspect of the dialogue, when juxtaposed 

next to multiculturalism and social justice, I argue a candid atmosphere was able to be 

fostered because the dialogue had a more multicultural approach than social justice.  The 

dialogue did not delve into or define institutional racism and the impact it has on our 
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society. Referring back to the iceberg analogy, the conversation allowed for a candid 

atmosphere because the conversation generated did not go beyond the tip of the iceberg. 

Therefore, it was easier to maintain comfort among RAs during this dialogue because 

conversation remained surface level and did not introduce institutional racism, 

oppression, or privilege.  

Implications of Lived Experiences  

 Implications of Lived Experiences refers to black and white participants’ ability 

to reflect on viewpoints that are different from their own as a result of attending this 

session. During the interviews, participants discussed the realization that a person’s 

background informs how they view race. According to Participant C:  

  I feel like it made me more aware that there are a lot of white people that do not 

look at things the way I do. I don’t want to say ignorant but it’s like they are blind 

to the different cultural aspects of people. They think people come to college and 

we are all the same, and they overlook differences. They [whites] don’t want to 

bring up race and how race affects black people every day. But I guess it’s 

because it’s not their reality. It’s not a constant for them so most times it’s out of 

their scope and I have to understand that to a certain extent.  

 

            Additionally, participants discussed epistemological blockades that prevent black 

and white people from understanding each other’s perspective on race. According to 

Participant C:  

I would say this opened me up to understand things that would go unsaid if we did 

not have this training. There are certain times I could not see eye to eye with 

someone on staff and there was that unspoken barrier that we did not see things 

the same in how I think and how they think, and this training gave the opportunity 

for that to be unveiled and solved. People think different in terms of where they 

come from and how they come up. This gave me the opportunity to see that. I see 

that diversity does not just mean different skin tones, it also means a way of 

thinking.  

 

White participants expressed a sense of raised awareness regarding the impact racism has 

on black people, reflected by Participant F’s following comment:  
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When we started talking about Mike Brown and Ferguson and I saw how 

emotional people got I realized the direct effects those events had on black 

people. When one person said they are scared for their little brother everyday he 

goes outside because he is black and another guy made note that he is about the 

same weight and height as Mike Brown, it’s like I had never thought of how it 

affected black people. It was emotional for me to think about it because I looked 

at myself, a white male, and I have never ever had those concerns walking out my 

door every day.  Never have I been fearful of the people that are hired to protect 

me [police]. Hearing them talk about that stuff made me realize race is a factor in 

the stuff that goes on today.  

 

Additionally, Participant A’s, a white male, following response further alludes to a raised 

awareness about people’s lived experiences:  

Well, it [the session] definitely gave me a lot more information about the amount 

of work we still need to do to improve race relations today. I learned how this 

relates to me and African Americans who are not like me. The things we talked 

about during training allowed me to be a part of the conversation I am not 

usually a part of. I never thought I had a role in this stuff but I feel like I do now.  

 

Participant H, a black participant, spoke about the issues she had with white 

participants not speaking up on behalf of racism. For example, a topic during the inter-

group dialogue session that emerged was the issue that black participants had with white 

participants not voicing their dismay of racial injustices, such as police killings of black 

men, on their social media sites. Black participants thought social media was a useful tool 

for whites to show their ally-ship and solidarity. Participant H stated:  

I have always been taught that when something is not right you speak on it, 

whether it directly impacts you or not.  But the one thing I learned is that some 

white people have been told by other whites and some blacks that they should stay 

out of it. I’m glad they got to hear from the black people in the room that we feel 

they have a part to play and should not be afraid to speak up on social media, to 

their family, and to their friends.  

 

 

The preceding quotes indicate that as a result of this session, participants realized 

how differing lived experiences among whites and blacks implicated their understanding 

of the racial climate as well as whose role is it to deal with these issues. Black 
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participants felt directly affected by recent events and white participants realized they had 

been oblivious to how these events affected black people. Responses among white 

participants illustrated a raised consciousness towards their role in improving race issues 

in order to make society more socially just. Hence, the idea of ally-ship and the 

importance of this concept was introduced within the responses that characterized this 

theme. That is, black and white participants came to an understanding that racism is not 

just a black problem, and regardless if one is directly impacted by an injustice, they have 

an obligation to actively show support in the fight against any type of oppression. This 

theme indicates that black and white participants were in different phases of their racial 

identity development, as noted earlier, black participants developed patience for white 

participants during this dialogue but also felt they had to act as the educators during the 

session. Therefore, although the dialogue allowed participants to learn more about each 

other’s lived experiences, s it was not clear how this awareness brought about support or 

action in the participants’ responses.  

Establishing Baseline Knowledge  

 Although participants enjoyed the discussion based nature of the session, this 

theme refers to the lack of baseline knowledge established during the dialogue. The 

session was primarily anecdotal and did not connect the personal narratives to larger 

ideas connected to key concepts. Some black participants felt as though they had to be 

teachers to their white peers, a role they did not always appreciate.  According to 

Participant G:  

I find myself acting like a teacher to my white peers that don’t understand these 

things because they were not exposed to it before because race does not play a 

part in their everyday life. It makes me very uncomfortable, having to be a 

“teacher.” 
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  While participants felt dialogue was necessary and useful they expressed that they 

needed a more formalized training to accompany the dialogue. According to Participant 

C:  

It didn’t address certain terms that were relevant to the conversation. Like I know 

certain things because of classes I have taken but in a discussion about race 

issues we need to learn about systematic racism and the different forms of 

oppression. There was no foundation of teaching. It was opinion based.  I liked 

the discussion but it did not give people a concrete set of ideas to work with. I’m 

sure people do not even know what racism means even after going through this 

session. 

 

Participants also felt there should have been an aspect of teaching aside from each other, 

which is reflected by the following two quotes from Participant F and Participant I:  

 “It’s always really interesting to be in that type of environment and talk about those 

things. I don’t know if I would call it training, I don’t feel trained. It felt more like 

therapy” (Participant F) and “I would like case studies regarding diversity and less 

notion of so much personal narrative. I like the discussion but there should be like a 

foundation set, then a discussion” (Participant I).  

Participants also felt the session should have helped them generate solutions and 

strategies to work towards improving racial oppression in their everyday life. 

Furthermore, participants stated they had trouble understanding how to move pass 

dialogue to action and would have liked for the session to provide information on steps to 

take next. According to Participant D:  

Talking about these issues is helpful but we need to apply this more. The 

application is where I have a problem. Although we talked about things I do not 

think we were taught how to apply what came out of the session. So the 

application piece is where I have a problem.  
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Participant E stated:  

 We needed more time to not only discuss the different topics but more so action steps, 

like what is next, how do we combat these problems? How do we put the ball into motion 

and begin being effective. I don’t expect to leave the RA training with all the answers but 

we need to work together during these types of things to brainstorm ideas for actions we 

could be taken to improve some stuff that’s messed up about the world.  

 

Overall, participant responses indicated a need for a more formalized training component 

to complement the dialogue session. Participant responses indicate that they the felt the 

session was lacking an introduction to key concepts as well as practical ways RAs could 

actively improve racial injustices.  

Contemporary Contextualization  

Contemporary Contextualization refers to the responses that discuss the benefit of 

using current events to frame the dialogue session. These responses include participants 

that were satisfied discussing current events during the dialogue as well as participants 

who felt other current issues should have been discussed. The conversations that were 

generated during the session had a lot to do with recent or relatively recent events such as 

the police killings of black men and the unjust nature of the judicial system in general. 

When asked, “What did you learn about others as a result of this session?” Participant D 

responded: 

People are really hurt my Ferguson. People really need to address this issue 

because there is a lot of tension and resentment. I can see that there is a lot of 

pain and unresolved issues and people are uneasy about this. It needs to be 

addressed not just in training but talked about more often throughout the year as 

things happen.  

 

Contextualizing race issues by using current events also made the discussion more 

personal and less abstract for participants allowing them to see racism was still an issue 

as Participant F alluded to in her following comment:  



 

39  

 Someone spoke about how they were the same size as Mike Brown and sometimes 

they were afraid to walk down the street. To think about it from that perspective 

and then watch someone I care about get emotional really stayed in my head. It 

made me see that people are going through racism even when I have been led to 

believe race issues are not a reality anymore. 

 

Participant I felt that there were other current events that should have been discussed 

stating, “Gentrification. It’s something we need to talk about going on right here, which 

is a huge thing on my mind. Like this is something that is happening right now that we 

are right in the middle of.” This particular participant’s response illustrates his awareness 

of a present-day issue facing a local black community and felt it would be beneficial 

because it involved the surrounding community and the university. Participants also felt 

that the education and judicial system were pressing race related issues facing black 

people and should be discussed.  

            Additionally participants expressed becoming cognizant of covert forms of racism 

they were not previously aware of.  White participants’ felt that as a result of attending 

this session they were more aware of the racist subtleties and the unintentional behaviors 

they themselves commit that perpetuate covert racism. According to Participant J:  

 It [the session] really immersed me in my own contributions to race issues and 

how I perpetuate and benefit from injustice.  I was forced to take responsibility 

for my role in race relations and who I am in the entire system. I realized I do and 

say things that can be offensive to black people in some of the comments I have 

made about recent events like Ferguson.  

 

Participant F’s subsequent comment also reflects how discussing current events raised his 

awareness of his indirect role in race issues. Participant F stated:  

Hearing about people’s concerns about things you unintentionally stand for and 

understanding their point of view makes it easy for you to connect with them. 

Sometimes you don’t know what you don’t know and doing this made me see some 

of my errors but also other white individuals’’ errors.  
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While black participants did not express a new awareness of covert racism, they did 

discuss the ways in which covert racism is manifested in their direct lives. Participant D 

stated:  

I think black people are not given enough opportunities. Look at our Honors 

Program, blacks are not being represented. I am a RA on an Honor’s floor and 

there is one black person on the floor. There needs to be more effort putting 

blacks at the forefront of opportunities. This is really important.  

 

            The responses that capture this theme indicate that participants felt it was useful 

to discuss current events to understand race issues. However, some participants felt it 

would have been insightful to discuss other contemporary topics that are directly tied to 

the university and how these events are directly are linked oppression.   

Problematic Nature of “Choice” Session 

A recurring sentiment among participants was their concern that they had a choice 

in attending this session. Participants felt that because everyone played a role in 

improving race issues everyone in residential life should be expected to participate. 

Additionally, participants felt that the black participants were more willing to speak about 

these issues because it was an everyday reality for them. Another concern that 

participants expressed was that more black RAs decided to attend the session. 

Furthermore, there was a consensus that making this session a choice sent the message 

that it was not as important as mandatory sessions in which, everyone was expected to 

attend. According to Participant B:  

So on the day we talk about diversity topics in training we have choice sessions, 

meaning we get to choose which one to go to. So there is one about sexuality, 

gender, race, and some other stuff.  I would say the choice sessions are 

informative. But it does not reach the population it should reach because it is a 

choice session so there is a choice to go or not. It should not be an option. This 

should be a session everyone in residential life has to go to because racism is 

something we all have to deal with. The session was mainly African Americans 
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and some Caucasians who are committed to informing themselves about race 

issues, which is only a small percentage. I do not like that when it comes to these 

sessions they are choices. It makes it seem as though it is not important and if you 

do not want to talk about it you are giving the option so you do not have to. 

What’s the benefit of that? I shouldn’t have to make a choice if I want to learn 

more about issues about gender and if I want to learn about race too. They are 

both important.  

 

Participant C shared a similar viewpoint stating, “I would appreciate more effort than a 

choice session because often times the people who need the training or exposure do not 

choose to participate in the stuff they need help with most.” 

Participant H, a white participant, stated:  

This year I have been challenged a lot. Part of it may be because of the choice 

sessions I chose to attend. Looking back on it I wish in previous years during RA 

training I would have gotten more confrontations like this, like more discussions. 

It just wasn’t on my radar back then to do this kind of thing and talk about race.  

 

             Moreover, black participants felt a race dialogue being a choice session during a 

diversity training further reflected an ongoing race issue in and of itself which is, if white 

people do not want to deal with race, they are pardoned. According to Participant F:  

A lot of the ways institutions attempt to embrace diversity happens at the expense 

of people of color.  Yea, because more often than not I feel they are catering to 

the safety of white students so they do not feel offended in the process of learning 

about diversity and race. 

 

Overall, participants reiterated they felt the RAs who needed exposure to these types of 

sessions the most would not elect to participate, but rather choose something they are 

more comfortable speaking about. 

Intersection of Socioeconomics  

This theme refers to the responses from participants that voiced the need for more 

discussion around the interrelation of socioeconomics and race issues. During the 

interviews participants discussed the relationship between a lack of resource and racism. 
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When participants were asked, “How could this session be improved?” a common 

response among black participants was that there needed to be more information about 

the lack of opportunities and resources in many black neighborhoods. Participants who 

mentioned this felt it would have made people who are unaware of this form of racism 

conscious of it.  Participant D stated:  

Good schools are very expensive and because of the way things are a lot of blacks 

can’t afford to go. So they make it seem like you can’t come here because your 

poor, but your poor because your black. So you really cannot come here because 

you’re black.  Whites are treated better because they can afford to be treated 

better. Money plays a part. Lots of white people think it’s about hard work and 

that’s why there are in the position they are in. But really it’s about an uneven 

playing field for black people because of racism.  

 

Participant F offered similar feedback stating:  

The lack of resources for a lot of black people is something we should have talked 

about. In some people’s mind they think that one generation is enough time to 

snap back black people’s wealth. Another issue is school. For example, if you do 

not have a functional school then it will be a cycle of poverty because education is 

important to change people’s situation and in a lot of black neighborhoods the 

schools are disserving kids.  

 

            The relationship between socioeconomics and race is a topic that participants felt 

important to discuss during this session. The participants who entered the session with the 

understanding of this relationship expressed that they felt bringing this into the session 

would have provided greater understanding of racial tensions.  
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CHAPTER 5 

DISCUSSION 

The purpose of this study sought to answer the following two research questions: (1) 

how did this inter-group dialogue impact the RAs ability to recognize race-related issues 

in the United States and (2) did this inter-group dialogue foster a social justice 

perspective among the RAs that participated? After conducting ten in-depth interviews, 

analyzing the content, and examining the themes that emerged from the data, the findings 

suggest that the research questions have been answered. The subsequent sections will 

answer each research question as well as recommendations based on the findings of each 

of the identified themes discussed in Chapter four.  

How did this inter-group dialogue impact the RAs ability to recognize race-related issues 

in the United States?  

 Based on the content analysis, the session did impact the RAs ability to recognize 

race-related issues in the United States. The responses indicate that RAs awareness about 

race-related issues, specifically covert forms of racism and the racist undertones of 

current events such as the killing of Michael Brown have been raised. White participants 

expressed a new found realization that they had a role in improving race relations. White 

participants also became aware of the ways they perpetuate racism in their everyday 

lives. The candid and comfortable environment positively correlated with RAs ability to 

openly express their thoughts and opinions. However, white RAs’ ability to recognize 

race-related issues as a result of attending this session were greater because black 

participants expressed race issues is an everyday lived experience.  

Overall, white participants’ awareness were impacted more from this session. In 

regards to black participants, this session impacted their level of patience towards whites 
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in regards to race-related issues. Black participants expressed an increased patience level 

when discussing race-related topics with white participants, but realized that one of the 

main race-related issues in the United States was white people not speaking up when an 

injustice was committed against black individuals. Furthermore, this session helped 

participants realize the importance of ally-ship and speaking out even when a person or 

that person’s group is not directly affected by the situation. The discussion generated 

through this session helped participants reflect on the part they played in alleviating race 

issues. Additionally, it was interesting that black participants discussed a raised patience 

level for white participants when discussing race-related topics. This indicates that the 

black participants’ racial identity development was more advanced than their white 

counterparts’ white racial identity development and race was a more salient part of the 

black participants’ identity. Therefore, while black participants did indicate they enjoyed 

the dialogue, it impacted the white participants understanding of race-related issues more 

heavily.  

Did this inter-group dialogue foster a social justice perspective among the RAs that 

participated?   

The findings of this study suggest that a social justice perspective was not 

fostered as a result of attending this session. This session was successful in helping 

participants better communicate with individuals that have differing lived experiences, 

but their responses reflect more of a multicultural perspective, which is an individual that 

has established an understanding and appreciation for the multiple worldviews that exist 

in society (Watts, 2007). The participant responses that did evoke a social justice 

perspective entered the session with that orientation. For the participants that did not 
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already have a social justice perspective, their responses indicated they were unclear of 

how to infuse a social justice disposition into their daily lives. Participants expressed that 

they needed more education regarding what next steps they should be taking to improve 

race issues and work towards change and interrupting status quo injustices aside from 

dialogue. Hence, participants need more education about how action steps and 

application.  

Recommendations  

Each of the themes identified have profound implications for how the department 

should move forward when creating sessions, activities and/or trainings that are aimed at 

exposing and educating RAs about race. In the subsequent paragraphs, recommendations 

based on the findings are outlined.   

Participants found it problematic that this session was in the format of a choice 

session, meaning individuals could elect whether or not they participated. RAs should not 

have to choice whether they attend a session on gender, versus sexuality, versus race. 

Since these are all topics that a RA need to learn about, a formalized training should take 

place to ensure RAs are exposed to the various aspects of diversity. For example, social 

justice and race-related issues, and disabilities can be discussed for one half of the day, 

say for four hours. Then after lunch, sexuality, gender, and other topics the department 

decides on can be discussed. While it is imperative that the dialogue sessions occur 

because participants voiced that they enjoyed the discussion, a more intentional way to 

actually train RAs as well as engage them in dialogue must be developed. For instance, 

after the day of diversity training and after dinner, the choice sessions can occur during 

the evening as a night time activity. Since RA training happens over the course of a week 
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and a half, taking a full day to thoroughly deal with subjects centered on diversity should 

be a priority. Furthermore, presenting “diversity training” in the form of solely choice 

sessions when other aspects of training our mandatory for RAs to attend sends the 

message that these topics are not essential to the RA role. However, if our goal is to train 

a well-rounded RA and aid them in their development as students, it is crucial we are 

strategic in how we utilize time during RA training.  

Since participants expressed that they found the dialogue insightful and wished 

the discussions happen more often outside of the two times during training, it would be 

useful to plan other events throughout the academic year that RAs could participate in. 

An example of an event that would further promote comfort and familiarity would be a 

weekend race dialogue retreat. RAs that were interested in attending could sign up and 

participate in activities that helped elevate their racial identity development. Another way 

these dialogues can happen more often is by developing facilitation guides that the RAs’ 

supervisors can utilize during weekly staff meetings. Staff meetings serve as a time to not 

only communicate administrative information but also is an opportunity to develop RAs 

as students. By taking time during staff meetings to have dialogues similar to this will 

help the RAs be more comfortable with these topics rather than only formally structuring 

the time to do so during training.  

The fact that participants felt the session provided a safe and candid place to 

discuss race issues can be attributed to the facilitation of the program, as participants 

were asked to write their questions on slips of paper anonymously and those slips of 

paper were collected. Then slips were passed out randomly, each person receiving a 

different question than they wrote. The participants not having to ask their own questions 
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provided security to guard them from judgment or ridicule because no one knew where 

each question originated. This way of generating dialogue should be implemented in 

future sessions because it lent for a more authentic discussion because participants felt 

they could ask what was really on their minds.  Additionally, since the session took place 

during midyear training and participants had already been working as RAs for six 

months, RAs were familiar with one another. The session also lasted for two hours, 

which allowed extended time for rapport to be built among the RAs that may have not 

been as familiar with each other, as the session during summer training only lasted one 

hour.  

Participants also expressed that they found the dialogue about current events 

productive and insightful. However, this was due to the questions participants wrote on 

the slips of paper. Since participants indicated that they found the conversation useful and 

educational and discussed that they wished they had the opportunity to talk about these 

topics outside of training, discussing current events should become a department norm.  

This can happen at the weekly RA staff meetings on a designated week, once a month, or 

in the format of a department in-service. Since the findings of this study support the 

benefit of discussing current events, the department should not leave it by chance that 

these events get discussed. Establishing the discussion of current events as a departmental 

norm will be a useful learning tool that supervisors can use to progress social justice 

development among the RAs.  

According to the responses, participants were able to recognize how white and 

black participants’ lived experiences informed the way they viewed race-related issues. 

Black participants expressed patience being developed for white participants and their 



 

48  

often obliviousness towards race issues. However, with patience, black participants also 

expected white participants to begin their transition to becoming allies towards racial 

social justice. A worthwhile endeavor for black and white RAs would be for the 

department to develop an ally-ship/advocate program in which individuals that expressed 

interest would have the opportunity to go through a training that prepared them as “social 

justice” advocates/allies. This training would consist of an extended training that exposed 

RAs to a deeper understanding of race. Once they were trained, these individuals would 

help plan programs for the other RAs and the students that lived on-campus. This 

opportunity would provide students with another outlet to grow as student leaders.  The 

training program could occur once a semester and be in the form of a credit course.  

If an ally-ship program was developed, it is important that socioeconomics be a 

part of the content because participants felt that there was not enough discussion focused 

on the interrelatedness of socioeconomic and race issues. This indicates that participants 

have some outside knowledge of the relationship between social justice issues related to 

race. It would be useful for a session that focuses on race include an element about 

socioeconomics because the session would then be more social justice driven. It would 

also be useful for residential life to develop an initiative or event that reflects their 

commitment to social justice issues. It would be worthwhile to research what types of 

events other residential life departments are creating and benchmarking will provide 

valuable information for how to move forward. This would be an action step on behalf of 

the department to show they are using the dialogues as a stepping stone towards action. 

RAs would be able to model this behavior from the department and begin implementing 

social justice actions into their daily life.  
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In conclusion, the findings of this study reiterate the importance of a formalized 

training to establish baseline knowledge among RAs because it cannot be assumed that 

RAs are on the same level of development when it comes to diversity, specifically racial 

development. While the session was useful, it should be a supplement to a foundational 

training. Benchmarking other departments to learn how they are conducting diversity 

trainings would be useful in this regard as well. This training would ensure key terms and 

concepts were being introduced to RAs.  

Conducting an extensive diversity training can be a tedious endeavor and one 

person should not be expected to lead each module of training. People from other 

departments and faculty members with interest related to the content of the diversity 

training should be asked to conduct sessions. Enlisting individuals outside the department 

would allow for the formation of partnerships. Additionally, exposing RAs to individuals 

with a specialized focus would expose them to a more thorough knowledge base.  
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APPENDIX A  

 

RECRUITMENT EMAIL 

 

 

 

Hi [Insert Name],  

  

I hope this email finds you in great spirits!  

  

This May I will graduate with my Master's in African American Studies. As a part of my 

graduation requirements I need to complete a thesis project. In order to complete this, I 

am in need of your help! I am emailing you to ask if you would be willing to participate 

in my study by allowing me to interview you. My research focuses on Resident 

Assistants and the race relations inter-group dialogue session during midyear RA 

training. 

  

The attached consent document outlines everything you need to know about this project, 

but heads up, it is completely voluntary and up to you whether or not you decide to 

participate. If you do, the interview will only last between one to one and half hours.  

  

Please review the attached document. If there are any questions or concerns please do not 

hesitate to email me. If you agree to participate we will figure out the best time that 

works for your schedule to conduct this one time interview.  
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APPENDIX B  

 

ADULT CONSENT DOCUMENT 

Title of research:  Assessing Social Justice Perspectives Among Resident Assistants: 

The Impact of a Race Relations Inter-Group Dialogue  

Investigator and Department: Blaze Campbell, African American Studies  

Why am I being invited to take part in this research? 

You are being asked to take part in this study because you are a Temple University 

Resident Assistant. 

What should I know about this research? 

● Someone will explain this research to you. 

● Whether or not you take part is up to you. 

● You can choose not to take part. 

● You can agree to take part and later change your mind. 

● Your decision will not be held against you. 

● You can ask all the questions you want before you decide. 

Who can I talk to about this research? 

If you have questions, concerns, or complaints, or think the research has hurt you, contact 

the research team at: 

Email:     niambi.carter@temple.edu 

Phone:     (215) 204-8447 

Address:  1115 W. Polett Walk 

                828 Gladfelter Hall 

This research has been reviewed and approved by an Institutional Review Board. You 

may talk to them at (215) 707-3390 or e-mail them at: irb@temple.edu for any of the 

following: 

● Your questions, concerns, or complaints are not being answered by the research 

team. 

● You cannot reach the research team. 

● You want to talk to someone besides the research team. 

● You have questions about your rights as a research subject. 

● You want to get information or provide input about this research. 

Why is this research being done? 

This research is being done to assess the Resident Assistant Diversity Training segment on race-related 

issues. This study will help to understand how Resident Assistants understand race-related and social 

justice issues after attending the race-relation inter-group dialogue.  By conducting these interviews with 

Residents Assistants I hope to provide recommendations to improve sessions in the future.  

mailto:niambi.carter@temple.edu
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How long will I be in this research? 

If you decide to participate in this study you will be asked to be interviewed between one 

to one and half hours.  

How many people will be studied? 

I expect fifteen people to take part in this study.  

What happens if I agree to be in this research? 

If you agree to participate in this research you will be asked to schedule one interview 

which, will lasts for approximately one to one and a half hours. The questions that you 

will be asked all deal with questions that relate to the race-relations inter-group dialogue. 

This interview will take place in the interviewer’s office which is located on Temple 

University’s main campus. The interview will be audio-taped, and transcribed in order to 

perform a content analysis; however your identity will remain anonymous.   

What happens if I agree to be in this research, but I change my mind 

later? 

There are no consequences for deciding to withdrawal from the study. You may withdrawal from the 

interview at any time.  

What happens to the information collected for this research? 

Your interview will be audio-taped and transcribed following its completion. A content 

analysis will be undertaken in order to examine the interview in-depth.  Your name will 

be known solely to the interviewer and will be deleted from the final report and any 

publications that result from this study. Both the tape recordings and transcriptions will 

be destroyed once analysis is complete. 
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Signature Block for Adult Subject Capable of Consent 

Your signature documents your permission to take part in this research. 

 

 
  

Signature of subject  Date 

 
 

Printed name of subject 

   

Signature of person obtaining consent  Date 

   

Printed name of person obtaining consent   
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APPENDIX C  

 

INTERVIEW QUESTIONS 

 

Thank you for deciding to participate in this study. I appreciate you volunteering your 

time with me today. Before we begin the formal interview I will provide you with 

information about this study so that you can decide if you would still like to participate. 

Have you looked over the consent document? If not that is okay, I will go over it now.  

First, this study is completely voluntary and at any point you would like to withdraw 

from the interview you are able. The purpose of this interview is to learn about what RAs 

felt and learned from the race relations session. The questions will center on diversity as 

it relates to race. These questions are not meant to be intrusive but rather aim to 

understand how this session impacted you once attending it.  This interview will be 

audio-taped in order to conduct a content analysis of the data after the interview. I will 

replace your name with a pseudonym. My adviser and I will be the only people who hear 

the recordings. Once a content analysis is performed the audio tapes will be destroyed. 

Do you have questions?  

 

1. How long have you served as a Resident Assistant (RA) at Temple University?  

 

2. Can you please describe your experience with the race relations sessions you 

participated in? Specifically, discuss things you liked about the session and things 

you disliked about the session.  

 

3. How do you think residential life is defining diversity when they use the word?  

 

4. What was your understanding of race issues before you entered college? How 

about before you became a RA?  

 

5. How did becoming a RA impact your understanding of diversity and race?  

 

6. What terms or concepts stuck out to you from the session? Can you define these 

terms in your own words?  

 

 

7. In your opinion, why does Residential Life provide these types of sessions for the 

RAs?  

 

8. What is something you learned about yourself as it relates to race after attending 

this session?   
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9. What is something you learned about others as it relates to diversity from the 

training?  

 

 

10. How did this training impact your understanding of racial diversity?  

 

11. What is something the session did NOT address you wish you learned more about 

regarding race?  

 

12. Do you feel this session has improved your ability to interact with people that are 

racially different from yourself? If so, what specific parts of the session impacted 

this?  

 

13. In what ways do you feel the session can be improved?  

 

14. Describe a time in which you needed to respond to a race-related issue on your 

floor. How did you address this situation?  

 

15. How has this session helped you interact with residents that are racially different 

from you?  

 

16. Has this session impacted your understanding of racism? If so, how?  

 

17. Can you give me an example of racism?  

 

18. RAs have to conduct four programs per semester that fit into specific dimensions, 

including a diversity component. Tell me about a program you conducted that fit 

the diversity dimension.  

 

19. What do you feel is the most pressing race-related issues in U.S. society?  

 

20. In what ways, if any, has the information you learned during the session impacted 

your life outside of Residential Life?  

 

21. Do you feel this knowledge will help you in your future career plans? If so, how?  

 

22. Would you say in your daily life you fight against racism? If so, in what ways?   

 

23. Have you taken the Diversity and Race gen. ed. requirement?  

 

24. Have you taken any other courses that deal with race and diversity?  

 

25. Do you feel racism is still an issue in the United States? If so, who do you feel 

benefits from racism? Who do you feel are victims of racism?  

 



 

60  

26. What actions do you feel need to take place to improve race relations?  

 

27. What do you feel your role is in improving race relations?  

 

28. How old are you?  

 

29. How do you identify racially?  

 

30. What is your year in college?  

 

31. Are there any last comments you feel are important to add before we bring the 

interview to a close?  

 

That concludes this interview. Again, thank you so much for volunteering your time to 

take part in this interview. I appreciate it very much.  

 

 

 

 


