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The inquiry tools presented in this guide are the product of the staff who worked at the Center 
for Urban Education (CUE) from 1999 to 2018. The tools evolved over time, in response to what 
CUE staff learned from using the tools at campuses across the country, as well as from research 
on race, racism, and racial equity. Presented here is a collection of CUEÕs most impactful tools, 
organized and edited by Cheryl D. Ching, PhD., who served as a research assistant at CUE 
from 2012 to 2017 and as a post-doctoral scholar from 2017 to 2018. 
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Center for Urban Education. (2020). Laying the 
groundwork: Concepts and activities for racial 
equity work��. Rossier School of Education, 
University of Southern California. 
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The word ÒequityÓ means different things to different people. Dictionary 
definitions often equate ÒequityÓ with notions of fairness and justiceÑ yet in 
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In this guide, we discuss the why of our approach. Interspersed into that 
discussion are tools we have developed that help higher education 
practitioners orient their equity work. 
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The historical trajectories of racial inequity  
in the United States 
!
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A question we often get in our work is why CUE focuses on race. Our 
rationale for racial equity rests on demographic, economic, and justice 
imperatives. It is also premised on the fact that socioeconomic class and 
income alone do not fully account for inequalities experienced by racially 
minoritized students. 
 
!
"!*),&+2"3/0#!0,3)2"-0;) '
For some time now, demographers have predicted that the United States 
will turn into a Òmajority-minorityÓ nation, as each generation of Americans 
becomes more racially and ethnically diverse than the one before. Current 
U.S. Census projections note that nationally, this will occur around 2044, 
and from that point it is unlikely to be reversed (Colby & Ortman, 2015). 
Certain states such as California already have populations with a majority 
of people of color, with Latinx eclipsing whites as the largest racial-ethnic 
group in 2015. U.S. Census projections further suggest that the fastest-
growing populations through 2060 will be (1) individuals of two or more 
races; (2) Asians; (3) Latinx; 
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The shifting racial-ethnic makeup of AmericanÕs high school graduatesÑ
and by extension, college student populationÑ is intimately tied to the 
economic justification for racial equity. While not new, this call grew 
louder following the launch of the College Completion Agenda in 2009, 
when President Barack Obama announced the American Graduation 
Initiative at Macomb Community College in Michigan. Since then, state 
and federal policymakers, funders, and advocacy organizations have 
argued that equity
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The demographic and economic imperatives for racial equity are oriented 
toward the future: the projected racial-ethnic makeup of the American 
population and the economic prospects of the country. Racial inequity, 
however, is a problem that was born in the past and that has endured over 
time. It was born out of slavery and subsequent Jim Crow laws that 
legalized segregation and limited opportunity for Blacks. It was born out 
of genocide and land-grabbing that diminished the population and 
territories of Native Americans, as well as out of the colonization and 
assimilation projects that sought to ÒcivilizeÓ the Òsavage natives.Ó It was 
born out of waves of Asian, Latinx, and Pacific Islander migration, some 
of which was sanctioned by the American government (e.g., through the 
Immigration Act of 1965 and asylum seeking) and some of which was not. 
For all people of color, racial inequity was born from policies and practices 
that were designed to benefit the dominant population of whites and to 
directly and/or indirectly exclude, marginalize, and oppress people of 
color. (See the Appendix A for a discussion of the historical trajectories of 
communities of color in the United States.)  
 
Addressing racial inequity is therefore an act of justice that requires 
explicit attention to structural inequality and institutionalized racism, and 
demands system-changing responses.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
There are some who argue that the work accomplished during the Civil 
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ÒBut freedom is not enough. You do not wipe away the scars of 
centuries by 
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Rights Era, beginning with the landmark U.S. Supreme Court case 
Brown v. Board of Education in 1954 through the 1960s, redressed the 
racial inequities that preceded it. Empirical analyses, however, 
demonstrate that racial equity remains an unfinished project, and despite 
the gains of the Civil Rights Era, structural inequalities remain. Each 
region, state, county, city, and college has likely had an equally sobering 
story about racial inequity. Equity work requires practitioners to 
understand the history of race and race relations in their local context, as 
well as the forms of structural inequality and institutionalized racism that 
manifest in their communities.  
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Equity work also requires practitioners to consider how race and racism 
manifest in their actions at an interpersonal level, and how those actions, 
which may seem small and inconsequential, are ultimately tied to the 
history of racial injustice in the United States. In this section, we present 
two ways racism persists today: microaggressions and implicit bias.  
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Racial microaggressions are brief and commonplace verbal, behavioral, 
and environmental indignities, whether intentional or unintentional, that 
communicate hostile, derogatory, or negative racial slights and insults to 
the target person or group. Microaggressions are often unconsciously 
delivered. These exchanges are so pervasive and automatic in daily 
conversations and interactions that they are often dismissed and glossed 
over as being innocent and innocuous (Sue et al., 2007). Yet 
microaggressions are detrimental to persons of color because they impair 
performance in a multitude of settings by sapping the psychic and spiritual 
energy of recipients and by creating inequities (Franklin, 2004; Sue, 2004).  
 
As a concept and word, ÒmicroaggressionÓ has gained popularity in recent 
years such that it is often used without clear definition, routinely 
transformed from a noun to a verb (i.e., ÒmicroaggressedÓ), and widely 
applied to other stereotyped groups (e.g., women, LGBTQ). ItÕs 
important to point out, however, that microaggression comes from the 
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scholar Peggy Davis (1989) associated race and power, asserting that 
microaggressions Òstem from unconscious attitudes of white superiority 
and constitute a verification of black inferiorityÓ (p. 1576). More recently, in 
his reflections on why the notion of microaggressions is critical to thinking 
about race and racism in higher education, education scholar Daniel 
Sol—rzano (2018) stated that Ò[r]acial microaggressions matter because they 
are symptoms of larger structural problemsÑ racism and white supremacyÓ 
(p. 97). 
 
How microaggressions manifest and how they perpetuate racism takes a 
number of forms, which have been identified by psychologist Derald Wing 
Sue (2004) as: 
 
1.! Microinsults, which are verbal remarks or behaviors that convey 

rudeness and insensitivity that demean a personÕs racial heritage or 
identity. 

 
2.! Microinvalidations, which are verbal remarks or behaviors that 

exclude, negate, or nullify the psychological thoughts, feelings, or 
experiential reality of a person or color. 
 

3.!
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MICROAGGRESSION REMARK/BEHAVIOR MESSAGE 
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ÒImplicit biases affect behavior and are far more predictive than self-
reported racial attitudesÓ (Godsil, Tropp, Goff, & Powell, 2014, p. 10). 
Implicit bias refers to the process of associating stereotypes or attitudes 
toward categories of people without conscious awareness. Implicit bias 
affects behavior because human beings process an enormous amount of 
stimulus by organizing the environment into categories consisting of 
automatic associations between concepts that share similar characteristics. 
The categories allow humans to effortlessly navigate the world. These 
categories guide how people react to objects and how people socially 
interact. For example, grade school children learn to categorize adults into 
teachers, principals, and parents. Each categorization is associatedÑ
through socializationÑ with characteristics. Godsil et al. (2014) use the 
example of childre

example of childreThe categories allow humans to effortlessly navigate the world. T5 attitudes .-!
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¥! Stereotype: A specific trait or attribute that is associated with a 
category of person.  
 

¥! Attitude: An evaluative feeling toward a category of people or 
objectsÑ either positive or negativeÑ indicating what individuals like 
or dislike.  

 
Jerry Kang, professor of law and vice chancellor for equity, diversity and 
inclusion at the University of California at Los Angeles, offers a 
compelling illustration of implicit bias in this TED Talk: 
http://jerrykang.net/2011/03/13/getting-up-to-speed-on-implicit-bias/
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The question of Òwhy race?Ó is implicitly a question about why CUE does 
not focus on socioeconomic status (SES)/income, gender, ability, or other 
group categorizations for which issues of equity also exist. We are sensitive 
to inequities associated with these groups, as well as to how inequities can 
compound for people who belong to or identify with more than one 
category.3 For instance, Black students who are low-income face greater 
inequities than those who are high-income.4 At the same time, empirical 
analyses show that income or class alone cannot account for the inequities 
experienced by Blacks. As Anthony Carnevale and Jeff Strohl (2013) 
explain in Separate and unequal: How higher education reinforces the 
intergenerational reproduction of white racial privilege: 
 

Class and race overlap and are most virulent in combination. Along 
with many other researchers, we find that the reason for persistent 
racial inequality begins with the fact that Blacks and Hispanics seem 
to face barriers not faced by whites. Unequal educational and career 
outcomes for economically disadvantaged whites can be explained 
with variables like family income, parental education, and peer 
expectations. These same variables do not fully explain African 
American and Hispanic educational and economic outcomes. Earlier 
research shows income effects are more fully explained by observable 
things, like peer group and tutoring, while differences by race are not 
so easy to pin down. (p. 36) 

 
In another analysis focused on college completion, Carnevale and Strohl 
(2010) demonstrate that white students and high-SES students who begin 
higher education in community college earn certificates, associate degrees, 
and baccalaureate degrees at rates between 40% and 46%, as compared to 
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39% for low-SES students and below 30
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Racial equity requires policies and practices 
directed where theyÕre needed to fix barriers 
to achievement and provide the necessary 
support. When colleges focus solely on 
diversity, they bring more students into 
systems that put too many students on 
predictable paths toward failure. 
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unemployment rates, welfare costs, voter turnout, income, and healthcare. 
Outcomes data can be used to define indicators that could help call 
attention to and prioritize racial equity issues at the policy level. 
 
Alongside the accountability dimension, equity in outcomes allows 
colleges to bring a critical dimension to racial equity work, which 
emphasizes equityÕs justice imperative. Identifying equity gaps not only 
defines the equity problem at a college and points to areas for change, but 
also helps shine a light on longstanding, institutionalized campus- and 
practitioner-level policies and practices that are producing racial 
inequities.  
!  
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Indeed, equity requires the provision of resources to students who face the 
greatest barriers and continually face inequities in their educational 
experiences and outcomes. At CUE, however, we believe that 
(re)distributing resources and repairing broken structures are insufficient 
unless those actions and other efforts to equalize opportunity and 
outcomes are implemented with Òequity-mindedness.Ó Developed by Dr. 
Estela Bensimon (2005), equity-mindedness is a type of Òcognitive frame,Ó a 
mental map of attitudes and beliefs a person maintains to make sense of 
the world. A cognitive frame determines which questions are asked, what 
information is collected, what is noticed, how problems are defined, and 
what course of action should be taken. Three cognitive frames that govern 
how we understand racial equity are 
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In our work with college practitioners, we have observed that the 
dominant cognitive frame is one of deficit-mindedness. Practitioners often 
recognize that diversity is insufficient to produce equity in outcomes; 
however, explanations for inequities are typically grounded in what racially 
minoritized students lack or how they donÕt exhibit the qualities of 
ÒsuccessfulÓ college students who are self-motivated, goal-oriented, 
efficacious, and academically prepared. Furthermore, a deficit-minded 
orientation encourages practitioners to see the perceived shortcomings of 
Black, Latinx, Pacific Islander, and Native American students as the 
product of their attending poorly resourced schools, growing up in low-
income communities, being raised by single-parent households, coming 
from families that do not value education, and the like. That is, these 
shortcomings are a ÒnaturalÓ outcome of these studentsÕ backgrounds, and 
addressing attendant inequities requires compensatory programs that ÒfixÓ 
students and teach them how to assimilate into the dominant college 
culture. Focusing on student characteristics can make it seem as if higher 
educationÕs policies and practices have played no role in producing racial 
inequities. 
 
Important to acknowledge is that while students do play a role in realizing 
their educational outcomes, engaging in deficit-minded thinking places the 
responsibility for action and change solely on students. Reframing the 
discussion empowers the institution and allows practitioners to focus on 
how they can improve their policies and practices to improve student 
outcomes. 
 
!
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Advancing equity through higher education policy and practice requires a 
cognitive shift, not only away from thinking in terms of targeted programs, 
but also away from deficit-minded assumptions about students. Equitable 
policies and practices must target educational institutions and systems, 
not the students those institutions and systems have not served well. We 
describe this cognitive reframing as Òequity-mindedness,Ó which involves 

ssinT14044 0-20th those institutimocresecin deficit3906and  0 08.3906 0.2and e student 
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students on the other hand. Equity-mindedness reflects an awareness of 
the sociohistorical context of exclusionary practices and racism in higher 
education, and the effect of power asymmetries on opportunities and 
outcomes for racially minoritized students. Equity-mindedness is a way of 
understanding and addressing social inequities that challenges the 
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They take a data- and evidence-oriented approach to racial inequity. They 
define the cause of unequal outcomes in ways that make them observable, 
manageable, and measurable. They monitor outcomes by race and 
ethnicity, as well as their progress in meeting set goals and benchmarks. 
 
Practitioners who take an equity-minded approach reflect on the racial 
consequences of institutionalized practices, question patterns of racial 
inequity in outcomes, and contextualize these inequities in light of 
historical exclusion, discrimination, and oppression. They resist the 
temptation to base their interpretation of inequities on racial stereotypes; 
for example, ÒHigher education is not a priority for Black students,Ó or 
ÒLatinas only go to schools close to their families.Ó  
 
Finally, equity-mindedness requires that practitioners exercise their agency 
and assume responsibility for eliminating racial inequities in outcomes.
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reduce the time college studentsÑ again, many of whom are racially 
minoritizedÑ spend in pre-college work.  
 
These are solutions that can potentially improve success and persistence 
rates, as well as increase the number of students who complete college in 
less time. At the Community College of Aurora, a CUE partner campus, 
redesigning the developmental math sequence resulted in a 21-percentage-
point increase in the overall student success rate over a tlpoint incre146re 000e overall

p-
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Through the Equity in Excellence project, we worked with math faculty at 
the Community College of Aurora to conduct inquiry into their practices 
and reconfigure them in an equity-minded way. (For an overview of the 
initiative, see Felix, Bensimon, Hanson, Gray, & Klingsmith, 2015.) In 
particular, CUE  helped the faculty inquire into the culture of their 
classrooms through their course syllabi, how they structure the first day of 
class, and how they communicate expectations to their students. 
 
The inquiry process exposed the facultyÕs assumptions, biases, and 
motivations. For example, one instructor stated: 
 

I came to see that many of my behaviors were white middle-class 
woman behaviors. While another person who looked like me might be 
able to understand that my suggestions voiced to the class as a whole 
were really individual mandates, those black and Hispanic males from 
18 to 25 were hearing that it was fine with me if they chose to fail. As 
with T-shirts, one size does not fit all.  

 
In fall 2014, the success rates for all students in developmental math 
increased again, but especially for Black and Latinx students. By fall 2015, 
the equity gaps between Black and white and Latinx and white students 
disappeared. 
 
 
 
 
 
 

* *
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EQUITY STANCES A 

!
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Colleges should guarantee that each student has the same chance to avail of, or compete for, a 
particular opportunity. 
!
!
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Colleges should guarantee that each student deserves an academic program that allows her/him 
Òto demonstrate performance that meets or exceeds a common high level within a reasonable 
length of time.Ó 
!

!
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Colleges should foster: 

¥! Awareness of the communities from which students come, and concern for their overall 
welfare; 

¥! Education as a relational practice; and 
¥! The creation of non-discriminatory and non-oppressive educational settings that validate 

studentsÕ cultural experiences, convey their value to the campus community, and cultiva
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Colleges should foster: 

¥! Awareness of the communities from which students come and concern for their overall 
welfare; 

¥! Education as a relational practice; and 
¥! The creation of non-discriminatory and non-oppressive educational settings that validate 

studentsÕ cultural experiences, convey their value to the campus community, and cultivate 
their personal and social development. 

)?",3()!0%!32"#-0#)R !Campus spaces physically reflect the culture and heritage of students 
of color. Practitioners proactively reach out to students of color and affirm their belonging on 
campus. 
-&6+/!56).-0&%.!=&2!-/&.)!'/&!-"$)!-/0.!.-"%#)R '
.! DoesnÕt this approach to equity focus too much on studentsÕ psycho-social development, 

and less on their academic performance and outcomes?   
.! DoesnÕt this approach to equity overtax college practitioners, potentially leading to 

burnout? 
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As a practitioner, it is important to reflect on your own educational journey 
in order to think critically about assumptions youÕve made, and to 
understand how your own experiences impact your teaching philosophy 
and practice. To accomplish this goal, there is a need to reflect on your 
educational trajectory during primary, secondary, and higher education, 
using the questions below as a guide. The goal of this activity is to allow 
you to think about your personal experiences and shed light on possible 
hardships, dilemmas, and opportunities that made a significant impact on 
who you are today.  
 
'/& !
This activity is for a small group of practitioners (minimum 2), such as your 
campusÕ equity committee or an academic department. 
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Up to two (2) hours 
!
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Educational history worksheet 
!
.-)3!&%)R!P2"0%.-&2, !
Here are some questions to consider as you think about your educational 
history. Feel free to jot notes in the educational history worksheet 
provided. 
 
Challenges 

1.! What difficulties did you face in primary, secondary, and higher 
education? How did you overcome these difficulties? Were they 
different as you progressed? 

2.! What obstacles and/or hardships did you experience/overcome in 
your life, your neighborhood, and/or your community? 
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Opportunities 

1.! In school, which key people helped facilitate your success? Why? 
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Following the presentations, discuss the following questions: 
 

1.! In what waysÑ if anyÑ has this activity helped develop your 
understanding of how your educational history influences the work 
you currently do?  

2.! What are the strengths of this activity? 
3.! What are the weaknesses of this activity? 
4.! How might you change this activity to suit different settings at your 

campus? 
5.! How might you use this activity with colleagues at your campus? 

 

* *
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DEFINING CAMPUS EQUITY 
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DEFINING CAMPUS EQUITY 
 
SECOND ROUND OF REVIEW 
 
To orient yourself to the second round of review, read pages 23-26 of CUEÕs Guide on 
Concepts and Tools for Racial Equity, which describes deficit-, diversity-, and equity-
mindedness. Also review the table, ÒIdentifying a deficit, diversity, or equity frame,Ó which 
follows this worksheet. 
 
Based on the findings from your first round of review, identify whether your campus has a 
deficit, diversity, or equity frame for the WHO, WHAT, and HOW. Note your responses 
below, and explain why you chose each frame.  
 

1.! The WHO named in your campus document has a ______________________ frame.  

What led you to select this frame?  

 

 

 

2.! The WHAT listed in your campus document has a ________________________ frame. 

What led you to select this frame? 

!

!

!

3.! The HOW listed in your campus document has a _________________________ frame. 

What led you to select this frame? 

!  
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It Õs important when embarking on a new racial equity effort to account for 
what was previously done to further equity, as well as the related matters 
of diversity and inclusion on your campus. ItÕs equally important to 
understand how past and present efforts sit within the broader racial 
context of your campus, city, region, state, and country. To accomplish 
these goals, CUE recommends creating a history map using the 
worksheet provided. 
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2.! For each effort, consider: 

a.! Which campus committees, groups, and/or individual 
practitioners have been/are instrumental to implementing these 
efforts? Write this answer on the same sticky note. 
 

b.! Who was served by these efforts? Write this answer on the same 
sticky note. 

 
3.! What significant events have impacted equity, diversity, and race-

related efforts on your campus? For each event, note whether it 
occurred at the campus, city/region, state, or national level. Write this 
answer on a separate sticky note. 

!
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Once everyone has completed Step One, turn to the poster. On a sticky 
note, write down when your college was founded and place it along the 
timeline. 
 
Each person should then place their sticky notes on the poster. The equity-
efforts sticky notes should be placed on the top half of the poster, while the 
racial-context sticky notes should be placed in the bottom half (see below). 
DonÕt 
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Once all the sticky notes have been placed on the poster, step back and 
consider the information presented. As a group, discuss the following 
questions: 
 
1.! To the best of our knowledge, does this poster fully reflect our 

collegeÕs equity story with respect to efforts undertaken and the 
contexts in which those efforts were introduced? What does this 
poster say about our collegeÕs approach to addressing racial equity? 
 

2.! What have been the outcomes and impacts of these efforts? In what 
ways are the impacts of these efforts consequential today? How have 
these efforts advanced racial equity on our campus overall? 
 

3.! Are there missed opportunitiesÑ that is, equity efforts that should 
have been undertaken but were not? 
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EQUITY HISTORY POSTER 
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The purpose of this activity is to enhance practitioner understanding of 
deficit- and equity-mindedness. Specifically, participants will identify 
statements as either deficit- or equity-minded, and reframe deficit-minded 
statements into equity-minded statements.  
 
()% !
This activity is for a small group of practitioners, such as your campusÕ 
equity committee or an academic department. 
 
*+,'!-%,,+*,'.* !
Up to one (1) hour 
!
,/*'$+/0& !
Sample deficit- and equity-minded statements; answer sheet 
!
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Once all the statements have been discussed, consider the following 
questions: 

1.! In what waysÑ if anyÑ has this activity helped develop your 
understanding of deficit-mindedness and equity-mindedness?  

2.! What are the strengths of this activity? What are the weaknesses of 
this activity? 

3.! How might you change this activity to suit different settings at your 
campus? 

4.! How might you use this activity with colleagues at your campus? 
 
 
 
!  
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ANSWER SHEET 
 

1. ÒYou can teach students all you want, but if theyÕre 
going to choose not to learn, not to show up for class, or 
not to follow the rules, they arenÕt going to succeed no 
matter what the teacher does.Ó 

DEFICIT 





!

! $( !

 
!
!
&*'"!*)$''1!4'5$+'6 !
Once all the sticky labels and additional statements have been placed on the poster, discuss the 
following questions: 

1.! In what waysÑ if anyÑ has this activity helped develop your understanding of being race-
conscious and being responsible for racial equity?  

2.! What are the strengths of this activity? 
3.! What are the weaknesses of this activity? 
4.! How might you change this activity to suit different settings at your campus? 
5.! How might you use this activity with colleagues at your campus? 

 
!  
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!!  INSTITUTIONALLY ORIENTED 

STUDENT-DEFICIT
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Consider the following questions: 
1.! According to the cartoon, how has racism benefited Bob?  
2.! What enables Bob to not see the privileges granted to him and his 

family? 
3.! What do you agree with in the cartoon? What do you disagree with? 
4.! What assumptions does the author of the cartoon hold? 
5.! Imagine a panel focused on education with the title, ÒHow Bob fared 

in college.Ó What would you draw? How does racism benefit Bob as a 
college student? 
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Reflect back to the speaker what you heard them say, and ask if this is 
what they intended to communicate.  
!

Q>! /TT?FGG!BSF!EFFTG!DL!BSF!H?@ABCBCDEF?!XSD!P@TF!BSF!ADPPFEB>!
Consider what might be motivating the speakerÕs comment, and focus 
the conversation on that underlying factor. 
!

V>! /GYZ![(SD!KFEFLCBG\]!
Ask the speaker to think critically about whoÑ in regard to 
race/ethnicity and educational opportunityÑ are being best served by 
a particular way of thinking, policy, practice, etc. 
 

W>! $F:AFEBF?!?@AF:ADEGACDIGEFGG>!
Call attention to the importance of being race-conscious in equity 
work, especially when conversations become race-neutral and when 
equity does not seem to be central to practitionersÕ actions and 
decision-making. 
!

^>! .@PF!H?@ABCAFG!BS@B!IETF?PCEF!FNICBO>!
Explicitly point out race- or equity-blind approaches and concepts 
that, if left unchallenged, will lead to inequitable outcomes. 

!
_>! #GF!T@B@!BD!TFPDEGB?@BF!BS@B!?@AC@M!CEFNICBO!PIGB!KF!@TT?FGGFT>!

Reference course-, department-, and/or campus-level data showing 
inequities in outcomes for racially minoritized students. 
 

`>! /J?FF!BD!SDMT!F@AS!DBSF?!@AADIEB@KMF>!
Ask practitioners to speak up and name potential equity issues as they 
arise, and to find alternatives. 
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Colby, S. L., & Ortman, J. M. (2015). Projections of the size and 
composition of the US population: 2014 to 2060. 
https://www.census.gov/content/dam/Census/library/publications/2015/d
emo/p25-1143.pdf  
 
Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A 
Black feminist critique of antidiscrimination doctrine, feminist theory and 
antiracist politics. The University of Chicago Legal Forum, 140, 139-167.
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(455676869:;<=69$05<;>?$;4@=A@:6$=4$B<;6$9A?;CADA@<=A4@E$According to a 
Pew Research Center survey, Blacks who have attended college are more 
likely than those without any college experience to report being racially 
discriminated against (Anderson, 2016) (Figure 1).  
 

!
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

FIGURE 1. College-educated Blacks who report facing acts of racial discrimination. Note: Blacks 
includes only non-Latinx. Adapted from Anderson (2016). Data source: Pew Research Center 
Survey of American adults conducted between February 29 and May 8, 2016. 

!
 
These findings support literature that report Black students experience 
college campuses as more racially hostile than white students 
(Worthington, Navarro, Loewy, & Hart, 2008). Smith, Allen, and Danley 
(2007) collected data from 36 Black students through focus groups. They 
found that this group of students were stereotyped and placed under 
increased surveillance by community and local policing tactics, on and off 
campus. Black students are at higher risk of experiencing racial 
discrimination in academic, social, and public spaces on campus (Smith et 
al., 2007). For example, one student said he was racially profiled when 
studying for an exam in the physics lab on a Sunday: 
 

% of Blacks saying they have ever personally experienced discrimination 
or been treated unfairly because of their race or ethnicity!

% of Blacks saying each of the following happened to them in the 
past 12 months because of their race or ethnicity!
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ÒOne summer I was taking a physics courseÑ I used to be in 
engineering. I went to the physics lab on Sunday to study on the 
computers. Our assignments were on a Plato program. A university 
officer came into the computer lab and asked for my ID. I asked him 
why. He stated that someone called and reported a suspicious-
looking person entering the building... I laughed and said, ÔOh 
really?Õ I told him that IÕm a student studying for an exam and I 
wouldnÕt even be able to log onto the computer if I wasnÕt enrolled in 
the class. He [the campus police officer] again asked for my ID. At 
this point I handed him my student ID. Wait... thereÕs more. The 
officer then asked, ÔDo you have another piece of ID?ÕÓ (Smith et al., 
2007, p. 563) 

 
These everyday experiences with racial discrimination are psychologically, 
emotionally, and physiologically detrimental to Black studentsÕ well-being 
(Smith, Hung, & Franklin, 2011; Anderson, 2016). For educators to 
implement practices and policies that could improve the educational 
experiences of Black students, they need to come to a conclusion about the 
permanence of racism (Bell, 1992) in U.S. institutions (Bonilla-Silva, 1997; 
Godsil et al.,I8f52T Q42q 0.24 0 0 0.24 8.3906 593.7694
cm BT 50 0 0 50 405.1971 -845 Tm /TT218 1 Tf ( ) T533.6Q q 0.24 0 0 0.24 8.3906 7694
cm BT 50 0 0 50 415.6962 -845 Tm /TT218 1 Tf (et al.,I8f597.896 50.24 0 0 0.24 8.3906 44
cm BT 50 0 0 50 415.6962 -845 Tm /TT218 1 Tf (et al.,I8f6ET  Q q 0.24 0 0 0.24 8.3906  -7 -636 Tntinu 0 504
cm Bdmputm BmpBT 003 9.5003 sm BTof racism (Bell, 1992) in U.S. institutions (Bonilla)
Tj ET Q q 094 0 0 0.24 4 8.3906c0 0r.4
cm BT 50 0 0 50 415.6962 -845 Tm /TT218ion about the ) T381.9924 -94  0 0 0.24 8.3906 593.7694
cm BT 50 0 0 50 405.1971 -845 Tm ion about the 
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&&G,$?=:96@=?E ÒAsian AmericansÓ have been stereotypically construed as a 
Òmodel minority,Ó comprised of academically high-achieving and motivated 
students who come from homes where education is valued and prioritized. 
This image, however positive it may seem, is problematic. Based on 
generalizations about certain East Asian and South Asian students, it 
masks the challenges the 48 ethnic groups that are considered ÒAAPIÓ face 
(Museus, 2014; Nguyen, Nguyen, Teranishi, & Hune, 2015; Teranishi, 
2007).  
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FIGURE 2. Proportional representation in enrollment in K-12 schools and four-year postsecondary 
institutions in Washington state (2013). Adapted from Nguyen, Nguyen, Teranishi, & Hune (2015). 
Data source: U.S. Census American Community Survey one-year estimates, 2013; ERDC 
postsecondary enrollment data, 2013. 
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Consequently, AAPIs are Òhighly visibleÓ as a ÒsuccessfulÓ racial/ethnic 
group, but ÒinvisibleÓ and overlooked in educational research and policy 
despite inequities within the group (Teranishi, 2007, Museus & Kiang, 
2009). AAPIs are rarely considered a ÒminorityÓ population that needs 
attention, support, and resources, when considered alongside Black and 
Latinx populations (although recent efforts are shifting this perception). 
Using the 2013 American Community Survey (ACS), Museus, Ledesma, 
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and Parker (2015) show wide disparities in (K-



!

! $?!

In the California Community Colleges, six-year completion rates vary 
greatly by ethnicity, with a more than 40-percentage-point gap between 
Chinese students (73%) and Samoans (29%) (The Campaign for College 
Opportunity, 2015). 
!

!

!
 
FIGURE 4. Six-year completion rates for Asian and Pacific Islander students by ethnicity; cohort 
entering in 2007
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second wave started with the Immigration Act of 1965, which opened the 
United States to a more heterogeneous immigrant population in terms of 
ethnicity, class, education level, language, culture, religion, and homeland. 
For the most part, those who came in the first wave and through the 
Immigration Act were economic migrants seeking work and a better life in 
America. Within the second wave, however, also came refugees fleeing 
politically unstable and repressive regimes, particularly in Vietnam, 
Cambodia, and Laos. 
 
This history has implications for AAPI studentsÕ educational opportunities 
and outcomes. Who AAPIs are, and when and why they came to the 
United States, have implications for their educational opportunities and 
likelihood of enrolling in and completing college, particularly for those 
who arrived during the second wave (Teranishi, 2004). Some came out of 
poverty, some from the middle class, some from wealthy families. Some left 
as students or professionals (e.g., teachers, engineers, doctors, lawyers, 
accountants) from relatively stable countries, others from places of war and 
violence where staying was not an option. Some have come more recently 
and are foreign-born;
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college-educated parents, relative to Hmong students. Experiencing more 
poverty, Hmong students were more likely to attend college closer to 
home so they could still contribute financially to their families. 
$
$
!"#$!%&'#(!)%*$)+$,-#./,!*$+)%$1&!,-O $
Latinx make up 17% of the U.S. population, and are projected to represent 
more than one-third of the U.S. population under the age of 5 by 2050 
(Santiago, 2015). Forty-five percent of Latinx undergraduate students 
attend community colleges, in comparison to 34% of all undergraduates 
(HACU, 2016). In particular, Hispanic-serving institutions (HSIs) enroll 
62% of Latinx undergraduates. However, only 23% of Latinx over the age 
of 25 have earned an associateÕs degree or higher, and they have the lowest 
completion rates among any racial and ethnic group (Valle, 2016). Fifty-
four percent of Latinx undergraduate students are the first in their families 
to attend college, and 41% receive Pell Grants. Moreover, 62% of Latinx 
undergraduates work while enrolled as full-time students (Valle, 2016). 
Given that Latinx are projected to represent a high proportion of the U.S. 
population in the coming years, it is imperative to address the equity gaps 
Latinx students experience in higher education success indicators.!!
!
1<=A@P$C6LC6?6@=?$<$7C4NA@7$Q:=$9AR6C?6$6=H@A;$7C4:LE!The history of 
Latinx in the U.S. is as diverse as their cultures, language dialects, and 
phenotypes. For different reasons, some groups of Latinx are afforded 
more educational opportunities and are more academically successful than 
other Latinx groups. Although differences exist among the diverse 
subgroups of Latinx, the majority of this ethnic groupÕs members have a 
history with European colonialization; in particular, most of the pan-ethnic 
group shares a common culture that is rooted in the Spanish language and 
Catholic religion (Almaguer, 2012). However, as a group Latinx are 
racially diverse, with African, Indigenous, and European ancestry. Unlike 
other racially oppressed groups, the U.S. federal government has over 
time both classified and declassified Latinx as whites (Almaguer, 2012).  
 
The largest subgroup of Latinx is of Mexican origin. Before the U.S.-
Mexico war, the Southwest was populated by Mexicans and Indigenous 
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FIGURE 5. Percentage distribution of the educational attainment of Latinx age 25 or older by 
subgroup, 2013. Note: High school completion includes diploma recipients and alternative 
credentials (e.g., GED). Adapted from NCES 
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inequities in access, persistence, and completion outcomes. Only 26% of 18- 
to 24-year-old Native Americans enroll in college, as compared to a 37% all-
student average. Close to 46% attend two-year schools (mostly tribal 
colleges), a higher proportion than the all-student average of 41%, thus 
making them overrepresented in open-access institutions. Their six-year 
graduation rates are the lowest at 37%; white students graduate at a rate of 
57%, and AAPIs at a rate of 63%. 
 
In California, 75% of Native American students do not complete the 
entrance requirements for the UC and CSU systems, and data from fall 
2011 to fall 2012 shows that their enrollment is declining at the community 
colleges (by 16%) and CSUs (by 61%), while increasing at the UCs (by 67%) 
(Proudfit & Gregor, 2014). 
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FIGURE 6. Native American and Alaskan Native enrollment in public higher education in 
California, by system (2011-2012). Adapted from Proudfit and Gregor (2014). Data source: 
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Proudfit, J., & Gregor, T. (2014). The state of American Indian & Alaskan 
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Worthington, R. L., Navarro, R. L., Loewy, M., & Hart, J. (2008). 
Color-blind racial attitudes, social dominance orientation, racial-ethnic 
group membership and college studentsÕ perceptions of campus climate. 
Journal of Diversity in Higher Education, 
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“Given our union in a democracy committed to liberty, opportunity, 
and justice for all, the equity divides that deface our educational 
system raise questions both at home and abroad about the meaning 
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�e only path to economic success—for both individuals 
and the nation—is to be more intentional and equitable 
in our e�orts to provide quality learning opportunities. 
We must expand access to high-quality postsecondary 
education, particularly to the kind of broad, integrative, 
and applied liberal learning needed for success in today’s 
workplace. Higher education cannot close the educational 
gaps by itself. But it can take a leadership role, on campus 
and in our communities, in addressing the issue honestly, 
constructively, and aggressively. 

Democratic Ideals Depend 
on Expanding Educational 
Opportunity
Deep, persistent, and unacceptable inequities in education 
begin in pre-K and continue through higher education. 
�e results of these systemic barriers to educational success 
are evident, for both low-income students and students 

of color, in uneven higher education enrollment rates, 
dissimilar college experiences, and lower levels of degree 
attainment. 

Higher education has a special role to play in addressing 
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Changing Demographics,  
Deepening Economic Divides
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U.S. Students Will Very Soon Be Majority Students of Color
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Completing College Improves Economic Mobility
Educational opportunity and economic success are intertwined. People with higher incomes are more likely to enroll in college—
and then more likely to earn the higher incomes that allow their children to attend college. And for children of low-income 
families, a college degree can provide the means to move out of poverty. 

 How a four-year degree a�ects the adult income of people who were born into poverty

�is chart looks at income levels of adults who were born into deep poverty based on whether they earned a college degree. All 
adults included in this chart were born into the bottom income quintile (the lowest ��h of U.S. household incomes). Among 
these adults who were born into deep poverty, only 10 percent of those who earned a four-year degree remained in the bottom 
income quintile, compared with 47 percent of those without a college degree. Moreover, 53 percent of the adults who completed 
a four-year degree moved from the bottom income quintile to the middle quintile or higher. Only 27 percent of those without a 
college degree moved to the middle income quintile or higher.

ADULT INCOME LEVELS OF THOSE BORN INTO THE BOTTOM U.S. INCOME QUINTILE  
(THE LOWEST FIFTH OF U.S. HOUSEHOLD INCOMES)

Source: The Pew Charitable Trusts, Pursuing the American Dream: Economic Mobility Across Generations  (The Pew Charitable Trusts, 2012),  
http://www.pewtrusts.org/~/media/legacy/uploaded�les/pcs_assets/2012/PursuingAmericanDreampdf.pdf .
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Wanted: Critical Thinkers and Communicators
In surveys about hiring and promotion priorities, employers underscore the importance of developing skills aligned with today’s 
innovation economy. �ey assess the quality of a college degree by how e�ectively the graduate can understand and act on new 
ideas, communicate information clearly, use evidence, and lead e�ectively in a fast-changing environment.

More than nine in ten employers (91 percent) say they value critical thinking, communication, and problem-solving skills more 
than a potential employee’s undergraduate major. Nearly all employers (96 percent) agree that all college students should have 
experiences that teach them how to solve problems with people whose views are di�erent from their own. And 87 percent of 
employers say they give hiring preference to college graduates who have completed a senior project.

�ese skills—which are central to a twenty-�rst-century liberal education—also have value beyond their currency in the 
knowledge economy. �ese same skills prepare graduates to live responsibly in an increasingly diverse democracy and in an 
interconnected global community. 

Skills employers value most

Source: Hart Research Associates, Falling Short? College Learning and Career Success  (Washington, DC: Association of American Colleges and 
Universities, 2015), https://www.aacu.org/leap/public-opinion-research/2015-survey-results .

91% 87%
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Access to Quality Learning  
Is Inequitable at All Levels 
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The Face of Higher Education Is Changing
Quality learning, from PK–12 through college, is the key to closing achievement gaps. Learning begins with enrollment. While 
white students still represent the majority of those enrolled in college, there has been a steady rise in college enrollment for 
students of color. And Latino students slightly outpace white students in one piece of recent enrollment data (not shown): the 
immediate college-going rate, or the percentage of students who attend college within one year of high school completion. 
In 2012, the immediate college-going rate of Latino high school graduates was 69 percent, compared to 67 percent for white 
graduates, 62 percent for African American graduates, and 84 percent for Asian graduates.9

College enrollment trends

PERCENTAGE OF TOTAL FALL ENROLLMENT IN COLLEGE

Source: U.S. Department of Education, National Center for Education Statistics, “Digest of Education Statistics: 2013,” Table 306.10,  
http://nces.ed.gov/programs/digest/d13/tables/dt13_306.10.asp .
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Too Few Low-Income Students Complete College
While postsecondary institutions are becoming more diverse, the degree attainment gap for low-income individuals is widening. 
In 2013, individuals from high-income families were eight times more likely to earn a bachelor’s degree by age twenty-four 
than were those from low-income families. In 1970, the high-income individuals were more than six times more likely to earn a 
bachelor’s degree.10 In the intervening 43 years, bachelor degree attainment among those from wealthy families nearly doubled 
while it barely moved for those in the poorest families. 

Higher-income students are more likely to earn degrees

BACHELOR’S DEGREE ATTAINMENT BY AGE TWENTY-FOUR FOR DEPENDENT FAMILY MEMBERS  
BY FAMILY INCOME QUARTILE

Source: U.S. Census Bureau, “Current Population Survey Data on School Enrollment,” (unpublished data, 2013). As presented in Pell Institute  
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In addition, there continues to be a degree attainment gap for students of color. An increasing percentage of all groups hold 
bachelor’s degrees, but a consistently higher percentage of white adults holds degrees, as compared to African American and 
Latino adults.

Degree attainment levels

PERCENTAGE OF PERSONS AGED TWENTY-FIVE AND OVER WITH A BACHELOR’S OR HIGHER DEGREE,  
BY RACE/ETHNICITY 

Source: U.S. Department of Education, National Center for Education Statistics, “Digest of Education Statistics: 2012,” Table 8, http://nces.ed.gov/
programs/digest/d12/tables/dt12_008.asp?referrer=report .

Note: Data are not available until 1989 for Asian/Paci�c Islanders and until 2003 for American Indian/Alaska Natives.
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Inequities in College Readiness
College readiness is a critical factor in degree attainment. And among students who enroll in college, there are dramatic 
di�erences in college readiness. �is underpreparation grows out of gaps in educational opportunity, o�en beginning in pre-K 
and growing over time. Because each educational achievement leads to new educational opportunity, academic achievement 
becomes highly strati�ed.

For example, 56 percent of white eighth graders are below grade-level pro�ciency in math, compared to 79 percent of Latinos, 
79 percent of American Indians, and 86 percent of African Americans.11 In high school, 12 percent of white students participate 
in Advanced Placement (AP) courses, compared with 6 percent of African American and 9 percent of Latino students. �e 
AP divide by income is even greater: 6 percent of low-income students participate in AP courses, compared with 16 percent of 
students who are not considered low income.

�is unacceptable trend continues at the college level, where students of color are overrepresented in developmental education 
courses. Time spent in developmental education courses, which do not earn credit, delays students’ entry into college-level 
courses and depletes their �nancial aid. As a result, completing college becomes more expensive and more uncertain. 

Students of color are more likely to take developmental education courses

Source: Data from U.S. Department of Education, National Center for Education Statistics, “Beginning Postsecondary Students Longitudinal Study,” 
2009 data, http://nces.ed.gov/datalab/quickstats . Using calculations presented in Witham et al., America’s Unmet Promise.

Note: Percentages may not total 100% due to rounding.

Asianr
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Inequities in Access to Resource-Rich Institutions
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Inequities in Educational Opportunities in College
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Income Disparity Does Not Account for Racial and Ethnic Gaps
Even a�er adjusting for income, we see persistent, unacceptable gaps in educational achievement. National Education 
Longitudinal Study (NELS 1988/2000) data show 111,000 African Americans and Hispanics who scored in the top half of the 
SAT/ACT (high-scoring students) but did not graduate from college; 49,000 of them came from the top half of the family income 
distribution.13

Among high-scoring students of color who did not complete college, four in ten were 
from higher-income families

Source: Georgetown University Center on Education and the Workforce calculations using data from U.S. Department of Education, National Center 
for Education Statistics, National Education Longitudinal Study (1988/2000). As presented in Anthony P. Carnevale and Je� Strohl, Separate and 
Unequal: How Higher Education Reinforces the Intergenerational Reproduction of White Racial Privilege  (Washington, DC: Georgetown University, 
2013), https://cew.georgetown.edu/wp-content/uploads/2014/11/SeparateUnequal.ES_.pdf .

49,000

62, 000

Higher-income families

Lower-income families

“The postsecondary system is more and more complicit as a 
passive agent in the systematic reproduction of white racial 
privilege across generations.” 

— Anthony P. Carnevale and Je� Strohl
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It Is Time to Act:  
What College Leaders  

and Faculty Can Do 
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It Is Time to Act  
Every college and university must focus with new intensity on supporting higher 
persistence and higher learning for students from underserved communities. 
This critical work begins with examining the institution’s history and data. Then 
with this context in mind, institutions should ensure that they have a framework 
of inclusive excellence—one in which underserved students are experiencing the 
high-impact practices and engaging in the inquiry-based learning that is essential 
in any high-quality liberal education.

In the newest phase of its in�uential Liberal Education and 
America’s Promise (LEAP) initiative, AAC&U has issued 
the LEAP Challenge: Every college and university should 
make excellence inclusive and ensure that every student 
prepares for and completes Signature Work. �rough 
Signature Work, students demonstrate their achievement of 
twenty-�rst-century learning outcomes. 

As part of this e�ort, colleges should gather representatives 
from across their institutions—students, faculty, sta�, 

administrators, and trustees—and engage them in self-
study and planning about equity, inclusion, and excellence.  
�e ten items below are designed to help guide such 
discussions and identify necessary action steps. �ey 
provide action steps that emerged from AAC&U’s 
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communication competencies; official language proficiency; whether students had caregiving duties; socio-economic 
and immigration status; time zones; and students’ racialization or ethnicity, gender, culture and religion. 
 
Many factors accentuated students’ need for personalized accommodation and support to achieve academically during 
rapid transitions online due to the COVID-19 pandemic. 
 
Systemic racism 
Systemic racism was brought to the forefront, particularly after the death of George Floyd in the U.S., which catalyzed 
global anti-racist protests and calls for systemic change. University staff from centres for teaching and learning said 
addressing systemic racism was a priority. Many reported they were asked to produce guidelines and recommendations 
to address systemic racism and inclusion in online learning environments as quickly as possible. 
 
However, they were being cautious not to rush this process as their goal was to develop effective measures that would 
result in positive change, a task that many also acknowledged requires careful consideration. They had unanswered 
questions such as such as: How can centres for teaching and learning provide support to students experiencing racism in 
the classroom? How can centres help reduce systemic racism in their centres and in teaching and learning contexts? 
How can they spread awareness of issues of systemic racism in online contexts? 
 
An equitable future 
Our analysis of online resources and discussions with staff in centres for teaching and learning revealed eight priorities 
from these centres to ensure an equitable and accessible online learning experience for students during the COVID-19 
pandemic and into the future. 
 

1. Create accessible materials: Ensure that documents can be easily shared and printed; share documents and 
materials that are compatible with assistive technologies; adopt inclusive writing, respectful and sensitive to 
students from different backgrounds; provide descriptions in hyperlinks and images for students with visual 
impairments and using screen readers; format text in easily readable colours and fonts; provide course content 
materials in multiple formats. 

2. Choose adequate digital technologies: Use university and institutional IT department-supported digital 
technologies; use digital technologies available for students in different time zones and international contexts; 
choose tools that include accessibility features, such as text-to-speech, high-contrast themes, enlarged cursors, 
closed-captioning, keyboard shortcuts and alternative text. 

3. Record lectures, and caption videos and audio content: Ensure the asynchronous availability of lectures; 
facilitate the accessibility of these lectures or any other video or audio content through captioning. 

4. Adopt inclusive culturally responsive teaching: Instill equity as a value in designing learning experiences; avoid 
one-
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Anti -Racism in Higher Education: A Model for Change  

  

Racism and white dominance have been a part of the United States higher educational 

system since its inception.  The privileged mindset of white male founders who allowed 

Harvard College to admit only rich young White men continues to be pervasive today in 

both overt and covert forms.  Despite attempts to attend to racial problems, United States 

higher education has not come very far in addressing systems of White dominance 

(Alvarez McHatton, Keller, Shircliffe, & Zalaquett, 2009; Dodge & Jarratt, 2013; Stage 

& Hammrick, 1994).    

In the early American colonies, colleges and universities were never intended to 

educate people of color, though a number of 
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within higher education (Cabrera, 2012; Cabrera, 2017; Collins & Jun, 2017; Jun, Jones 

Jolivet, Ash, & Collins, 2018; Matias, 2013). However, studies have also shown that 

White higher education leaders remain caught in a cycle of deficit thinking (Ash, 2018; 
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held by the dominant culture (Ladson-Billings, 1998; Sullivan, 2014).  Since its original 

inception, CRT has been applied to various disciplines, including higher education 

(Brayboy, 2013; Brown & Jackson, 2013).  CRT has seven tenets that give shape to the 

�W�K�H�R�U�\�¶�V���I�U�D�P�H�Z�R�U�N�����D�Q�G���R�I���W�K�H���V�H�Y�H�Q�����W�K�H���S�H�U�P�D�Q�H�Q�F�H���R�I���U�D�F�L�V�P�����L�Q�W�H�U�V�H�F�W�L�R�Q�D�O�L�W�\����

interest convergence, and whiteness as a property are of particular relevance to this study 

(Ladson-Billings & Tate, 1995; Lynn & Dixson, 2013).    

  

PERMANENCE OF RACISM  

  

The first tenet of CRT is a foundational premise�² that racism is ordinary, deeply 

ingrained, and a permanent part of Western society.  Scholar, Bell (1992), described 

�U�D�F�L�V�P�¶�V���S�H�U�P�D�Q�H�Q�F�H���L�Q���K�L�V�������������E�R�R�N���)�D�F�H�V���D�W���W�K�H���%�R�W�W�R�P���R�I���W�K�H���:�H�O�O�����7�K�H���3�H�U�P�D�Q�H�Q�F�H��

of Racism.  In the book, he discounted the White liberal notion that racism can be 

elimin�D�W�H�G�����D�U�J�X�L�Q�J���³�U�D�F�L�V�P���L�V���D�Q���L�Q�W�H�J�U�D�O�����S�H�U�P�D�Q�H�Q�W�����D�Q�G���L�Q�G�H�V�W�U�X�F�W�L�E�O�H���F�R�P�S�R�Q�H�Q�W���R�I��

�W�K�L�V���V�R�F�L�H�W�\�´�����S�����L�[���������%�H�O�O���G�L�G���Q�R�W���S�U�R�S�R�V�H���W�K�D�W���S�H�R�S�O�H���R�I���F�R�O�R�U���D�F�T�X�L�H�V�F�H���W�R���U�D�F�L�V�P����

rather, empowerment is realized in the struggle to fight racism itself (Bell, 1992; Brown 

& Jackson, 2013).  Racism and its effect on people of color have been the accepted norm 

for centuries, as White hegemony has evolved to the degree that it allows many forms of 

racism to go unacknowledged, unconscious in the minds of Whites, and largely invisible 

(Delgado & Stefancic, 2012). 
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INTERSECTIONALITY  

  

Another important tenet of CRT, intersectionality, describes the multiple layers or 

dimensions of identities of historically marginalized peoples (Crenshaw, 1989; Nash, 

2008).  Intersectionality challenges the notion of arbitrary binaries placed on race and 

gender by exploring the complexity of race and gender identities and how such 

complexities shape people (Crenshaw, 1989).  Intersectionality allows a researcher to 

simultaneously consider a multitude of complex social processes that comprise the 

whole person, such as gender, race, sexual identity, and socioeconomic background 

(Ladson-Billings & Tate, 1995; Nash, 2008).  In the context of higher education, the 

theory of intersectionality is critical for leadership to utilize, as it considers the 
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whiteness must be dismantled.  For those Whites who currently hold positions of power 

in various higher education institutions, dismantling White hegemony and privilege will 

result in a profoundly different understanding of what it means to be White.  In an 

institution where interest convergence is not preeminent, the interests of Whites as 

defined by whiteness are not always met.  These interests are replaced by a new 

understanding of White identity in relationship to other racially constructed identities, in 

which a new normativity is mutually constructed by all to create a radical new 

community.  (Risdon, 2019).   

  

WHITENESS AS PROPERTY  

  

Another tenet of CRT that is critical to this study is the property characteristics of 

whiteness and how its establishment in the court of law set the stage for White 

hegemony.  Dominant White culture has historically struggled to define whiteness 

through a specific set of physical traits or a particular culture lineage.  Whiteness is a 

racialized system of definitions and dominant thinking derived from ideological beliefs 

that attempt to give parameters to the exclusivity of whiteness (Donnor, 2013; Lopez, 

2003).  The concept of whiteness rests on the objectification of African Americans, 

particularly as a subordinate racial class.  Whiteness is an abstract and artificial 

construct, but interestingly, a construct legally recognized as something one can have or 

own (Harris, 1993; Leonardo, 2009).  As it made its way through the legal system, the 

property of whiteness began to inform the ratification of laws, policies, and procedures.  
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traditionally White at the time of the development of HBCUs.  This term continues to 

apply to institutions that have a predominance of whiteness in its history.  Additionally, 

we use the term Dominant White Institutions (DWIs) as described by Collins and Jun 

(2017).  These scholars proposed that the term DWI highlights the dynamic role of 

power held within the insti�W�X�W�L�R�Q���E�\���:�K�L�W�H�V�������+�X�J�K�H�\�����������������G�H�V�F�U�L�E�H�V���³�K�H�J�H�P�R�Q�L�F��

�Z�K�L�W�H�Q�H�V�V�´�����S�����������������D�V���D�Q���L�G�H�Q�W�L�W�\���W�K�D�W���E�R�W�K���S�U�R�G�X�F�H�V���D�Q�G���P�D�L�Q�W�D�L�Q�V���G�R�P�L�Q�D�W�L�R�Q���E�\���W�K�H��

positionality of those marked White as superiors with power and privilege.  Whiteness is 

internalized as normal and natural, in turn, marking non-Whites as abnormal and 

�X�Q�Q�D�W�X�U�D�O�������+�H�J�H�P�R�Q�\���L�V���³�F�X�O�W�X�U�D�O���S�R�Z�H�U�����L�Q�F�O�X�G�L�Q�J���W�K�H���G�R�P�L�Q�D�Q�W���F�X�O�W�X�U�D�O���S�D�W�W�H�U�Q�V���W�K�D�W��

achieve and sustain their dominance by encouraging�² but not forcing�² people to believe 

�L�Q���W�K�H�P�´�����3�D�U�N�H�U�����������������S����������).  Dominance and subordination, thus, are sustained, not 

necessarily by force, but through social practices, systems, and norms (McClaren 2009); 

the kind of practices, systems, and norms that are found in institutions of higher 

education.  Systems of oppression are maintained because educational leaders do not 

challenge the validity of these norms and attitudes that perpetuate systems of domination 

and subordination because they are viewed as normal.  The majority White culture that 

permeates DWIs and university campuses supply and secure the symbols, attitudes, and 

norms that embed a hegemonic frame.     

White normativity is effective and pervasive in that the underlying systemic 

beliefs often unconsciously define whiteness as separate and superior to all �W�K�D�W���L�V���³�Q�R�W-

�:�K�L�W�H�´�������:�K�H�Q���F�D�P�S�X�V���G�L�Y�H�U�V�L�W�\���L�Q�L�W�L�D�W�L�Y�H�V���V�H�H�N���W�R���D�G�G�U�H�V�V���W�K�H���F�K�D�O�O�H�Q�J�H�V���W�K�D�W���F�R�Q�I�U�R�Q�W��

White dominant narratives without educating the community about the realities of 

systemic racism and histories of White supremacy, those in the White community may 

describe themselves as the newly oppressed and demonstrate processes of White fragility 
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made school segregation illegal (Fine, 2004; Pickren, 2004).  For example, after the 

Brown v. Board of Education decision, private Christian education surged in growth 

because of the concern that White Christians had with racial integration (Yancey, 2010).    

One result of these ongoing problems related to race and higher education was 

the adoption of diversity initiatives to assist in communities becoming racially sensitive 

and tolerant of one another across racial lines.  However, many of these initiatives have 

failed to educate about the reality and prevalence of White dominance and supremacy on 

campuses and have focused on merely changing individuals rather than dismantling 

structural inequalities that perpetuate systemic racism in college (Bennett, 1986; Case, 

2007; Castellanos, Gloria, Mayorga, & Salas, 2007; Watt, 2007).  This approach has had 

�W�K�H���S�R�W�H�Q�W�L�D�O���W�R���H�Q�J�D�J�H���W�K�H���G�L�I�I�L�F�X�O�W�L�H�V���I�U�R�P���D���G�H�I�L�F�L�W���P�L�Q�G�V�H�W�����Z�K�L�F�K���I�U�D�P�H�V���³�V�W�X�G�H�Q�W�V��

and their families of origin as lacking some of the academic and cultural resources 

�Q�H�F�H�V�V�D�U�\���W�R���V�X�F�F�H�V�V���L�Q���Z�K�D�W���L�V���S�U�H�V�X�P�H�G���W�R���E�H���D���I�D�L�U���D�Q�G���R�S�H�Q���V�R�F�L�H�W�\�´�����6�P�L�W�����������������S����

�����������D�Q�G���F�R�Q�V�W�U�X�F�W�V���³�L�P�D�J�H�V���R�I���S�H�R�S�O�H���R�I���F�R�O�R�U���D�V���R�X�W�V�L�G�H�U�V�����D�W-risk victims, 

commodities, �D�Q�G���F�K�D�Q�J�H���D�J�H�Q�W�V�´�����,�Y�H�U�V�R�Q�����������������S�������������������7�K�H�V�H���G�H�I�L�F�L�W���D�S�S�U�R�D�F�K�H�V���W�R��

�L�P�S�U�R�Y�L�Q�J���K�L�J�K�H�U���H�G�X�F�D�W�L�R�Q�D�O���L�Q�V�W�L�W�X�W�L�R�Q�V���D�O�R�Q�J���U�D�F�L�D�O���O�L�Q�H�V���F�R�Q�W�L�Q�X�H���W�K�H���³�V�X�E�R�U�G�L�Q�D�W�L�R�Q��
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1 displays staff national demographics for racial diversity among full-
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taking the position of presidency.  With 85 percent of college presidents being internal 

hires and the vast majority of current lower level staff positions still being held by 

Whites, any shift in composition diversity in senior leadership positions seems a long 

�Z�D�\���R�I�I���L�I���Z�H���F�R�Q�W�L�Q�X�H���W�R���U�H�O�\���R�Q���W�K�H���³�S�L�S�H�O�L�Q�H�´�������+�H�U�H���L�V���K�R�Z���D�X�W�K�R�U���D�Q�G���V�S�H�D�N�H�U���-�H�I�I��

Chang (2018) described this same pipeline as POC experience it:  

�7�K�H���S�L�S�H�O�L�Q�H�����W�K�D�W�¶�V���Z�K�D�W���S�H�R�S�O�H���R�I���F�R�O�R�U �J�H�W���U�H�G�X�F�H�G���W�R�«�W�R���E�H���G�U�R�S�S�H�G���L�Q�W�R���W�K�H��

pipeline and sent across the U.S., right? And sometimes be in danger of leaking 

out and polluting things. And then you get to the other side of the country to be 

put in a barrel and then sent off somewhere only to be �H�Q�G�L�Q�J���X�S���L�Q���V�R�P�H�E�R�G�\�¶�V��

�F�D�U���J�H�W�W�L�Q�J���E�X�U�Q�W���X�S�����7�K�D�W�¶�V���W�K�H���S�L�S�H�O�L�Q�H�����7�K�H���T�X�H�V�W�L�R�Q���,���D�O�Z�D�\�V���K�D�Y�H���I�R�U���I�R�O�N�V���L�Q��

the universities and arts world is, What have 25 years of pipelines done for us? 

�,�W�¶�V���J�R�W���D���O�R�W���R�I���X�V���E�X�U�Q�W���R�X�W���D�Q�G���U�X�Q�Q�L�Q�J���I�O�H�H�L�Q�J���I�U�R�P���W�K�H���V�\�V�W�H�P����And so, this is 

�L�P�S�R�U�W�D�Q�W�����L�W�¶�V���L�P�S�R�U�W�D�Q�W���I�R�U���X�V���W�R���E�H���D�E�O�H���W�R���F�K�D�Q�J�H���W�K�H���F�X�O�W�X�U�H���L�Q���D�O�O���R�I���W�K�H�V�H��

different kinds of ways including the ways in which we completely think about 
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climate issues and to provide spaces for students of color to feel valued and loved.  

Further, there has been an unwritten expectation for people of color to sit on diversity 

committees or assist with implementing diversity initiatives simply based on the criteria 

that they are a person of color.  No doubt, people of color have been participating in the 

higher education system, but they have not had access to the highest positions of power 

to change the systems themselves.  People of color obtaining positional power must 

begin and be driven by White administrators sharing and surrendering their own power.  

No longer can our current institutional leaders expect diversification to magically occur 

by following the same practices.  Neither can administrators use the lack of qualified 

people of color as an excuse not to fill roles of leadership.  Qualified educated people of 

color do exist.  White administrat
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that is needed from each individual to move closer to a conscious understa
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